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ABSTRACT 

Arabic as a foreign language (AFL): Perceptions of the Integrated Approach 

in the UAE Northern Emirates teachers among 

 

The purpose of this study was to investigate how teachers perceive an integrated approach 

for students’ communicative competence in Arabic; and whether teachers are receptive to 

implementing an integrated approach in the TAFL classrooms and if they identify any 

potential obstacles to implementing an integrated approach at the private universities in 

the UAE Northern Emirates. The literature reveals that many studies investigated the 

students’ perceptions towards learning Modern Standard Arabic (MSA) but rarely tackled 

the teachers’ perceptions in this regard and what communicative Arabic instruction should 

involve. The design exploited in this study is a mixed methods research in two sequential 

phases: a quantitative phase followed by a qualitative phase.  

The source of the quantitative data was a survey adaptation of Arabic Teacher Survey 

(ATS). It is a 45-item survey of 40 participants. Due to the small size of the population 

who participated in the study, no significant relationships emerged between teachers’ 

perceptions of the integrated approach and its influence on communicative competence.  In 

general, a positive perception of using the integrated approach arose as the right way to go 

about the teaching and learning of Arabic. The qualitative phase consisted of one-on-one 

interviews with five Arabic teachers to provide a more descriptive analysis of the survey 

data. The participating teachers’ perceptions of teaching both varieties are to some extent 

different in the order that they would teach the two varieties despite the fact that they all 

prefer to implement the integrated approach in their classes. The participants’ attributed 

the obstacles in the implementation of an integrated approach to the teachers’ mindset, 

insufficient materials, and choosing which colloquial dialect of Arabic to teach. 

This study sought to uncover the teachers’ perceptions of the integrated approach and its 

importance for the TAFL field in promoting the students’ communicative competence. 

Additionally, the study proposes an instructional design that accommodates the integrated 

approach besides recommendations for further research. The main purpose is to highlight 

the value of teaching both MSA and a spoken Arabic variety as the underpinning of 

communicative competence in Arabic. 



 

 

 

 

 

ϜЈ϶ЯвЮ 

 

вшϜ сТ еугЯЛгЮϜ еуϠ ЭвϝЫϧгЮϜ ϭлзЯЮ ϤϜϼнЋϦ :ϣуϡзϮϒ ϣПЯЪ ϣуϠϽЛЮϜ ϣПЯЮϜ ϤϜϼϝ

ϣуЮϝгЇЮϜ ϠϢϹϳϧгЮϜ ϣуϠϽЛЮϜ ϤϜϼϝвшϜ ϣЮмϹ 

 

Ϝ сТ ϞыГЯЮ ϣуЯЊϜнϧЮϜ ϤϜ̭ϝУЫЯЮ ЭвϝЫϧв ϭлж пЮϖ днгЯЛгЮϜ ϽЗзт СуЪ ϣЂϜϼϸ нк ϣЂϜϼϹЮϜ иϻк ев ЌϽПЮϜϣПЯЮ  .ϣуϠϽЛЮϜ

рϒ дмϸϹϳт ϜнжϝЪ ϜϺϖм ЭТϝϦ сТ ϣуЂϜϼϹЮϜ ЬнЋУЮϜ сТ ЭвϝЫϧв ϭлж ХуϡГϦ днЯϡЧϧт днгЯЛгЮϜ дϝЪ ϜϺϖ ϝвм  ϣЯгϧϳв ϤϝϡЧК

.ϣуϦϜϼϝвшϜ ϣуЮϝгЇЮϜ ϤϜϼϝвшϜ сТ ϣЊϝϷЮϜ ϤϝЛвϝϯЮϜ сТ ЭвϝЫϧв ϭлж ХуϡГϦ аϝвϒ 

 

ж ϞыГЮϜ ϤϜϼнЋϦ онЂ ϩϳϡϦ бЮ ϤϝЂϜϼϹЮϜ ев ϹтϹЛЮϜ дϒ ϤϝуϠϸцϜ СЇЫϦмϽЊϝЛгЮϜ ϣуϠϽЛЮϜ ϣПЯЮϜ бЯЛϦ нϳ ϣϫтϹϳЮϜ Ϣ

ЮϜ сϠϽЛЮϜ буЯЛϧЮϜ йзгЏϧт дϒ ϟϯт ϝвм ϸϹЋЮϜ Ϝϻк сТ еугЯЛгЮϜ ϤϜϼнЋϦ ϥЮмϝзϦ ϝв Ϝϼϸϝж ϝлзЫЮ ̪(ϝЃв) бугЋϧЮϜ .сЯЊϜнϧ

ϲϽгϠ ϣКнϡϧв сгЪ ϣЯϲϽв :еуϧуЮϝϧϧв еуϧЯϲϽв сТ ϣГЯϧϷв ФϽА ϩϳϠ нк ϣЂϜϼϹЮϜ иϻк сТ йЮыПϧЂϜ бϦ рϻЮϜϣуКнж ϣЯ.  

дϝЪм  ев ИыГϧЂϜ нкм .(ЁϦϒ) еугЯЛгЯЮ сϠϽЛЮϜ ϱЃгЯЮ ϱЃв ̭ϜϽϮϖ нк ϣугЫЮϜ ϤϝжϝуϡЮϜ ϼϹЋв45 ев Ϣϸϝв 40  .ϝЪϼϝЇв

 ϭлзЯЮ еугЯЛгЮϜ ϤϜϼнЋϦ еуϠ ϣглв ϤϝЧЮϝК ϽлЗϦ бЮ ̪ϣЂϜϼϹЮϜ сТ ϜнЪϼϝІ етϻЮϜ дϝЫЃЮϜ бϯϲ ϽПЋЮ ϜϽЗжмϜ ЭвϝЫϧгЮ

.ϣуЯЊϜнϧЮϜ Ϣ̭ϝУЫЮϜ пЯК иϽуϪϓϦм 

 ϼнЋϦ ϽлД ̪ϣвϝК ϣУЋϠмм буЯЛϦ пЮϖ ϞϝкϻЯЮ ϱуϳЋЮϜ ХтϽГЮϜ иϼϝϡϧКϝϠ ЭвϝЫϧгЮϜ ϭлзЮϜ аϜϹϷϧЂъ сϠϝϯтϖ ϣПЯЮϜ бЯЛϦ

м ϽϫЪϒ ЭуЯϳϦ бтϹЧϧЮ еууϠϽК еугЯЛв ϣЃг϶ Йв ϣтϸϽУЮϜ ϤыϠϝЧгЮϜ ев ϣуКнзЮϜ ϣЯϲϽгЮϜ ϥжϝЪм .ϣуϠϽЛЮϜ ϤϝжϝуϡЮ ϣуУЊ

пЯК ϝв Ϲϲ пЮϖ СЯϧϷϦ еуУзЋЮϜ ыЪ ЁтϼϹϦ сТ еуЪϼϝЇгЮϜ ϤϜϼнЋϦ дϖ .ϱЃгЮϜ нЯЏУт ϝЛугϮ блжϒ ев бОϽЮϜ ϻуУзϦ д

УЪ аϹКм ̪еугЯЛгЮϜ ϣуЯЧЛЮ ЭвϝЫϧв ϭлж ϻуУзϦ сТ ϤϝϡЧЛЮϜ днЪϼϝЇгЮϜ ϜϿКм .блЮнЋТ сТ ЭвϝЫϧгЮϜ ϭлзЮϜ ϼϝуϧ϶Ϝм ̪ϸϜнгЮϜ ϣтϝ

.ЁтϼϹϧЯЮ ϣуϠϽЛЮϜ ϣПЯЮϜ ев ϣувϝЛЮϜ ϣϯлЯЮϜ 

 

гкϒм ЭвϝЫϧгЮϜ ϭлзЮϜ еК еугЯЛгЮϜ ϤϜϼнЋϦ еК СЇЫЮϜ пЮϖ ϣЂϜϼϹЮϜ иϻк ϥЛЂ ϿтϿЛϦ сТ ЭТϝϦ Ьϝϯв сТ йϧуϜ Ϣ̭ϝУЫЮ

ϝϮ пЮϖ ЭвϝЫϧгЮϜ ϭлзЮϜ ϟКнϧЃт ϝугуЯЛϦ ϝгугЋϦ ϣЂϜϼϹЮϜ ϰϽϧЧϦ ̪ЩЮϺ пЮϖ ϣТϝЎшϝϠ .ϞыГЯЮ ϣуЯЊϜнϧЮϜ ϤϝуЊнϦ ϟж

сϠϽЛЮϜ ИнзϧЮϜм ϝЃв ̭ϜнЂ Ϲϲ пЯК ЁтϼϹϧЮϜ ϣгуЦ пЯК ̭нЏЮϜ БуЯЃϦ нк сЃуϚϽЮϜ ЌϽПЮϜм .ϩϳϡЮϜ ев ϹтϿгЮ  ϣЦнГзгЮϜ

 ϣвϝКϸ ϝкϼϝϡϧКϝϠ.ϣуϠϽЛЮϜ ϣПЯЮϜ сТ ϣуЯЊϜнϧЮϜ Ϣ̭ϝУЫЮϜ 
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 CHAPTER ONE 

1. Introduction 
 

1.1.Statement of the problem:  

 

The vast majority of colleges and universities in the UAE have Arabic language programs that 

focus on teaching formal Arabic, known as Modern Standard Arabic (MSA), which is typically 

written and rarely used in speaking. Most students learn only the formal variety of Arabic. 

Formal Arabic, sometimes called “Written Arabic,” is commonly known as Modern Standard 

Arabic (MSA), which is related to the older Classical Arabic (CA). This latter variety of Arabic 

is said to be based closely upon the language found in the Muslim holy book, the Qur’an. Both 

of these varieties of Arabic are often revered and considered sacred. The variety known as MSA 

is, for the most part, mutually intelligible across the Arab world from Iraq to Morocco and is 

used primarily by the media and on official occasions. It should be noted that MSA can be 

produced orally, though it is a highly specialized skill and used almost exclusively in formal 

contexts. Interestingly, Arab children do not usually study MSA until they enter elementary 

school and it is therefore approached much like a foreign language. (Palmer 2007). Spoken 

Arabic is often referred to as colloquial Arabic, dialects, or vernaculars. In this thesis, Spoken 

Arabic refers to the varieties of language Arabs use for daily communication and not in formal 

contexts. The spoken varieties remain mostly unwritten, though some are now being codified. 

Each regional variety of Spoken Arabic represents a unique culture and people. It is this culture 

and its people that distinguish Spoken Arabic from the uniform MSA. It should also be noted 

that the spoken varieties of Arabic differ more and more significantly from each other the further 

away one goes from one’s place of origin. 
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A recent survey from the National Middle East Language Resource Center (NMELRC) of over 

650 students learning Arabic at 37 U.S. institutions of higher education provides great insight 

into student desire to learn Spoken Arabic. Even so, the teaching of Spoken Arabic still remains 

the exception rather than the rule in institutions of higher education. Most students learn only 

the formal variety of Arabic, which “creates a fake model of oral proficiency by presenting the 

students with an artificial variety that is not used by the native speakers since no one uses (formal 

Arabic) for daily-life situations” (Al-Batal, 1995, p. 123). The teaching of this “artificial variety” 

does a disservice to students who want to learn to communicate with Arabic speakers in the 

language they really use.  

Through the researcher’s experience, many non-native students join Arabic programs in the 

UAE and quit such programs just because these programs focus and teach only MSA. Some 

students informed the researcher that they joined Arabic courses to learn how to socialize and 

communicate with the native speakers whether at work or in different situations. However; these 

learners were surprised to find out that they are unable to understand or communicate with native 

speakers due to the fact that they were taught the modern standard Arabic that is not used in real 

life situations. Thus; this research investigates the TAFL teachers’ perceptions of the integrated 

approach as a solution to the problem and whether these teachers have a positive view towards 

teaching both varieties in response to the students' requests to enable the non-native learners 

communicate using Arabic varieties and interact with native speakers. 

Very few empirical studies investigated students’ perceptions towards Modern Standard Arabic 

but rarely tackled the teachers’ perceptions in this regard and what communicative Arabic 

instruction should involve; therefore, this research contributes to filling that gap in the literature 
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and that is why it was my choice to investigate. The result of this research will be valuable not 

only to teachers, but also to curriculum designers and language-school administrators and all 

stakeholders in responding to students’ needs. 

1.2.Definition of  Integrated approach 

 

“An integrated approach allows learners to explore, gather, process, refine and present 

information about topics they want to investigate without the constraints imposed by traditional 

subject barriers” (Pigdon and Woolley, 1992). An integrated approach allows students to engage 

in purposeful, relevant learning. Hence; for the context of this study, integration means that an 

elementary Arabic-as-a-foreign language course automatically includes both language varieties, 

where each variety is used in the way it is used by native speakers and where the role of 

‘Āmmiyya is of equal relevance and importance to that of Fuṣḥā. 

1.3.Background of the study 

 

In over 21 countries, the Arabic language has an official status and those who speak it are more 

than 260 million. Arabic is described by a remarkable linguistic contrast: the written form of the 

language, according to Holes (2004), Modern Standard Arabic (MSA) differs in a significant 

form from the many spoken varieties of Arabic, each of which is a local dialect (lahjah darjah). 

(Holes 2004).Younus added that “MSA is the only variety that is consistent, structured, and 

taught in schools. This is required because of its use in written communication in formal 

settings” (Younus 2016). The people of these countries use the regional dialects in their day-to-

day oral communication but are not taught these dialects at schools or universities and the 

students of non-Arab Islamic heritage are certainly not used in written communication. Unlike 

MSA, regional dialects do not have a clear set of written grammar rubrics organized by an 
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authoritative organization, but there is definitely a notion of grammatical and ungrammatical 

communication. Additionally, despite the fact that they are ‘spoken’ varieties, it is definitely 

possible to create dialectal Arabic text, by writing words via the same spelling rubrics used in 

MSA, which are generally phonetic. 

 

Figure 1:  Arab countries .https://en.wikipedia.org/wiki/Arab_world 

One possible breakdown of spoken Arabic into dialect groups: Maghrebi, Egyptian, Levantine, 

Gulf, and Iraqi. Habash (2010) and Versteegh (2001) give a breakdown along mostly the same 

lines. Note that this is a relatively coarse breakdown, and further division of the dialect groups is 

possible, especially in large regions such as the Maghreb. 

In terms of morphology, MSA is richer in morphology than dialects along some features 

represented in case and mood. For example, MSA has a double form in addition to the singular 

and plural forms, while the dialects generally underuse the double form. Likewise, in terms of 

plural forms, MSA has two plural forms, one masculine and the other feminine, while most 

dialects often make no such gendered difference (Zaidan and Callison-Burch 2011). Furthermore, 

dialects have a more complicated classicization system than MSA represented by allowing for 

circumfix negation, and for attached pronouns to act as indirect objects. Another difference 

between MSA and dialects is that dialects lack grammatical case, while MSA has a complicated 

case system. In MSA, most cases are spoken with accents that are seldom clearly written, with 



5 

 

the accusative case being a distinguished exclusion, as it is spoken by means of a suffix (+A) 

along with an accent (e.g. on objects and adverbs). In vocabulary, there are lexical choice 

variances. Table 1 gives some patterns. Note that these changes go beyond a lack of orthography 

regularization. 

In the below table, there are some examples which show that there are some similarities and other 

differences between both MSA and Arabic dialects: Levantine, Gulf, and Egyptian. Even when 

a word is written the same in more than one dialect, it is pronounced differently because of 

differences in short vowels that are mostly pronounced but not written in Arabic (Aoun, 

Benmamoun, and Sportiche 1994; Shlonsky 1997). 

 Moreover, because of the nonexistence of orthography regularization, and variance in 

pronunciation in a single dialect, some dialectal words may have more than one spelling (e.g. 

Levantine “He drinks” is byšrb). Egyptian “I drink” is bAšrb, (the Habash-Soudi-Buckwalter 

transliteration scheme is used to exemplify Arabic orthography, which maps each Arabic letter 

to a single, separate character.  
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Table 1: Arabic Lexical Variation- Wikipedia 

 

The study of Arabic as a foreign language (AFL) is increasingly popular in the post 9/11 world.  

According to Welles (2004) and Goldberg et al. (2015), between 1998 and 2013, Arabic 

enrollment increased over 600% (Welles 2004; Goldberg et al 2015). Arabic is no longer 

studied solely for academic and religious reasons; it is increasingly seen as a lucrative skill set 

for future employment opportunities. Consequently, students are seeking to learn the language 

at ever higher levels of linguistic and cultural fluency. Arabic programs traditionally had 

focused on teaching Modern Standard Arabic (MSA) to facilitate academic pursuits. MSA, as 

the language of reading, writing, and formal interactions, is a necessary tool for traditional 

scholarship (Welles 2004; Goldberg et al 2015). With rising demand from an increasingly 

diverse student body, however, Arabic foreign language instructors have been forced to 

reconsider the broader needs and goals of the booming Arabic L2 student population. According 

to Goldberg et al. (2015), this new generation of students wants to spend time abroad in order 

to gain the linguistic and cultural knowledge needed to pursue career options requiring 

proficiency in spoken as well as written Arabic. Such demands necessitate the teaching of 

Spoken Colloquial Arabic (SCA), the language of daily interactions and informal subjects, 

alongside MSA. The most recent solution to the Spoken Colloquial Arabic SCA vs. Modern 
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Standard Arabic MSA problem is the integrated approach. (Goldberg et al. 2015). 

According to Wahba (2006), the integrated approach came as a response to the long-established 

preference for MSA at the expense of the colloquial varieties in the context of teaching Arabic 

as a foreign language. Within this approach, the invisible line dividing Standard Arabic and the 

colloquial disappears, and the focus becomes how to teach a learner to use both varieties 

appropriately. Wahba (2006, 139) explains that selecting only one variety of Arabic to teach 

“will seriously prejudice the ability of the non-native learner to communicate effectively in an 

Arabic-speaking community”. Similarly, Ryding (2006) warns that teaching learners to talk 

about daily functions in FuἨỠǕ creates a gap in their communicative competence and prevents 

them from achieving their full potential in language proficiency. 

The question of how to approach the sociolinguistic situation in Arabic pedagogically and how 

to handle the complex reality of Standard Arabic and the dialects in teaching Arabic as a foreign 

language poses an existential question that has occupied Arabic teachers and curriculum 

developers for a long time (Al Batal 2017).  This question was one pondered by Cornelius Van 

Dyck, an American missionary and translator of the Bible into Arabic who lived in Lebanon and 

wrote in an essay in 1892,  

ñBeginners often ask, ñShall I learn the classic or the vulgar Arabic first?ò The proper reply to 

this question is, ñlearn both together.ò Get your phrases in the common dialect so as to be able 

to use them without appearing pedantic, but learn the correct, classical expression at the same 

time, if there be a difference.ò (1892, 3) 

The use of the Arabic language stretches across twenty-two countries from the Arabian  

Peninsula in the East to Morocco in the Northwest of the African continent. As the official 

language of a far-reaching region, Arabic has adapted, changed, and molded across every 

country in the Middle East resulting in the phenomenon known as diglossia. Ferguson’s study 
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of Arabic diglossia (Ferguson 1959) describes the distinct functions of each variety in great 

detail. In spite of the commonly expressed reservations about Ferguson’s analysis and the 

existence of numerous counter-examples, the basic pattern of linguistic behavior among Arabic 

speakers still holds. For example, a dialogue between a traveler and a passport employee at an 

airport in an Arabic-speaking country takes place in óǔmmiyya but writing an entry in a diary 

describing that experience generally requires FuἨỠǕ. In the article “Diglossia” in the journal 

Word (1959), Ferguson defined diglossia as: 

 

“a relatively stable language situation in which, in addition to the primary dialects of the 

language (which may include a standard or regional standards), there is a very divergent, highly 

codified (often grammatically more complex) superposed variety, the vehicle of a large and 

respected body of written literature, either of an earlier period or in another speech community, 

which is learned largely by formal education and is used for most written and formal spoken 

purposes but is not used by any sector of the community for ordinary conversation.” (p. 336). 

 

In the situation of the Arabic language, Ferguson calls this the high variety (H). It is the written 

language that is called Modern Standard Arabic (MSA), which is learned using formal 

education and shared throughout the entire Arabic region. The formal language is highly 

regarded and prestigious, irrespective of its limited daily application. On the other hand, the 

low variety (L) includes different spoken regional vernaculars that constitute the informal 

Arabic employed in day-to-day communication. (Ryding 2013, Younes 2015). Individuals 

speak six main varieties namely, Egyptian, Sudanese, Iraqi, Gulf, Moroccan, and 

Levantine. Although the majority of the leading names in the Arabic as a Foreign Language 

(AFL) field concur that both MSA and Spoken Colloquial Arabic (SCA) must be taught, there 
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is still widespread disagreement about when and how to introduce these two registers in the 

classroom. One camp argues they should be learned separately. They believe that students 

should be given a solid, multi-year foundation in Modern Standard Arabic (MSA) before they 

are exposed to Spoken Colloquial Arabic (SCA) in the classroom. Another camp argues that 

SCA can only be learned in country and should not be taught in the foreign language classroom 

at all. (Ryding 2009 & 2013, Younes 2015). 

 In both of the previous cases, MSA is still the first register to which Arabic L2 students are 

exposed. 

This decision to frontload the teaching of formal, academic language and delay the teaching of 

everyday, communicative discourse strategies goes against general principles of foreign language 

pedagogy.  Ryding (2016) refers to this phenomenon as “reverse privileging”, asserting that it is 

one of the main impediments which prevents our field from graduating larger numbers of students 

at the superior and distinguished proficiency levels (Ryding 2009 & 2013, Younes 2015). A new 

approach to the teaching of Arabic is needed. Increasing the communicative competence of 

students is the goal of any foreign-language programme considering that communication in 

Arabic language relies on the personal spoken variety as well as proficiency in Modern Standard 

Arabic. The diglossic nature of this language needs a unique method for teaching it to non-native 

speakers.  It is not difficult for Arabs to acquire both forms of the Arabic language. Non-native 

speakers need to learn a spoken variety of the language together with Standard Modern Standard 

Arabic in school to be in a position to understand native speakers. 

1.4.Researcherôs Background 

 

Born and raised in Palestine, the researcher’s native tongue is Levantine Arabic (to be precise, 

the Palestinian dialect). Speaking Levantine Arabic is central to the researcher’s identity, and 
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the researcher takes pride in his ability to fluently communicate in and switch between high and 

low Arabic language codes. Upon starting school at the age of six, the researcher learned 

Modern Standard Arabic (MSA). During primary and high school, all the subjects were taught 

in MSA, with the grammar of MSA focused upon in particular. The researcher also studied 

English as a Foreign Language (EFL) three times a week. After graduating, the researcher began 

his career as a foreign-language instructor in 2012, teaching MSA at an institute in Dubai-UAE. 

This institute offered Speaking classes in MSA, which was the first time the researcher had used 

this high code for oral communication. The researcher’s experience of teaching on these courses 

made it clear that speaking MSA in everyday conversation requires more than just knowing the 

rules of Arabic grammar. As a consequence of this realization and in an effort to develop the 

students’ communicative abilities, the researcher pursued a teaching approach that made use of 

highly contextualized dialogues with native Arabic speakers. Despite very much enjoying 

teaching MSA, the researcher always felt that students would have a better understanding of 

Arabic culture if they were systematically exposed to regional spoken varieties along with MSA. 

Not surprisingly, the students at that institute complained they were unable to understand native 

speakers of Arabic and faced great challenges communicating with the average Arab person 

even though they had been learning MSA for a considerable time. In the researcher’s opinion, 

learning MSA first and a spoken variety second is unrealistic because it requires students to 

switch from language codes that are semantically, syntactically, morphologically, and 

phonologically different. The researcher believes that to communicate as effectively as a native 

speaker of Arabic, students must be exposed to the target language in a natural way, as a native 

speaker would be. This means the learning of a regional, spoken variety of Arabic and MSA 

must be done at the same time. If it is not, one form of the language will tend to prevail over the 
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other. This belief may not be correct and may represent the researcher’s own personal bias. 

Armed with an awareness of this potential bias, the researcher worked hard to try and remain 

neutral during the course of the research study in order to avoid affecting the study’s result.  

1.5.Teaching Arabic as a foreign Language (TAFL) 

 

The rising numbers of students enrolling in Arabic language courses in the UAE’s private 

universities call for the renewal of the program in the Arabic language to fit the students’ needs. 

Comprehending the insight of teachers toward another approach in the field of TAFL will direct 

the establishment and growth of Arabic programs and enhance their permanency and success.  

Findings from the study will contribute to the development of   new courses undertaken in 

TAFL. The teaching of the Arabic language should depend on the notion that the purpose of the 

acquisition of the language is to gain communicative competence.  The use of a communicative 

approach in teaching Arabic in the school, where educators implement an integrated approach, 

will facilitate a context-appropriate language-teaching environment. The findings from the 

research will function as a backup to developers of the curriculum of Arabic-language to make   

textbooks on Arabic communication and teaching resources that use pragmatic ways to teach 

Arabic that meet the standards of today’s world. This study will shift the debate on dialect 

integration in the field of Arabic from the realm of ideology to that of pedagogy. It will do so 

by providing Arabic teachers’ insights and experiences of Arabic language as a Foreign 

Language at programs in the UAE. Students of Arabic are eager to, and indeed capable of, 

grasping the whole rich and complex context of the Arabic language where one would read a 

political analysis written in a newspaper in MSA and then talk about it in the local dialect with 

a friend. Even in a country like the UAE with its many dialects of Arabic, learning the 

sociolinguistic reality of Arabic from the beginning helps students to cope with their situation.  
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The researcher highlights the fact that a successful integration in the class does not help in 

creating a separation wall between MSA and the dialect. This is especially important in an 

Arabic-speaking country where learners note that native speakers automatically change from 

MSA to the colloquial or vice versa according to the situation. 

1.6.Raising Studentsô Arabic Communicative Competence 

 

We came here and started out speaking Al Fuṣḥā [Modern Standard Arabic] to taxi drivers, 

restaurant owners, etc. Some knew Al Fuṣḥā and were able to speak to us but many didn’t. We 

were laughed at, not understood, and stood out as foreigners. Then, when I began to pick up and 

use the dialect, reactions immediately changed. I was taken more seriously; I was complimented 

on my Arabic, I was asked if I was Jordanian, and I was able to hold lengthy conversations with 

people. The doors that can open for you if you know the dialect (or at least attempt to use it) are 

unlimited. (Cited in Shiri 2013, 14.)  

The renewal of the methodology in teaching Arabic as a foreign language is badly needed to 

maximize the students’ ability to converse with native speakers of Arabic. Teaching MSA 

(Modern Standard Arabic) solely will not serve the needs of the students as they usually join 

Arabic programs to gain the receptive and productive skills which can never be accomplished 

if we just focused on MSA (reading and writing). Furthermore, the proficiency in the Arabic 

language is determined by the ability to command both the MSA and a spoken variety. Palmer 

(2008) noted, 

“the teaching and learning of Arabic in the United States has long followed the model of 

language use and observation in the Arab world. This model consisted of what some might 

consider gratuitous reverence for the written language (MSA) and outward contempt for spoken 

varieties of Arabic. (p. 84) “ 
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One of the best methods to achieve this target, that is communicative competence, is the 

implementation of the integrated approach in the AFL classroom. Adopting the integrated 

approach will enable the learners to attain native-like Arabic speaking proficiency (Wahba 

2006; Younes 2006). A unique approach is required for the diglossic nature of Arabic language 

in teaching it to the nonnative learners. Arabs usually acquire the spoken variety at home and 

when they join schools they are exposed to MSA and in this case they will master both, so 

nonnative learners need to be exposed to both varieties to enable them to speak the language 

with its native speakers and read Arabic literature, hence, a need for an approach that unifies 

both is indispensable.   According to Ryding, Karen (2013), the integrated approach is a 

relatively new phenomenon in the AFL classroom, this methodology is clearly satisfying a 

growing demand for overall language proficiency.  It has been demonstrated that SCA and MSA 

can be taught side-by-side and effectively synthesized into students’ mental representations of 

the language as a whole.  Doing so will give them the early exposure not only required at the 

novice levels of measured language proficiency, but furthermore pave the way for students to 

access new dialects alongside their own.  Thus, a workable knowledge of SCA alongside MSA 

will broaden students’ opportunities to interact within the larger Arab world.  Given that the 

overwhelming majority of Arabic L2 learners do indeed hope to study abroad, the integrated 

approach best prepares students to practice their language and expand their cross-cultural 

expertise.  These are mutually reinforcing skill sets which not only improve students’ 

employment opportunities, but furthermore gives them a healthier and happier sense of 

themselves and their relationship to Arabic and the Arab world.  If teachers of Arabic wish for 

their students to succeed in their academic and professional goals, they must give them the 

adequate tools to do so. (Ryding 2013, Karen 2013) 
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1.7.Purpose and Research Questions 

 

The sociolinguistic situation in the UAE is rather interesting on different levels.  The large 

foreign population in the UAE also means that generations of immigrants were born and live 

in the country. The non-Arabic speaking immigrants who are long-term residents in the UAE 

normally have some formal Arabic study in schools as it is compulsory by law to teach 

Arabic for non-native speakers. However, it is worth noting that in recent years there has 

been much media attention commenting on the poor status of Arabic teaching in general in 

the UAE. Numerous articles in leading Emirati newspapers, both in English and in Arabic, 

discuss the ‘negligence’ in Arabic teaching and the need to raise the standards of both Arabic 

curricula and teachers.  

The purpose of this mixed-method study is to investigate the perceptions of the TAFL 

teachers of the integrated approach in teaching Arabic as a foreign language at the 

universities in the UAE northern emirates. It aims to shed light on the attitudes of teachers 

of Arabic as a foreign language towards the integration of both MSA and a spoken variety 

in Arabic language classrooms and whether they are for or against it.  The norm of teaching 

Arabic as a foreign language in the universities and colleges in the UAE northern emirates 

is teaching MSA only; therefore, the teacher, who is the researcher, always receives 

complaints from the foreign students that they learn something that is not immediately useful 

and when they go anywhere in the UAE, they face a difficulty in understanding and 

communicating with native speakers of Arabic. Additionally; some students quit courses 

from the beginning when they discover that they learn something that they can never 

implement in real life situations in an Arab country. A student from a European country, 

who graduated with a BA degree in Arabic Language and can speak Modern Standard 
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Arabic fluently, complained to the researcher that he could neither understand nor 

communicate with people around him using the dialects that people use. Paradoxically; 

another students of an Arab country and who can communicate fluently using his own 

dialect, complained to the researcher that he faced a problem in using MSA as his work 

requires him to write emails using MSA. Hence, the above mentioned two cases are a proof 

that learning the two varieties of Arabic language is something which is indispensable.   This 

is similar to what happened in TESOL before the Communicative Approach, people who 

knew the rules of English but couldn't speak it.  20 years ago, teachers of English as a foreign 

language were used to focus on grammar following Chomsky’s (1965) concept of linguistic 

competence; accordingly, students used to graduate with a poor ability to communicate in 

English and despite the fact that their achievement was high and they had high scores in 

English language exams, their performance was very poor. Hymes’ concept regarding 

communicative competence, which was introduced in 1966 as a response to Chomsky’s 

(1965) concept of linguistic competence, was based on the thought that speakers require 

functional knowledge to utilize language in a practical manner. According to Hymes (1974), 

communicative competence can be defined as what an individual requires to know to 

communicate efficiently in culturally critical situations (p. 75). Hymes’s work places 

importance on the significance of using the language in real life situations which is as 

essential as being knowledgeable in grammar. Nonnative students usually join Arabic class 

to learn how to communicate, bargain in the souk and interact with the community around 

them who are native speakers of Arabic and use vernacular variety and not MSA. In other 

words, performance is as important as competence. Hence; the theory of communicative 

competence in the Arabic language should be carefully considered. Accordingly, the aim of 
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this study is to uncover the TAFL teachers views and attitudes regarding the implementation 

of an integrated approach that focuses on both registers (MSA and a spoken variety) in their 

TAFL classrooms and to discover if they have a problem in implementing it. The study also 

tries to find out if teachers are reluctant to implement the integrated approach because they 

feel that they are not trained enough to do that; or if they are reluctant to  teach any other 

variety other than the MSA due to the fact that they are afraid to break away from the 

traditional teaching practices that focus exclusively on Modern Standard Arabic which was 

the way they were taught when they were students at school or whether the TAFL teachers 

are ready to integrate two varieties, MSA and a vernacular/demotic variety of Arabic 

varieties in their TAFL classrooms but they face a difficulty with the lack of materials that 

integrate both varieties. The TAFL teachers’ perceptions in this regard will help not only 

TAFL teachers in the UAE, but also learners, curriculum designers,  program developers 

and other stakeholders in directing the TAFL field properly in a way that will meet the needs 

of the community and the people interested in joining such Arabic programs. The research 

is guided by the following questions: 

1- What are the perceptions of the Arabic language teachers concerning the implementation of 

an integrated approach in the TAFL classroom? 

2- How do Arabic teachers perceive the role of the integrated approach in 

raising undergraduate  students’ communicative competence? 

3- What are the potential barriers to implementing the integrated approach in the TAFL 

classrooms?  

1.8.Significance of the study 

 

According to Al Batal (2017), the question of the relationship between al-cǔmmiyya “colloquial 
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Arabic” and Al-Fuṣḥā  “formal literary Arabic” and their place in teaching and learning have 

occupied Arab intellectuals and education specialists at least since the early days of Arab NahỈa 

“awakening” in the 19th century (Al Batal 2017). The issue has been and continues to be debated 

vigorously, because it is complex and laden with ideology. The sociolinguistic maxim, “When 

we talk about language, we are also talking about something else,” (Al-Batal 2017) points us 

toward the ways in which the question of Arabic touches on politics, religion and cultural 

identity. Current pedagogical practice throughout the Arabic-speaking world makes al-FuἨỠǕ 

the sole focus of curricula intended for native speakers of Arabic, while al-cǔmmiyya, the means 

of daily communication is not admitted into the curriculum. 

The field of Teaching Arabic as a Foreign Language (TAFL) in the UAE and elsewhere in the 

world has largely developed its own vision of al-FuἨỠǕ that came to be known as Modern 

Standard Arabic (MSA). The sole attention to MSA worked well at a time when the learning of 

Arabic in the west was perceived of as an academic pursuit focused on deciphering and 

translating texts with very little attention to the speaking skill, especially since this coincided 

with a public sphere that was for the most part censored and corrected linguistically. This 

pedagogical practice drew justification from Ferguson’s “diglossia” in 1959 that presented al-

FuἨỠǕ as the high prestigious variety of language and al-cǔmmiyya as the low variety (Al Batal 

2017) 

The main aim of the present study is to shift the debate on dialect integration in the field of 

Arabic from the realm of ideology to that of pedagogy. It does so by providing Arabic teachers 

and curriculum designers with insights and experiences of Arabic programs in the UAE and 

abroad that have integrated dialects into their curricula.  
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Figure 2: Editable United Arab Emirates PowerPoint® Map with Administrative Divisions 

 

1.9.Framework of the Study 

 

The aim of this study is to investigate how teachers perceive an integrated approach for 

students’ communicative competence in Arabic; whether teachers are receptive to 

implementing an integrated approach in the TAFL classroom and if teachers identify any 

potential obstacles to implementing an integrated approach. Chapter Two reviews the literature 

related to the aspects/variables involved in the current study and presents its theoretical 

framework. The literature review presents the acknowledged problem to define its contributing 

factors, as proven by a survey of linguistic ethnographical, theoretical framework, and practical 

research. This section reviews a representative selection of the literature on diglossia, linguistic 

ideology, TAFL, language-teacher cognition, and change of practice. The detailed methodology 

used in leading this study which includes the research design, participants, data collection 

instruments, data collection procedures, data analysis plan, and some ethical considerations is 

defined and explained in Chapter Three. Chapter Four introduces both the quantitative and 

qualitative outcomes of the study that are summarized and discussed with reference to the 

relevant literature in Chapter Five 
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1.10. Definitions of Terms 

 

In this section, the definitions of some terms are presented as this section provides the meaning 

of some terms as proposed and used in this study. The choice of the researcher to define the 

below listed terms was to clear them up all through the study. The researcher chose to define 

some of the following terms to clarify them during the study.  

Acquired language: It is a language in which human beings acquire the ability to identify and 

understand language, along with producing and using words and sentences to converse through 

a subconscious process. (Krashen 1981). 

Learned language: A formal language attained through formal education. It is a “conscious 

process that involves studying rules and vocabulary” (Freeman & Freeman, 2004, p. 35). 

Linguistic ideology: “Any sets of beliefs about language articulated by the users as a 

rationalization or justification of perceived language structure and use” (Silverstein, 1979, p. 

193). 

Language-teacher cognition: “Unobservable cognitive dimension of teaching— what 

teachers know, believe, and think” (Borg, 2003, p. 81). 

MSA-only approach: An instructional approach to teaching Arabic with special emphasis on 

the formal form of the language. It is the frequently and usually used approach for TAFL (Al-

Batal 1995). 

Communicative competence: A theory presented by Hymes (1966), defined as the knowledge 

of the speaker of the language grammar rules that are used in communication in social 

contexts. 

Diglossia: The existence of two varieties of the same language that are used by native speakers 

in which one is high (H) used in formal situations and the other is low (L) used as the spoken 
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form of the language (Ferguson 1959). 

Integrated approach: An instructional approach that involves teaching MSA and a spoken 

Arabic variety in a single course of instruction. An integrated approach is a suggested 

substitutive approach for TAFL (Younes 2015). 

1.11. Summary 

 
This chapter presented and provided the logic behind investigating the teachers’ perceptions 

regarding the implementation of an integrated approach in which teachers’ of Arabic as a foreign 

language teach both MSA (Modern Standard Arabic and a spoken variety in a design that unifies 

both varieties. Furthermore, this chapter presented the appropriateness of this concept in 

maximizing the students’ communicative ability in Arabic. The spoken variety is acquired by 

native speakers at home while they learn MSA at school. Paradoxically to this broadly known 

diglossic sociolinguistic situation, private universities in the UAE northern emirates teach only 

MSA in Arabic classrooms. Teachers assume that students will communicate using MSA while 

this formal variety is not used by the native speakers of the language. Therefore, if learners wish 

to compete with native-speaker skills, they need more oral proficiency in a spoken variety. 

Learning MSA is vital, but the curriculum that emphasizes only MSA depresses the students 

because they will feel that they are learning a form that is not used in every day situations 

particularly when they visit the Arab world. MSA is not important. (Al -Mamari 2011; Hashem-

Aramouni 2011). This study identifies the perceptions of TAFL teachers of an integrated approach 

and its significance in maximizing students’ communicative competence. Additionally, the thesis  

investigates teachers’ openness to replacing the traditional approach to TAFL with the 

integrated approach and reveals possible obstacles to applying such a change. 
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CHAPTER TWO  

 

2. Arabic Language and its Teaching: 
 

2.1.Restatement of the Problem 
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Arabic-language programs at the private and public universities in the UAE northern emirates 

focus on teaching Modern Standard Arabic (MSA) which is the formal form of Arabic that is 

frequently written but rarely spoken. The major issue here teaching MSA solely in AFL 

classrooms “creates a fake model of oral proficiency by presenting the students with an artificial 

variety that is not used by the native speakers since no one uses (formal Arabic) for daily-life 

situations” (Al Batal 1995, p. 123). It is probably because the TAFL teachers lack the ability to 

differentiate between language acquisition and language learning. It is clear that Arabs gain their 

spoken variety at home through an unconscious process, but they learn modern standard Arabic, 

which they never use when they converse with each other, at school. Therefore, to maximize the 

nonnative speakers’ communicative competence, they should be exposed to both varieties, the 

spoken variety (an acquired variety and a learnt one) and the MSA which is the (learned variety). 

Generally, the acquired Arabic language is the spoken language acquired by Arab children 

naturally and subconsciously, while the learned Arabic language which is called Modern 

Standard Arabic, is primarily a written language studied at later ages through the process of 

formal education. According to Shoudby 1951), the presence of two varieties of Arabic used for 

differing functions creates a conflict between the ideal self and real self of the Arab person 

(Shouby 1951). The real self of an Arab is demonstrated in their vernacular, which is their spoken 

language. On the other hand, the ideal-self Arab is manifested in their desire to speak Modern 

Standard Arabic. Some linguists who conducted observation about the language use of native 

Arabic speakers have concluded that Spoken Arabic (SA) is spoken in a wider context than 

initially expressed by Ferguson (1959). For example, Wilmsen (2006, p.131) conducted 

fieldwork for a PhD dissertation, the focus of which was modes of speech of educated speakers 

of Arabic, mainly their conversation at work and at conferences and other discussion sessions. 
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His main finding was that “The vehicle for discourse of the educated professionals whom I 

observed and with whom I interacted was vernacular Arabic… Thus, even intellectuals and 

language professionals, whose work requires them to write and declaim at the highest standards 

of formal Arabic, spent most of their professional lives (and their home lives as well) steeped in 

another variety of Arabic: the vernacular.” According to Badawi (2004), modern High is 

completely practical as a written medium though as a spoken one, it has narrowly set formal 

functions which are poorly carried out by hesitant performers. He added, news bulletins on radio 

and television that are always performed through H, can never be considered as speaking. The 

only situations in which individual Arabs communicate with each other using spoken modern 

high are conferences and learned gatherings. 

2.2.Outline of the Literature Review 

 
The literature review presents the acknowledged problem to determine its contributing factors, as 

established by a survey of linguistic, ethnographical features, theoretical framework, and empirical 

research. This section reviews a representative selection of the literature on diglossia, linguistic 

ideology, TAFL, Integration, communicative competence, and language-teacher cognition.  

2.3.Theoretical Framework 

 

This study has applied Hymes’s (1966) theory of communicative competence as the basis for 

the theoretical framework. It has also employed Borg’s (2003) model of language-teacher-

cognition in addition to Vygotsky’s (1978) Social Interaction Theory. The three theoretical 

frameworks help in the examination of the Arabic teachers’ discernment of an efficient Arabic 

teaching strategy that is at the heart of development in the field of TAFL. Achieving students’ 

communicative competency through an alternative approach to common instructional practice is yet 

to be recognized. 
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2.3.1. The Communicative Competency Theory 

 

The idea of communicative competency was introduced by Hymes (1966) as a response to 

Chomsky’s (1965) concept of linguistic competence. Hymes' concept regarding communicative 

competence was based on the thought that speakers require functional knowledge to utilize 

language in a practical manner. According to Hymes (1974), communicative competence can 

be defined as what an individual requires to know to communicate efficiently in culturally 

critical situations (p. 75). The author’s work places importance on the significance of using the 

language in real life situations which is as essential as being knowledgeable in grammar. In 

other words, performance is as important as competence. Chomsky (1965) argues that 

grammatical knowledge is still crucial, particularly the knowledge of rules that oversee the 

proper usage of language which is precisely imperative because without this knowledge, a 

speaker cannot sufficiently interact with colleagues of a given speech society. 

 

Hymes (1972) offered a framework which differentiates between competence and   performance 

as well as the behavioral data of speech (p.280). This underlying framework depends on answers 

to four crucial questions about language as well as other types of communications.  

These issues are:  

1. to what degree is something in fact done, actually performed, and what does its doing entail? 

(Hymes, 1972, p. 281).  

2. To what extent is something officially possible? 

3. To what extent is something suitable in the context in which it is employed and assessed? 

4. To what level is something feasible as a way of execution? 
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These questions depict the relative nature of gaining sociolinguistic proficiency for an important 

conversation. This was summarized by Hymes (1972) when he declared the aim of a wide theory 

of competence which can be said to illustrate the ways in which cultural behavior occurs (p.281). 

Language comprises codes that interpret the social frameworks in the proper channel of 

communication. The theory of communicative competence in the Arabic language should be 

carefully considered, particularly in the light of its diglossic quality. Several researchers have 

studied the concept of communicative competence, notably Swain and Canale (1990). According 

to Canale and Swain (1990) and Hymes (1972), communicative competence usually has three 

components which include sociolinguistic competence, strategic competence and grammatical 

competence. All language learners should be trained to recognize which variation of the intended 

language apply in a specific context.  

  They came up with a theoretical framework that comprised three main facets of the 

communicative competence concept which include: 

1. Sociolinguistic competence which emphasizes the significance of comprehending the rules 

of a language suitable in a given social scenario, concerned with politeness, register, and 

style. 

2. Strategic competence that deals with the mastery of oral and written communication 

approaches and the capability to get the personal meaning across successfully when 

challenges arise. 

3. Grammatical competencies which entail the knowledge of a language code: Morphology, 

Lexicon, Syntax, and phonology. 

4. The above model was refined by Canale (1983) through the addition of the concept of 

discourse competence: 
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5. Discourse competence denotes the knowledge of integrating language structures to give 

unified texts in the various models of speaking and writing. 

Communicative competence theory was developed with both culture and communication in mind 

(Hymes 1974). The theory outlines the mandates of socio-cultural rules of speaking as an 

essential part of the language learners’ proficiency. Hymes (1974) argues that a speech situation 

usually occurs in a speech society and employs the form of, for instance, a meal or a party. Most 

of the time, a speech event occurs within the speech situation that can facilitate a party group 

conversation. Furthermore, speech can happen within a speech event, and this can, for instance, 

be a request of a promise made by interlocutors who get engaged in a party group conversation. 

2.3.2. The language Teacher Cognition Model.  Borg (2003) 

 

Many scholars have focused on the study of language teacher cognition since the mid-1990s. 

The language teacher cognition can be described as an unobservable teaching cognitive element 

concerning what instructors discern, think and believe as revisited by Borg (2003, p. 81). Borg’s 

teacher cognition framework was introduced in 1997, and it demonstrates that instructors have 

different cognitions about each of the components of their work. Also, it lists the repeated labels 

employed in describing the different psychological structures that are jointly referred to as 

instructor’s cognition (Borg 2003, p.81).  

The model highlights the impact of teachers’ experience as learners, stimulating professional 

education about their teaching practices. Borg included contextual factors such as the pressure 

of standardized testing, class size and time, and course load, which might alter teachers’ 

classroom practice. Borg’s model can guide this study and help identify sources of Arabic 

teachers’ belief about implementing MSA only in classroom instruction without ruling out 

possible convergence or divergence between teachers’ beliefs and practice. The model also helps 
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unravel possible sources of resistance to change in common teaching practices (see Figure 1) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 1: The figure shows cognition, professional education, classroom practice and schooling 

From the Teacher Cognition in the Teaching of Language: S. Borg, 2003, Language 

Most often, teacher cognition has a core impact on the teachers’ professional growth, which is 

critical in evaluating the mandate and behavior of the teacher in the classroom. The teachers’ 

beliefs, pedagogical principles, and personal theories are usually filtered and refined. The 

teacher’s experiences as a learner or as a student can monitor his/her practices. This may 

sometimes contribute to monotonous and ineffective teaching. As a result, understanding the 

role of teacher cognition and developing awareness in regards to its various components is 
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crucial. This will mainly assist in sensing, changing and explaining the basic beliefs that lead to 

teachers’ ineffective practices. The move by Arabic teachers to teach MSA exclusively and 

ignore the teaching of spoken Arabic could be to some extent a product of their individual 

learning experience in school, which was carried out in MSA. 

The teaching of a language is a vibrant and lively profession that engages spontaneous decision-

making implemented to assist students advance in the learning of the language. Teachers of 

languages usually develop their decision presumably grounded in their individual beliefs. The 

instructors’ beliefs often influence the guidelines of their classroom practices. These beliefs, most 

of the times, cause them to only follow the institutional regulations that are in line with their 

beliefs and to disregard other theories concerning the subject matter. 

Research has been conducted as a move to comprehend the foreign language teacher cognition 

that was outlined by Borg (2003) as what instructors believe, think and know as well as 

associations of these cognitive processes to the classroom practices of the teacher. Borg (1997) 

reinstated this by constructing a model that described the three elements of teacher cognition 

which sway the classroom practices. These encompass contextual and cognition factors, teacher 

education, and cognition as well as a learning experience on cognition and prior language. 

Several of the studies in the area of language teacher cognition have concentrated mainly on 

reading skills and grammar. However, only few studies evaluated the effects of teachers' 

professional planning, decision-making, and development of classroom practices. Borg’s (1997), 

model is suitable for this research in describing how prior language learning experiences sway 

the cognition of the teacher. In another study, the native Arabic speakers accounted only for 

seventy-three percent of Arabic teachers of which twenty-seven percent were normative speakers 

(Abdalla and Al-Batal 2012). It is possible that most of the Arabic teachers who are native 
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speakers completed their primary education in the Arab regions where MSA is the only discourse 

for textbooks and language instruction. 

2.3.3. Vygotskyôs Social Interaction Theory (1978) 

 

 Vygotsky's theories highlight the fact that cognition can be developed through social interaction 

(Vygotsky 1978), as he had a strong belief in the fundamental role that a community plays in the 

process of "making meaning." 

Vygotsky indicates that cognitive development results from social interactions stemming from 

directed learning within the zone of proximal development (ZPD) as children and their partners 

build knowledge. Vygotsky defines it as "the distance between the actual development level as 

determined by independent problem solving and the level of potential development as determined 

through problem solving under adult guidance or in collaboration with more capable peers" 

(Vygotsky 1978). Vygotsky’s definition has been modified by Ohta (2005) to better suit the adult 

L2 developmental context. The modified definition indicates that “the ZPD is the distance 

between the actual developmental level as determined by individual linguistic production, and 

the level of potential development as determined through language produced collaboratively with 

a teacher or peer” (Ohta, 2005). Paradoxically, Piaget maintains that cognitive development 

results from independent explorations where children build their own knowledge. For Vygotsky, 

children are affected by the environment in which they grow up in the way how and why they 

think. 

According to Vygotsky (1978), social interaction is the key to learning which requires a skillful 

teacher or tutor. The teacher may model manners and/or offer verbal commands for the child. 

Vygotsky considers this as collaborative or cooperative conversation. The child tries to 
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comprehend the commands delivered by the teacher (often the parent or teacher) then adopts the 

information, using it to control their own performance. 

2.4.Arabic Language and its Teaching 

 

2.4.1.  Diglossia 

 

Diglossia was formerly stated by (Ferguson 1959) as the differentiation between the two 

varieties of a language such as Arabic, German, French and Greek, unravelling the formal High 

variety (e.g. Classical Arabic, French, Hochdeutsch) and the Low informal variety (e.g. 

Schwyzertutsch, Egyptian Arabic, Haitian Creole). The role of diglossic language use to reflect 

“identity, power and transaction” was redefined by Gumperz (1982) and Myers-Scotton (1993, 

2006). De jure diglossia can be differentiated from de facto diglossia, where official legal policy 

may call for diglossia, (de jure), as in Quebec, Canada, but this may or may not lead to diglossia 

in practice (de facto). Ferguson (1959) additionally recognized that diglossia can possibly 

change towards a “standard with dialects”, with particular reference to Chinese, where Mandarin 

had been a vernacular spoken language, but was fast becoming “a true standard” (ibid p. 436). 

According to Ferguson (1959), some speakers under various situations use two or more varieties 

of the same language in many speech communities. Maybe the most acquainted instance is the 

standard language and local dialect as used in Italian or Persian, where lots of speakers speak 

their spoken variety in their daily communication at home or with friends and family who speak 

the same dialect but communicate using the standard language with people who speak other 

dialects or on public events. There are, yet, other quite dissimilar instances in the usage of two 

varieties of a language in the same speech community. For example, in Baghdad the Arabs who 

are Christian communicate using a "Christian Arabic" vernacular when speaking among 
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themselves while communicate using the general Baghdad dialect, "Muslim Arabic," when 

speaking in a diverse group. Recently, the interest in the study of the improvement and features 

of standardized languages has been renewed. Diglossia is where two varieties of a language are 

alongside all over the community, with each having a certain role to represent. The word 

'diglossia' is presented here, demonstrated on the French diglossie, which has been applied to 

this condition, as there appears to be no word can be used for this in English; other languages of 

Europe mostly use the word for 'bilingualism' in this sense as well. It is probable that this specific 

situation in speech communities is very common, though it is seldom stated. A complete 

clarification of it can be of significant assistance in dealing with linguistic problems and 

historical linguistics. The purpose of a study conducted by Ferguson (1959) is to describe 

diglossia by selecting four speech communities and their languages (henceforth called the 

defining languages) which obviously fit  in this category, and characterizing features common 

by them which appear related to the classification. The defining languages chosen are Arabic, 

Modern Greek, Swiss German, and Haitian Creole. (Ferguson 1959). 

For suitability of reference the superposed variety in diglossia will be called the H ('high') 

variety, and the local dialects will be called L ('low') varieties. These are listed in the table below. 

 

 

 

Arabic Classical (=H) 

Egyptian ( = L) 

H   is called Al Fu sha 

'ilfasih, 'in-nabawi 

L  is called Ǖmmiyya 

'il -ammiyya 

Sw. German Stand. German (=H) Schriftsprache Hoochtiiutsch 
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Swiss (=L) [Schweizer] Dialekt Schwyzertuutsch 

H. Creole French (=H) franc:ais creole haltien 

Greek H and L katharevusa dhimotikl 

 

Of the four defining languages, Arabic diglossia seems to reach as far back as our knowledge of 

Arabic goes, and the superposed 'Classical' language has stayed somewhat constant, while Greek 

diglossia has origins going back many centuries, but it turned out to be completely developed 

merely at the beginning of the 19th century with the rebirth of Greek literature and the formation 

of a fictional language founded in large part on earlier formulas of literary Greek. Swiss German 

diglossia developed due to the long religious and political separation from the centers of German 

linguistic situation, while Haitian Creole rose from a creolization of a pidgin French, with 

regular French that eventually came to play the role of the superposed variety. (Ferguson 1959) 

 

2.4.2. Functions of diglossia 

 

Diglossia is notable for its concentration on function for H and L. In a particular situation, 

only H is applicable and in another only L, with the two sets corresponding only somewhat. 

As demonstration, an illustration listing of possible situations is given, with suggestion of the 

variety usually used: 

 

 

 

Possible situations                                                                        High                 Low 

                  H  L 
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At a shopping mall                                                                                                     ã  

An email to the director of studies at the university                           ã 

Sermon in church or mosque      ã 

Instructions to servants, waiters, workmen, clerks     ã

  

Personal letter          √ 

Speech in parliament, political speech    √ 

University lecture       √ 

Conversation with family, friends, colleagues     √ 

News broadcast       √   

Radio "soap opera"         √ 

Newspaper editorial, news story, caption on picture   √   

Caption on political cartoon        √ 

Poetry         √ 

At the wedding party                                                                                                   ã 

Teaching Arabic Language grammar                                                  ã 

Folk literature          √ 

 

It is not overvalued if we use the right and proper variety in the proper situation. A foreigner 

who studies to speak a low variety accurately and fluently and then tries to use it in a formal 

situation will be an object of mockery. Likewise; if a member of the speech community uses H 

in an informal situation like shopping is similarly an object of laughter. In all the defining 

languages it is a usual behavior to find someone reading aloud from a newspaper written in H 

and then discussing the contents in L. In all the defining languages it is normal behavior to attend 

to a formal speech in H and then discuss it in L. (Ferguson 1959) 

2.4.3. Diglossia in Arabic 

 

Uniquely, Modern Standard Arabic varies from its regional spoken varieties. The phenomenon 

of this linguistic variety called Arabic diglossia as well as its research was initiated by Ferguson 

(1959). Diglossia is a Greek word that denotes two languages.  It also denotes a condition in 

which registers of two languages are applied by a single speech community. Diglossia is a type 

of bilingualism in a certain society in which one language (L) has low prestige and another 
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language (H) has high prestige (Ferguson, 1967). According to Fishman (1967), diglossia could 

be expanded to conditions found in some societies where types of two inherently distant 

languages have varieties of L and H. This view is anchored in the belief among many native 

speakers of Arabic that the dialect is the vulgar language of the street and has no connection to 

literary or cultured expression (Maktabī 1991). While classical diglossia (Ferguson 1959) still 

characterizes the linguistic situation of Arabic and while the High (H) variety still sustains its 

prestige and overall function compared to the Low (L) variety, the situation is further complicated 

by a number of other practices. On the one hand, the differences between the L and H varieties 

widely exhibited in phonology, morphology, syntax, and semantics persist alongside differences 

that can be drastic among the L varieties themselves. On the other hand, code-switching between 

the H language, and the spoken regional vernaculars that constitute the L variety is common 

among educated speakers (Mitchell 1986; Ryding 2006), although its rules may vary from 

country to country. Conventions for when the H and the L varieties are expected to be used also 

can vary by region and by time period although knowledge of the H variety remains tightly 

connected to literacy and the status that it bestows on its speakers. Moreover, speakers of Arabic 

from different regions or backgrounds tend to use a number of strategies when in a contact 

situation. In fact, across dialects, communication is negotiated mostly through a strategy termed 

“accommodation,” whereby speakers change to varying degrees the way they speak when in 

contact with speakers of other dialects (S’hiri 2002). The amount of accommodation and whether 

it is unidirectional or mutual tends to be governed by factors such as language ideologies, power 

relations, and hierarchies ascribed to the regional vernacular varieties (Chakrani 2015; Hachimi 

2013; S’hiri 2002).  
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“The Modern Standard Arabic”. MSA is the descendant of the language of pre-Islamic poetry 

and of the Quran, usually called “pre-classical Arabic”. The literary language of the Islamic era 

until about the 13th or 14th century AD is usually what is meant by “classical Arabic”. What is 

called “Modern Standard Arabic” is an organic development from its earlier predecessors, but it 

is not identical to the language of the early literature of Islam as well as of the holy Quran. While 

it is uniform across the Arab world, it has restricted communicative application since it is mainly 

written as well as limited to restricted sociolinguistic cases. From the early 1950s, a huge number 

of scholars have investigated the root of Arabic diglossia to explain why Arabic speakers who 

dwell in different regions of the Arab world speak differently in terms of dialects. The reason for 

this falls into the realm of dialectology, which would expect regional variation in the dialects of 

a language. With respect to diglossia, the question with which scholars have been grappling since 

Ferguson is how and when diglossia appeared in Arabic. The koine theory (also introduced by 

Ferguson in 1959) is one of the explanations, which denotes the common dialect in this context.  

2.4.4. Arabic Diglossic Code Switching 

 

While classical diglossia (Ferguson 1959) still characterizes the linguistic situation of Arabic 

and while the High (H) variety still sustains its prestige and overall function compared to the 

Low (L) variety, the situation is further complicated by a number of other practices. On the one 

hand, the differences between the L and H varieties widely exhibited in phonology, 

morphology, syntax, and semantics persist alongside differences that can be drastic among the 

L varieties themselves. On the other hand, code-switching between the H language, and the 

spoken regional vernaculars that constitute the L variety is common among educated speakers 

(Ryding 2006), although its rules may vary from country to country. Conventions for when the 

H and the L varieties are expected to be used also can vary by region and by time period 
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although knowledge of the H variety remains tightly connected to literacy and the status that it 

bestows on its speakers. Moreover, speakers of Arabic from different regions or backgrounds 

tend to use a number of strategies when in a contact situation. In fact, across dialects, 

communication is negotiated mostly through a strategy termed “accommodation,” whereby 

speakers change to varying degrees the way they speak when in contact with speakers of other 

dialects (Abu Melhim 1991; S’hiri 2002). The amount of accommodation and whether it is 

unidirectional or mutual tends to be governed by factors such as language ideologies, power 

relations, and hierarchies ascribed to the regional vernacular varieties (Chakrani 2015; Hachimi 

2013; S’hiri 2002). Moreover, while code-switching is common among the spoken varieties of 

Arabic themselves (Albirini 2014 and Schulthies 2014) code-switching is also practiced 

between Arabic and the foreign languages that are used in the region (Sayahi 2014). 

Furthermore, with the advent of new media, rules governing which Arabic variety may be 

written and in what contexts have become more complex. For instance, it has become common 

to see dialects transcribed on blogs and social media as they are used to tackle from the most 

informal to the most formal topics. While these factors inevitably make the teaching of Arabic 

as a Foreign Language a challenging endeavor for language programs and students, they also 

underscore the importance of teaching dialect, and not merely at the introductory level, 

alongside the established Standard language of literacy, government and media. 

The theme of diglossic code blending in the Arab world has attained a backup as a mode of verbal 

communication among the native Arab speakers as well as has turned out to be pivotal to the 

studies. According to Bassiouney (2013), the switching of code between standard Arabic to 

Egyptian colloquial in three Arabic sermons in Egypt demonstrated that the Muslim religious 

leaders use the situation of diglossic language in their sermon in Egypt to appeal to their target 
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audience and more effectively communicate social messages to their target audience. Moreover, 

while code-switching is common among the spoken varieties of Arabic themselves (Albirini 2014 

and Schulthies 2014) code-switching is also practiced between Arabic and the foreign languages 

that are used in the region (Sayahi 2014). Furthermore, with the advent of new media, rules 

governing which Arabic variety may be written and in what contexts have become more complex. 

For instance, it has become common to see dialects transcribed on blogs and social media as they 

are used to tackle from the most informal to the most formal topics. While these factors inevitably 

make the teaching of Arabic as a Foreign Language a challenging endeavor for language 

programs and students, they also underscore the importance of teaching dialect, and not merely 

at the introductory level, alongside the established Standard language of literacy, government 

and media. (Sayahi 2014). 

2.4.5. Arabic Diglossic Speaking without Mixing 

 

Diglossic proficiency development among learners of Arabic over the last century has been a 

big issue. This has especially affected the learners of Arabic as a foreign language. In response, 

a variety of language program models were developed.  One of the most successful though quite 

difficult to implement is a model that combines three years of MSA learning on the home 

campus and a compulsory study abroad during the second or third year. This model is mostly in 

UK universities while the abroad study is supposed to be in an Arabic speaking university. The 

Arabic dialects mostly integrated into this model are Egyptian and Levantine.  

In support of the above approach, it is argued that prior knowledge of MSA results to more ease 

in learning of dialects when combined with the oversees study. In support of the approach, there 

have been more opportunities of short-term study abroad. This is despite the fact that studying 
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abroad is compulsory and only a few institutions offer the option of completing a full year 

abroad. 

In the United States, there is a modest number of students completing summer study abroad in 

comparison to the number of students taking Arabic on their home campuses. Only 2% of the 

over 304,000 American students who conducted study abroad during the 2013-2014 traveled to 

the Middle East and North Africa region while around 8% majored in foreign languages and 

international relations (IIE 2015).  According to the Modern Language Association, close to 

32,000 studied Arabic throughout the United States institutions of higher education in 2013. The 

number of students of Arabic traveling abroad during the last few years has been higher than 

ever before. This, therefore, offers an opportunity for a good number of them to experience life 

in Arabic-speaking countries in addition to the dialects that are spoken there.  Still, failure to 

have a dialect that allows them to engage and connect with their host society presents these 

students as being not prepared linguistically for the time that they will be abroad. A recent study 

indicated that this scenario happens regardless of the level of Arabic they achieved at home 

(Shiri 2013). Students also report experiencing difficulties in accessing Arabic native speakers 

while abroad and difficulties in speaking Arabic with them when they do (Palmer 2012, 

Trentman 2013a, and 2013b). In addition to this, learners engaging in summer abroad programs 

in five Arabic-speaking countries and coming from universities throughout the United States 

overwhelmingly reported gaining an appreciation for the importance of learning an Arabic 

dialect (Shiri 2013, 2015). This is considering the similarities that exist among various Arabic 

dialects. Therefore, the appreciation led the students get more opportunities for connecting with 

the Arabic speakers and further understanding their culture.  
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There exists a complementary relationship between the role of MSA and dialect regarding 

intercultural competence. This was confirmed by a study that further emphasized the major role 

that is played by dialects in learner’s cultural literacy (Shiri 2015b). The study also revealed that 

a huge number of cultural interactions are carried out through the dialect. This is including 

interactions at higher levels. On the other hand, MSA has an upper hand in higher level 

interactions but only plays a secondary role in lower level interactions.  By considering the 

above-stated findings, the need for a dialect at the home campus cannot be taken lightly. This is 

to prepare students for both sociolinguistic appropriacy and meaningful connection with Arabic 

speakers and a pathway for getting to learn vital aspects of Arab culture.  

A push to teach dialects of Arabic alongside MSA have been brought forth since the 1990s with 

a variety of applications of the integrated approach emerging thereafter (Al-Batal 1992, 1995; 

Al -Batal and Belnap 2006; Ryding 2006; Younes 2006, 2015). This notwithstanding, (Younes 

2015) presents the fear of students being confused as the reason for the longstanding opposition 

to teaching MSA alongside an Arabic dialect. The argument further suggests that this will, in 

turn, put in peril the student’s overall language development.  The situation even becomes more 

complex because of the lack of one agreed variety to use in the curriculum considering there are 

a number of these dialects. Therefore, although the integrated approach is in place, the whole 

issue is still debatable.  

For an alternative solution, some coordinators opt for the study abroad programs as an 

alternative solution.  This is because the students will get a first-hand experience with the culture 

but at the same time will be learning the target language. However, these solutions also bring 

about some issues that need to be addressed. That is, on the culture in which they should interact 

with as well as the dialect of Arabic that will be used (2006, 328). The above-mentioned issues 
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may not mean so much to students especially those that are open to learning any or even multiple 

dialects. However, according to Shiri (2013), there are those who believe that Egyptian and 

Levantine varieties are the most popular so far. In an effort to clarify the above, a number of 

studies have been made on the beliefs of Arabic students and teachers on learning. Most of them 

show that there are significant gaps realized between the two groups indicating a possible lack 

of match between the design of language problems and the needs and beliefs of students (Kuntz 

2000; Belnap and Kuntz 2001). 

2.4.6. Initial Motivation in AFL  

 

 Gardner and Lambert (1959) studied what motivates Canadians whose first language is English 

but take up French as a second language, the authors identified two initial motivations. The two 

can also be referred to as orientations. The first one was called integrative orientation while the 

second one was referred to as instrumental orientation. In the former, learners have got an 

interest to study an L2 since there is an urge within them to be just as community members. In 

the latter, however, learners have a desire to learn an L2 so as to benefit on a personal level.  

To add to their classification, the authors showed that integrative based motivation had a better 

correlation with L2 achievement. It is important to note that despite how the authors use the two 

terms interchangeably, orientations are not meant to replace motivation. This at times confuses 

the orientations or rather the motivation within the L2 sphere. Gardner and Tremblay (1994), 

while differentiating the two, referred to the orientation as the justification for the study of 

L2.  Motivation, on the other hand, was marked out as a combination of desire and effort so as 

to achieve goals of learning the language as well as favorable attitudes towards learning the 

language. Therefore, by taking a practical perspective, orientations can be viewed as antecedents 

to motivation. Therefore, the ultimate priority of language teachers and administrators should 
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be to nurture initial motivation all through the process of learning. This will, in turn, cause the 

learners to be more responsible and invested in their learning.   

Belnap (1987), conducted a survey in Canada and the US. The survey he conducted was of 568 

students who were studying AFL.  The results revealed that the major reason why learners 

enrolled for AFL was to understand the Arabic literature and culture. Closely following behind 

was the wish to visit or even future plans to settle in in an Arab country. Ability to speak to 

Arabs came third. It did not come as a surprise when the research revealed that only 19.9% of 

the respondents were of the opined that it would foster their career aspirations. The smallest 

percentage (14.4%) stated they were only learning Arabic for purposes of heritage.  

Kuntz & Belnap (2001) carried out a survey of 71 learners of Arabic. They were all enrolled in 

two different study abroad programs. The study aimed at investigating the beliefs of the students 

on the study of Arabic. Of them, 9% whose descent was Arab, stressed more on oral 

communication and interaction unlike the others. The results further revealed that 87% of those 

who participated in the survey were in agreement that they were studying Arabic with an aim of 

touring Arab countries. The ability to interact with native Arabic speakers came second at 

82.9%.  47% were of the conviction that Arabic was likely to land them a good job.  Those 

whose purpose was to meet their degree requirements only fell at a mere 12%.  

Seymour Jorn, (2004), carried out a study aimed at finding out the inspiration and attitude of 

AFL learners of Arab origin. Cultural identity topped the reasons for most of the learners. The 

respondents categorically stated that it is impossible for anyone to understand their culture 

without the knowledge of Arabic. Nevertheless, there were divisions among the respondents, 

along with the lines of secular literacy and religious literacy.  
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Unlike the participants in Kuntz and Belnap, Seymour’s study revealed that 30% of the 

respondents taking Arabic with an aim of improving their oral skills. Further, it was noted that 

the events of September 11, 2001, did not in any way affect the enrollment of Seymour’s 

contributors in Arabic classes. According to Abuhakemah (2004), 85% of students at junior 

levels at the Arabic Summer School declared their wish to acquaint themselves with socializing 

in Arabic. 83% on the other hand, had a desire to learn more about Middle East politics. So as 

to enroll in a notable Arabic program in the country, academic and cultural identity orientations 

were the most vital inspiring drivers (Husseinali 2004).  

The rich diversity of learners with regard to the proficiency levels they had beforehand as well 

as the cultural background should always be perceived as strengths in AFL programs. Heritage 

learners have proven to be more productive if courses are designed in a manner that they address 

their identification needs.  They also need to be kept motivated. This enables them to gain 

proficiency within a shorter time frame.  

Frustration on the part of learners usually occurs when their needs are ignored. According to 

Abuhakemah (2004), AFL students got discouraged since they failed to be exposed to the 

politics of Middle East during their lessons. This is in regard to the relevance of the above stated, 

to both the larger community in target and their lives as well. The impacts of these political 

developments are evident in all spheres of Arab’s life. AFL teachers themselves acknowledge 

that gender, political and religious facets of the Arab culture are not well covered in class work 

(Abuhakemah, 2004).  
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2.4.7. Acquired Arabic Language versus Learned Arabic Language 

 

The acquired Arabic language is the spoken language acquired by Arab children naturally and 

subconsciously, while the learned Arabic language which is called Modern Standard Arabic, is 

primarily a written language studied at later ages through the process of formal education. 

According to Shoudby 1951), the presence of two varieties of Arabic used for differing functions 

creates a conflict between the ideal self and real self of the Arab person (Shouby 1951). This 

work for Shoudby goes back to Taha Hussein whose attitude is a characteristic of the current 

attitudes that many Arabic speakers hold toward dialects. He was not only a revered writer, but 

also a reformist minister of education in Egypt. In his book Al Ayyam, which was published in 

1932, Hussein thought about the colloquial: 

ñThe colloquial lacks the qualities to make it worthy of the name of the language. I look at it as 

a dialect that has been corrupted in many aspects. It might disappear into the classical if we 

devoted the necessary efforts on the one hand to elevate cultural level of people and éésimplify 

and reform the classicalò  

The real self of an Arab is demonstrated in their vernacular, which is their spoken language. On 

the other hand, the ideal-self Arab is manifested in their desire to speak Modern Standard Arabic. 

Some linguists who conducted observation about the language use of native Arabic speakers have 

concluded that Spoken Arabic (SA) is spoken in a wider context than initially expressed by 

Ferguson (1959). For example, Wilmsen (2006, p.131) conducted fieldwork for a PhD 

dissertation, the focus of which was modes of speech of educated speakers of Arabic, mainly 

their conversation at work and at conferences and other discussion sessions. His main finding 

was that “The vehicle for discourse of the educated professionals whom I observed and with 

whom I interacted was vernacular Arabic… Thus, even intellectuals and language professionals, 
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whose work requires them to write and declaim at the highest standards of formal Arabic, spent 

most of their professional lives (and their home lives as well) steeped in another variety of Arabic: 

the vernacular.” A similar observation was made by Badawi (1973) who stated that a university 

professor in the Arab world “writes in Contemporary Fus ha (CF), but usually delivers his 

lectures in the vernacular of the educated” (cited in Wilsmen 2006, p. 150). 

According to Badawi (2004), modern High is completely practical as a written medium though 

as a spoken one, it has narrowly set formal functions which are poorly carried out by hesitant 

performers. He added, news bulletins on radio and television that are always performed through 

H, can never be considered as speaking. The only situations in which individual Arabs 

communicate with each other using spoken modern high are conferences and learned gatherings. 

Oral performances in High which differ significantly in the level of expertise from one person to 

another, can never be termed as native ability. Lack of sufficient geographic boundaries has 

caused Modern H to become known as Modern Standard Arabic”.   According to Hussein (1954, 

p.86), the spoken varieties are corrupted forms of the Arabic language.  The spoken varieties are 

the geographically delimited inherited culture (or cultural matrix) of local speech communities.  

In his article, Wilmsen (2006) stated: “A search of an entire year of writing in regional 

newspapers found that Levantine writers tend to use the free object pronoun iyyā-, placing the 

direct object after the indirect, about twice as often as Egyptian writers do, who for their part 

prefer to place the direct object before the indirect. A proposed reason for this is that the free 

object pronoun is used to mark the direct object in spoken Levantine vernaculars but not in 

Egyptian. This seems to indicate that local spoken vernaculars exert a fundamental influence on 

writing.” 
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2.4.8. Integrated Approach and Communicative Competency 

 

The Arabic speakers believe that MSA confers prestige. Such beliefs are part of the system of 

sociolinguistics of the speech communities and have an impact on transmission and preservation 

of the language. By evaluating the functionality of L and H Arabic varieties, it is apparent that 

not every one of the native speakers has communicative command of the H variety.  According 

to recent UN calculations, the literacy rate in the Arabophone world stands at about 70%. But 

not all of the native speakers of Arabic who are literate have by acquiring literacy attained 

communicative competence in MSA. As a result, their linguistic behavior remains limited to the 

L variety. The use of the H variety has delimited functionality in Arabic and is usually mastered 

by literate Arabs through formal education and every day in the media and everybody utilizes 

the L variety in everyday communication exclusively. The linguistic advantage of being 

educated and knowing MSA is the ability to write and manipulate the language and speak on a 

linguistic continuum scale where code switching and speech accommodation is a norm that 

native speakers of Arabic engage in naturally and, by default, know the functionality H and L 

modes; all native speakers of Arabic know the functionality of H and L and all of them would 

find it odd to use either mode out of place. Thus, Arabic learners would benefit greatly from 

classes in which the linguistic reality of native speakers is simulated, to help them achieve 

communicative competency in Arabic. 

Shiri (2013) documents parallel student experiences in speaking MSA in other countries, 

confirming that using MSA for everyday communication is problematic and that using the local 

vernacular opens doors for deeper conversations. Hymes (1972) argues that people need to master 

communicative competency as a way of communicating efficiently in culturally important 

scenarios (p.75). Arabic learners should have the ability to use the Arabic language appropriately 
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and correctly to achieve communication objectives. However, students are not helped to achieve 

oral communicative competence by implementing the MSA-only strategy for teaching TAFL 

students. Furthermore, Younes (2015) provides a detailed discussion of the reasons why 

programs opt to focus exclusively on MSA and refuse to integrate any dialect elements in the 

Arabic classroom. Such reasons include the fear of causing confusion among students and the 

lack of consensus in the field on which Arabic dialect to teach alongside MSA. A common 

argument that is made by teachers who hold such views is that instruction should focus on MSA 

while the students are in the US. If and when students travel to an Arabic-speaking country then 

they can learn the dialect of that country. In this view, teachers avoid causing their students 

confusion and at the same time avoid making a choice for which dialect to teach. Most 

importantly, they keep their students’ Arabic “free and clear” of any possible dialect influence. 

In a study conducted by Al Batal (2012), he stated” “Dialects are increasingly used in writing 

in street advertisements and TV commercials”. This used to be a realm reserved for MSA, but 

now dialects throughout the Arab world are becoming the standard for advertisement both in 

oral and written communication. Arabic dialects are also interacting with each other at levels 

unwitnessed before. On Arabic TV programs such as aỠlǕ ἨǾt ñThe Voiceò, man sa-yarbaỠ al-

milyǾn? ñWho wants to be a millionaire?ò, and Arab Idol, all of which have widespread 

popularity throughout the region, participants from various Arab countries use their dialects to 

communicate with each other. Moreover, a recent trend has emerged in TV series aired during 

the month of Ramadan in which we see actors and actresses from different Arab countries 

speaking their own dialects in acting out their roles in these series. Such programs represent 

new realities in inter-dialect communication and provide strong evidence that speakers of 

Arabic can and do understand each other when they speak in their own dialects —with various 
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degrees of leveling-- without the need to resort to MSA. 

According to Younes (2006), the integrated approach is built on the assumption that learners 

study Arabic in order to achieve proficiency in all language skills (listening, speaking, writing 

and reading). This cannot be done if you are teaching Fuṣḥā only or ‘āmmiyya only. Of course, 

the integrated approach can also face numerous challenges. Issues such as learners’ confusion, 

which dialect to choose, and how comfortable a teacher can be teaching a dialect that is not their 

own all need to be taken into consideration. However, these challenges are seen as practical 

hurdles which can be overcome in a well-designed program. A study was conducted by Shiri 

(2015) regarding the role of dialect and MSA in developing intercultural competence in short-

term study abroad further confirmed the complementary relationship between these two 

varieties and emphasized the major role dialect plays in learners’ cultural literacy (Shiri 2015b). 

The study indicated that a large number of cultural interactions are mediated by the dialect, 

including higher level interactions, while MSA plays an important role in higher level 

interactions, but a secondary role in lower level interactions. 

 

2.4.9. What is Communicative Arabic? 

 

Communicative language teaching encompasses a number of aspects. A layman’s view of the 

concept may not raise any questions. This is owing to the universal role of language teaching 

which is to teach learners to communicate in any medium in another language. The mediums 

herein can either be graphic or oral. This notwithstanding, a little contemplation is likely to offer 

some comprehension into a picture of how the debate is. This is because of the similarity in the 

goals of both academic enterprise and language teaching since most of the former takes place 

within an academic context. The similarity of the goals has mainly been influenced by the main 
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role of both which is to equip learners to understand and correctly interpret written texts. 

(Wilmsen   2006). 

Traditionally, language teaching placed a huge emphasis on textual skills with little 

consideration being given to oral ones. Language teaching in the Anglophone education system 

included a change in the curriculum so as to offer a chance for both active and passive skills of 

a language could be well inculcated. While most taught languages have got spoken varieties in 

close to their standard forms making learning to speak in it quite simple, Arabic has got some 

very astounding differences. These differences present in all spoken varieties of the language 

and most of the written forms are a big concern and still stand unresolved. This is mainly owing 

to the fact that there is a strong bias towards the textual aspects of the language. Actually, Alosh 

(1997, p. 100) notes that the long-term goal for Arabic programs is to help students counter 

written discourse effectively. He further states that introduction of a spoken element into the 

teaching of Arabic should not be allowed to water down or in any way infringe on this goal (p. 

134).” 

Learners of Arabic, however, seem to hold a different opinion on the issue. According to a 

survey by Belnap (1987), both learning to speak and learning to read Arabic are equally 

important to students. It further showed that they believed that what they learned earlier in class 

would enable them in communicating effectively during their daily activities which is not the 

case. In fact, it is quite clear that the language taught in the classroom has significant differences 

from the one used in speech. 

2.4.10. Functions of Spoken Communication 

 

Guntermann (1979) has compiled a list of functions of language use that are quite 

comprehensive. They can be summarized under nine topics that are, interacting; forming and 
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maintaining close-knit relationships; influencing others’ actions; offering and reacting to 

feedback; engaging in squabbles; talking for yourself so as to get out of a troublesome situation ; 

requesting, reporting, receiving, and processing information; and “specific situations”. The 

topics present a picture of reasonable objectives for an Arabic class. This is whereby most of 

the function presented are most likely to be presented in the informal vernacular. (Wilmsen 

2006). It can also be noted with concern that many of the listed functions are not likely to be 

taught in typical Arabic classrooms yet they make up the normal speech that native speakers of 

any language engage in daily. There are however two of Guntermann’s functions, the sixth and 

the eighth, that in this context can be considered to be formal Arabic. The two involve activities 

such as requesting, receiving, reporting and processing of information mostly in the formal 

sector such as classrooms, media functions and even political and government speeches and 

pronouncements. Even with this as the case, vernacular is also used in these formal settings 

therefore reducing the rate of use of formal language. It can, for example, be noted that at times, 

teaching even at the university level, does not employ the use of formal Arabic. The last function 

centers on the ability to negotiate the intended message in a local spoken standard of the 

language that is either identical or close to the written standard (Wilmsen 2006). 

A further view into the applicability of this in the Arabic context proves a very slim probability 

owing to the fact that most of the activities under this last function tend to engage the use of 

informal Arabic. This makes it quite difficult conversing especially if one has only been taught 

formal Arabic. Moreover, teaching programs that have been written in Arabic have a choice to 

either come up with artificial conversations or completely ignore such situations thereby 

remaining open to literary criticism. For example, Parkinson (1985a, p. 26) states that it is 

common knowledge that one cannot order a sack of oranges using formal Arabic. He further 
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points out that in case a hapless student asks for direction using formal Arabic, the two likely 

situations are that he/she might not understand the answer given in vernacular or worse, the 

person who the question is posed to might not even understand it in the first place.  After two 

full years of full study of Arabic, Similarly, Campbell (1986, p. 145), shares his frustration when 

he could not even book a hotel room in Alexandria, Egypt. This is because the hotelier could 

not understand what he was saying and he was forced to wait for his son to come to school and 

help with the interpretation (Wilmsen 2006).  

2.4.11. Educated Professionalsô Arabic 

 

University Arabic lecturers have a common assumption that students who graduate from their 

programs will later have high-end jobs that are most likely only going to make them use the 

language taught exclusively. This, therefore, causes them to completely disregard the need for 

these students to converse with ordinary citizens an in less formal settings. And as if the value 

for the formality of the language is not important, the ignorance of these educators is evident 

even amongst Arab intellectuals where they tend to communicate using vernacular even at high-

level meetings (Wilmsen 2006) 

The aspect of educated spoken Arabic can, therefore, be considered in general communicative 

Arabic. This is in consideration of the high prevalence of its usage especially in conversing both 

in formal and informal settings alike. Educated spoken Arabic can simply be used to mean 

vernacular Arabic (pace Mitchell 1986). Even though it might not be the vernacular casually 

used in the streets, it is still vernacular Arabic. The difference is that it tends to have many 

technical terms drawn from a myriad of domains. This notwithstanding, other features including 

relative and demonstrative pronouns, its phonology and even the patterns applied in negation 
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are largely vernacular. Similarly, to state that Arabs from diverse dialects switch to the use of 

formal written code when having international meetings and conferences is a specious dodge.  

The attempt to train and produce students who are in a position to communicate and pass 

information in classical Arabic does not seem to consider the number of time students, as well 

as native speakers, spend in declaiming in both formal and literary Arabic. Badawi (2002, p. 

160) makes an observation that the educated native Arabic speakers have a difficulty in 

conversing in brand classical Arabic. When such roles arise, they are rarely called upon and, in 

the cases, where they are, their performance is usually not impressive and coupled with gross 

deviation from the prescribed rules. However, this being a norm that has been generally 

accepted, it is usually tolerated and at times may actually go unnoticed.  

In conclusion, the above notwithstanding, the two types applied in oral production are 

considered as significant communicative tools. This is in such a way that one cannot act as a 

substitute for the other. Therefore, to a non-native learner, the teaching of those skills needs to 

be accomplished in consideration of the social appropriateness and the given setting. (Wilmsen 

2006). 

2.4.12. The two Visions of the Arabic Language 

 

2.4.12.1. The Vision of Separation 

 

According to Al Batal (2017) “Arabic” in most college-level programs in the US refers only to 

MSA which is clearly reflected in the titles of Arabic language courses such as (Elementary 

MSA, Intermediate MSA, and Advanced MSA etc.) Such titles reinforce a rigid separation 

between MSA and the dialects in these programs. This separation draws its justification from 

the diglossia theory (articulated by Ferguson in 1959) and its description of formal Arabic (MSA 

in this case) as a “high” variety of Arabic compared to the “low” variety represented by the 
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dialects. Furthermore, it also draws its persuasiveness from the belief in the Arab world that al-

Fuṣḥā (MSA) is the superior form of Arabic that is worth studying. (Al Batal 2017). According 

to Maktabi (1991), native speakers of Arabic believe that a dialect is the language of the street 

and has no link to literary or cultured expression (Maktabī 1991). It is also formed by the belief 

that calls to endorse the dialects in education have originated from imperialist and orientalist 

organizations intended at distancing Arabs from each other and from their heritage (Sacīd 1963, 

al-Ḍāmin 1986). The main goal of many conferences, programs and articles that the Arab 

speaking world witnessed recently was to protect Arabic (meaning al-Fuṣḥā) and defend it from 

two threats it faces: foreign languages and the dialects (Muḥammad 2007, Al-Banna 2011, 

Ḥiwār al-cArab 2013) such as Arabic Language Conference in January the WORAL (World 

Organisation for Renaissance of Arabic Language) met in Qatar to discuss how Arabic speaking 

countries and scholars can work harder to ensure that younger generations of Arabic speakers 

get the best opportunity to properly learn their language. Additionally, the perception that Arabic 

dialects vary in the Arab world which makes it difficult for Arabs from different countries 

shaped this view of separation. (Maktabī 1991). Accordingly, and on the basis of this view, Al-

Fuṣḥā, is what ties the Arabs politically and culturally and facilitates communication between 

them. Therefore, it should be the form of instruction in teaching and learning Arabic in the Arab 

world or elsewhere.  

According to this vision, there is a total disregard of dialect in classrooms whereby educators 

use Modern Standard Arabic and materials that are wholly in (MSA). It even gets worse whereby 

some teachers try not to expose their students to songs that are in Arabic if the songs do not fall 

under MSA. Younes (2015) offers some of the reasons that cause Arabic programs to focus 

attention only on MSA and chose to exclude any spoken variety in the classroom. Some of the 
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reasons offered are to avoid confusion amongst the students as well as lack of a common 

agreement on the Arabic dialect that should be taught alongside MSA. Teachers make a common 

argument where they emphasize that MSA should be emphasized while the students are in the 

US. With knowledge of MSA, then in the case that they travel to any Arab country then they 

will learn the dialect of that country. This, therefore, provides a solution for which dialect to 

teach since it is the students who determine, and thus, teachers avoid causing any contradiction 

for their students. This, therefore, enables them to keep the Arabic dialect of their various 

students intact and thus away from the probability of any effect on the dialect.  

There are some difficult aspects that are associated with this firewall vision of Arabic. It makes 

a separation that is not legitimate and goes against the reality of the language within the Arab 

world. This is particularly where both forms of Arabic, MSA, and dialects are in a harmonious 

interrelation and are therefore bound to be used continuously mainly in the social circles 

(Younes 2015). As a consequence, failure to expose students of Arabic to dialects denies them 

a chance to communicate with people in the Arab world who in turn do not use MSA and dialects 

to communicate at all times. Similarly, the students have been deprived of the ability to learn 

about various Arab cultures. Further, as explained by Heath (1990), the proficiency model that 

purports to represent the speaking skill is faulty. This form of isolation that exists between MSA 

and Arabic dialects within the Arabic curriculum helps to strengthen the point of view that the 

two have very distinct differences. This therefore fully shows that they misrepresent the real 

situation in which these dialects are integrated with MSA in the lives of Arabic speakers all 

over.  
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2.4.12.2. The Vision of Integration 

 

This vision can be said to contradict the vision of separation in which the different components 

of the language harmonize and coexist with interaction between each other. (Al Batal 2017). 

According to this vision, MSA and dialects exist and coexist in any Arabic language system 

and in Arabic classrooms that claim to be teaching Arabic within an authentic communicative 

framework. Each of these two varieties, MSA and dialects, accomplishes particular purposes 

and tasks and is equally vital to the general concept of “Arabic”. Furthermore, Arabic has no 

natural ranked structure in which one variety is more vital than another, or one dialect is more 

important than another. This vision stresses the fact that these two varieties are not only equal 

and there is no separation between them, but also none of them can be considered as a threat to 

the other due to the fact that they are related to each other. The ideal way to consider the 

connection between these varieties is to avoid approaching them not separately but holistically 

in order to let learners from the primary levels of instruction to enhance their understanding of 

the relationship that exist among the varieties. Accordingly, learners realize that there is one 

Arabic to deal with rather than separate “Arabics” (Al Batal 2017) 

Unlike separation, the vision of integration gets its logical basis from four imperatives as 

explained below. To start with, it is a contemplation of the new changing realism present in 

Arabic. Although not having been a matter of consideration in the past, the last three decades 

have brought about an important progress in the relationship between MSA and the various 

Arabic dialects. The biggest catalyst for this progress has been the emergence and fast spread of 

technology especially through social media as well as other satellite channels throughout the 

Arab world. As a result of this progress, dialects have been able to spread into ranges that were 

predominantly MSA fields. On top of that, the progress has also promoted the association 
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between MSA and other dialects on one hand and MSA and different vernacular languages on 

the other (Al Batal 2017). 

The technological era in which we are living in has also encouraged Arabic speakers to 

appreciate the opportunity to gain exposure to other Arabic vernaculars others than MSA. This 

is in a bid to enhance communication especially in terms of sounds, vocabulary, and structures 

of these dialects. 

Arabic vernaculars have emerged as the key medium of communication in telephone instant 

messages, online networking as well as interaction in the chatroom. TV shows, news, and radio 

programming incorporates the use of both MSA and dialects. Al Batal (2002) further notes that 

news reporting, as well as broadcasting of weather, utilizes the use of dialects within some Arab 

countries.  

A good example of this vision is the successful integration of the dialects within soap operas 

and movies. In 2008, there was the release of a Turkish soap opera (Nūr) that had been dubbed 

in Syrian Arabic. It got immense admiration across the Arab world and even steered dialect 

labeling that appears to have set a new standard in the film industry over the years. Presently, 

foreign soap operas which had been previously dubbed in MSA are now being dubbed in the 

various Arabic dialects. There had been an attempt recently by Disney to bring back dubbing in 

MSA of its movie titled “Frozen”. It was however met with certain opposition and seen as an 

ideology brought about by linguistic purists within the region (Muhanna, E 2014). This he notes 

is because of the refusal to adopt change after centuries of literary and religious history. 

Narration and dialogues in many Arabic countries employ the use of both MSA and colloquial 

Arabic. This is in literal works such as novels and poems in countries such as Lebanon, Egypt, 

and Morocco. Actually, in the modern Arab world, new realities accentuate the fact that dialects 
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have been able to get much status amongst the general public and that there are more interactions 

between MSA and dialect as well as inter-dialectal interactions. In the case of classrooms, 

approaching dialect as one and integrating it into the classroom allows the programs and learners 

to understand and therefore, appreciate the dynamics that exist among various Arabic varieties.  

Secondly, this vision is more reliable with new language teaching trends. Al Batal (2017) notes 

that approaching Arabic as one and creating space for it within the curriculum would enable the 

development of a curriculum that is more in line with new language teaching methods 

approaches. This is regardless of whether they are proficiency, task or content based. The 1990’s 

witnessed the introduction of the communicative approach to the teaching of languages. This 

involved an emphasis on sociolinguistic competence as well as the proficiency movement with 

a stress on purposes, settings and reliable texts.  This offered the Arabic field questions on how 

the curriculum could be remodeled in a way that could enhance the type of skill that reproduces 

transcripts and contexts that are valid. There is a call for educators to reconsider how they 

identify and teach Arabic in their classes. This is through the new methods of language teaching 

and learning. The latest emphasis on task-based and content-based instructions offers more 

reasons to integrate dialect in teaching.   

On the same, a question is raised in regard to communicative tasks that are entirely performed 

in a dialect in reality. That is how the tasks can be presented and students prepared to show them 

in an Arabic variety that is not the same of the variety used in the task. 

Similarly, the implementation of content-based instructions at advanced levels will 

fundamentally consist of video materials in various forms of Arabic. Here, there should be a 

way guide a non-integrated approach to Arabic that will train students to deal with the above 

frameworks in their Arabic classes.  
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Although a small number of programs have reacted by integrating dialect in teaching, a majority 

of the programs have opted for the proficiency-based curricula that maintained the firewall 

partition between MSA and the various tongues. For that reason, proficiency-based approaches 

to the teaching and assessment of Arabic conducted what Ryding (2006) refers to as “Reverse 

privileging of MSA”. Al Batal (2017) stated that there is an additional change geared towards 

developing an integrated approach to Arabic. This change was initiated in the publication 

of   ACTFL Language Standards in 2006 which offers new curriculum structure for the teaching 

of languages worldwide while putting a major focus on communication and culture. While these 

standards remain anchored on K-12, they still provide strong support for integrating dialect 

within the Arabic curriculum. Al Batal (2017), in his book “Arabic as One” tries to bring out 

the oneness of the various dialects, a great indication of the spirit of the vision of integration.  

While the Standards remain focused on K-12, they nevertheless provide strong support for 

incorporating dialect into the Arabic curriculum. In the preface of his book, Al Batal writes the 

following statement that reflects the spirit of the “Arabic as One” vision. He states that “an 

essential part of knowing Arabic is knowing both the Fuṣḥā and one or more ‘ammiyas, and 

mastering how, when, and to what extent to mix them, either by introducing colloquialisms into 

Fuṣḥā or by bringing Fuṣḥā structures into ‘āmmiyya’. NSFLEP (2006, 116.) 

According to Al Batal (2017), integration of dialects in the curricula is mandatory for purposes 

of both authentic language use and truthfully reflective of original language teaching methods. 

He believes that factual competence in Arabic and honest application of the five Cs of standards 

of language cannot be understood through a classified visualization of Arabic.   
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The third imperative is whereby the vision endorses the learning of culture and intercultural 

competence. A curriculum grounded on “Arabic as one” that incorporates dialect is more 

favorable to helping students have a wider and deeper understanding of Arab culture.  

Third, it endorses the learning of culture and intercultural competence. A curriculum based on 

“Arabic as One” that integrates dialect is more favorable to helping students improve a wider 

and deeper comprehension of Arab culture. The previous two decades have witnessed increased 

consideration to culture and how it can be integrated within the language curriculum so as to 

assist learners to improve intercultural competence (Byram et al. 2002, Fantini & Tirmizi 2006, 

Lustig & Koester 2006). The stress on culture and intercultural proficiency as an important aim 

of language education have offered teachers of Arabic with more questions that require deep 

thinking for example on how culture teaching can come to pass if at all students are not exposed 

to various Arabic dialects that carry with them a lot of cultural content? Can the exclusive 

emphasis on MSA in teaching be of any help to learners in promoting their cultural competence 

or could it actually derail it? Is it really a viable option to postpone dealing with Arabic culture 

until students travel to Arabic countries considering the fact that not many of them actually get 

to travel? 

In two latest studies that tackled students of Arabic in abroad programs, Shiri (2013 & 2015) 

highlights the link that is between the learning of both, culture and dialect. She indicates that 

students usually recognize the value of learning a dialect during their stay in an Arab country 

while studying, regardless of their own local focus, so as to gain general communicative and 

intercultural competence. Likewise, Stokes (2016) states that an intercultural approach to Arabic 

entails the integration of numerous registers in the classroom. 

In a world that is progressively multicultural, diverse, and multi-dimensional, Arabic programs 
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can't expose students to a culture that is unidimensional regarding language variety it reflects. 

Nor can they react that knowledge of the culture lies somewhere else outside the classroom. 

Much cultural knowledge requires to be improved and this needs to start on day one of class in 

a setting that adopts all forms of cultural expression in Arabic. 

Fifth, it meets student needs and interests. In a study of students studying Arabic in the US, 

Belnap (2006) stated the top three reasons why students were studying Arabic: The first reason 

was to communicate with people who speak Arabic, while the second reason was to travel to 

the Arab world and the third reason was to have a better understanding of Arab culture. In a 

different study, Husseinali (2006) came up with the same outcomes, classifying the top three 

reasons as follows: communicating with Arabs, traveling, and understanding world cultures. 

The advantage of integrating dialect in the Arabic curriculum from the early stages of teaching 

will help prepare students sufficiently for travel and study abroad experiences. According to 

Palmer (2007) and Shiri (2013), there was an enormous rise in interest in study abroad in 

different Arabic-speaking countries. Yet, the majority of the students who took part in the study 

abroad programs were not sufficiently prepared to use the language functions due to the fact 

that the majority of them had studied MSA in the US which is not used in daily life and can 

never help them socialize with the people around them who communicate with each other using 

spoken varieties and not what they had studied. (Palmer 2007; Shiri 2013). 

2.4.13. Separation or Integration 

 

It is clear that there has been uncertainty on whether to go the integration way completely or 

still maintain the old version of separation. The past years have been marred by continuous 

resistance to presenting spoken Arabic to the Arabic as a foreign language context. There has 

however been a movement in the direction recognizing the importance of spoken Arabic to 
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foreign learners and therefore having it incorporated into the Arabic culture.  (Belnap 2006, 

Husseinali, Palmer 2007, Shiri 2013, Wilmsen 2006). While studying proficiency attitudes and 

profiles of college-level teachers of Arabic within the US, Abdalla, and Al-Batal (2011-2, 16) 

observe that acceptance of integrating colloquial Arabic in instruction should start at an early 

stage. From their study, over 65% of Arabic teachers strongly agreed that early introduction to 

the integrated Arabic acted as a strong basis to teach both the dialects and MSA to foreign Arabic 

learners even in advanced levels such as institutions of higher learning. Further, these figures 

reflect a distinct change within the field of Arabic which has for a long time mainly focused on 

the teaching of modern standard Arabic at lower levels. This is regardless of the fact that the 

integrated colloquial Arabic is the one that used to conduct all functions related to the American 

Council for the Teaching of Foreign Language both at the novice and intermediate levels 

(Abdalla and Al-Batal 2011-2, 16).  

Abdalla and Al-Batal ( 2011-2, 16).  further see a loss of connection between the educators’ 

attitudes towards the integration of spoken Arabic in the first two years of teaching and the fact 

that most of the programs integrate colloquial Arabic to a small extent or not at all shows the 

existence of a contradiction between the beliefs of the teachers and the actual practice of 

teaching. This disconnect might be as a result of the lack of agreement within the profession on 

the uncertainties associated with the spoken combination and the absence of a clear path of the 

application. The lack of contentment here is usually around two interrelated matters and how 

the integration should be affected. That is on which spoken variety to integrate and how it should 

be integrated. Since there is not a standard spoken variety, there is no certainty about which 

dialect is spoken by the Arabic speakers that the prospective students will be interacting with 

and thus it is difficult to determine the variety to teach. In the event that it is identified at what 
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point in the teaching process should it be introduced in the curriculum. Should it also be before 

after or at the same time as Fus ha? If presented concurrently, there is also the question of 

whether the spoken variety and MSA should be presented in the same course or as two different 

courses.  

2.4.14. Challenges to Integration 

 

Considering that is it a relatively new approach to the teaching of foreign languages, integration 

is faced with quite a lot of challenges. Some of them can be solved by the teachers while others 

require a multi-sectoral approach in addressing them. The main criticism against the integrated 

approach is that it is confusing to learners. Although this issue was addressed as indicated in 

Younes, (2015, Ch. 5), more recent encounters concerning the same have emerged especially 

due to the practical application of the approaches in the classroom context. Some of these 

challenges are:- 

1. Lack of a consensus on the variety that should be used in writing comprehension 

questions when designing integrated materials or activities whether or reading or 

listening. This is putting into consideration the fact that designed questions for the 

written texts are mostly in Fuṣḥā, whereas discussing these questions is expected to be 

in ‘Āmmiyya.  

2. There is also the uncertainty of the level of spoken Fuṣḥā that should be used in class 

discussions. 

3. The other challenge is whether or not the usage of ‘Āmmiyya in transcribed structures 

should be accepted.  
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Younes (2015) added that the answers expected for the above questions may differ across 

different curricula and also various educators may have their own individual views of the same 

thus escalating the conflicts. So as to respond to the issues, the Cornell Arabic Program has 

adopted two guiding philosophies. First, as the main objective of the Program is to graduate 

students who can deal effectively with the Arabic language situation. This is considering that 

there is always an attempt made to reflect the native usage of Arabic in the classroom. Some of 

the key questions raised are on how would Arab speakers react in a situation that is similar? 

(Younes 2015) 

The second guiding principle revolves around trying to sustain a positive, stress-free and 

conducive environment that encourages learning as much as possible. It is important to note that 

as much as there are educators who are comfortable in using and speaking Fuṣḥā, others find it 

quite stressful especially in a conversation. It is also good to appreciate that the use of Fusha is 

not as bad provided this usage will not end up in a stressful classroom state for a teacher. The 

cases where a teacher may be forced to use it and sound fake thus the stressing state is in the 

event of communicating with friends or even chatting in an informal way. However, informal 

situations or seminars, it is preferable to use Fuṣḥā as a natural option both in terms of the topic 

and for the teacher (Younes 2015). 

These two guiding principles are also applicable for written compositions in ‘Āmmiyya. For 

instance, standards of native usage do not permit the use of miš in written compositions. The 

Program’s policy is to accept such mistakes at the basic level and then treat them as errors in the 

word choice at the intermediate and advanced levels. This way, the learners are not discouraged 

and also the ultimate aim of graduating students who can speak Arabic correctly is met (Younes 

2015).  
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2.4.15. Integration in a Multi Dialect Environment  

 

Student’s needs should always be considered as a top priority in the debate about the variety 

that students should learn. The million dollar question here is, what do students want to learn? 

The desire to get an answer to this question is possibly what brought about the push for the 

concept of an integrated approach in the teaching of Arabic (Younes 1990; 2006; 2015). The 

prevalence of the higher written Arabic variety at the expense of the spoken dialects is obvious. 

Considering the argument of Palmer (2008, 85), programs of Arabic in the US tend to disregard 

the Arabic spoken varieties. Further, Horn (2015, 101) states that there has been a history of 

giving less importance and recognition to colloquial Arabic.  

The rising number of students who would like to pursue Arabic in the western world has 

however led to a change in the situation. More to this, there is a drastic change in the students 

of Arabic’s needs leaving no room for idolizing MSA while ignoring the other varieties. 

Previously, an observation had been made that most students preferred learning MSA for 

academic purposes while others were only interested in learning a spoken variety so as to enable 

them to converse with native speakers orally. However, the recent years have seen a turnaround 

from that situation. According to (Belnap 2006; Husseinali 2006; Palmer 2008, Wahba 2006 

inter alia), research has revealed that there has been a change in the needs of Arabic students. In 

fact, all studies in this regard reveal that the driving reason by students to study Arabic is so as 

to be able to communicate with native speakers.  

According to Younes (2006), the integrated approach is based on the presumption that learners 

study Arabic in order to gain competence in the four pillars of language, which is listening, 

speaking, writing and reading. However, it will be quite difficult to achieve this objective if at 

all teachers are only majoring in one variety, that is Fuṣḥā or ‘āmmiyya. Even so, it is good to 
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appreciate that the integrated approach comes along with many challenges that need to be 

considered.   Some of these challenges are learners’ confusion, which dialect to choose, and 

whether an educator is able to teach a dialect other than his own. However, these challenges are 

considered positively as hurdles which can be negotiated in a well-designed program.  

The past decade has seen a positive uptake in the implementation of an integrated approach in 

teaching Arabic as a foreign language. (Al-Batal & Belnap 2006; Palmer 2008; Younes 2006; 

2015). Further, a study conducted by Mai Zaki and Jeremy Palmer (2016) at the American 

University of Sharjah examined a model which offers learners exposure to MSA as well as 

colloquial Arabic in a multi-dialect environment.  In this model, students learning Arabic at the 

American University of Sharjah (AUS) located in the UAE, learn both MSA and colloquial 

varieties.  The diversity of Arabic speaking expatriate populations in the UAE means that there 

has to be more than one variety of Arabic. Other than the local Emirati dialect other varieties 

present include Egyptian, Levantine and other regional varieties.  This linguistic situation 

definitely brings forth challenges to an integrated approach.  

The integrated approach was born as a response to the preference for MSA at the expense of 

other colloquial varieties in the teaching of Arabic as a foreign language. By following this 

approach, there is no difference between MSA and the colloquial varieties. The only concern 

here becomes how to train a learner to apply both varieties correctly.  

Wahba (2006, 139), makes it clear that choosing a single variety of Arabic to teach seriously 

affects a non-native learner’s potential to communicate with efficacy within a community that 

predominantly speaks in Arabic.  Similarly, Ryding (2006) advises against the use of Fuṣḥā in 

teaching students to express themselves on their everyday undertakings since it forms a gap in 

their communicative competence. Further, it stops them from gaining their full potential in 
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language proficiency. According to the study results, scholars feel that an integrated approach 

in teaching Arabic is quite vital and should be fully adopted for use. This is in keen consideration 

of the changes that have been taking place in the needs of students of Arabic within the last two 

decades.  

According to the model, students of Arabic are definitely capable of understanding the Arabic 

language in various contexts. This is whereby one is in a position to read the political news in 

newspapers that have been written in standard Arabic and still talk about it in a local dialect with 

an acquaintance. In the context of UAE, considering it several Arabic dialects, learning of 

sociolinguistic reality from the beginning helps a student move along well with their situation.  

Zaki and Palmer (2017), further argue that it is significant to put to light the fact that a successful 

integration in the class does not lead to a barrier between MSA and the dialect. This is 

particularly essential in an Arabic-speaking country in which learners can observe that native 

speakers routinely switch the code from MSA to the colloquial or the other way around 

depending on the situation. In their study, Zaki and Palmer. J. (2017) tried to highlight the format 

of an integrated approach and how to deal with skepticism between the two varieties. It further 

puts an emphasis on the upgrading and foundation of a balanced curriculum which does not 

favor MSA for historical reasons in spite of students’ needs. Lastly, it does not undervalue the 

power of both MSA and the dialects in bringing out cultural aspects of the language. In their 

book “Al-Kitaab fii Ta'allum al-'Arabiyya” with its companion website, Kristen Brustad; 

Mahmoud Al -Batal; Abbas Al-Tonsi (2011) present it in a way that develops skills in formal 

and colloquial Arabic, including reading, listening, speaking, writing, and cultural knowledge, 

integrating materials in colloquial and formal/written Arabic. It provides a comprehensive 

program for students in the early stages of learning Arabic. (see appendix E) that includes an 
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introduction to the textbook and a presentation of lesson five with the implementation of the 

integrated approach and its function. 

2.4.16. Models of Integration 

 

In his book “Arabic as one” Al -Batal (2017) presents five integration models. He tries to bring 

out the differences between them in their implementation of the Integrated approached in their 

Arabic programs.      

The first model is the Cornell University Model (CU) in which Al-Batal (2017) states that it is 

the oldest model of integration in the US. The basic language program at Cornell offers a 

language instruction of three years and an additional two courses for students who have already 

accomplished Advanced Arabic besides other courses.  Elementary Arabic meets five hours per 

week and Intermediate and Advanced 4 hours a week and the other courses three hours per 

week. The program uses the Arabiyyat al-Naas textbook series that reflects the Cornell 

program’s approach to teaching Arabic (Al Batal 2017) 

The guiding principle for integration within the Cornell mainstream Arabic courses is to reveal 

the Arabic linguistic situation as it is in reality: conversing naturally in the spoken dialect while 

at the same time conversing formally in MSA (Al Batal 2017).  

The two principles leading educators’ conversation in the class according to this model are: 

firstly, the classroom should be as encouraging to learning as possible which means that both 

the educators and the learners need to be at ease in a stress-free classroom and secondly, that 

language should be used as a medium of real communication and not as a measure of 

performance. Most of the Arabic educators whose training was in Arabic departments in the 

Arab world, consider the use of MSA as a performance. For educated Arabs, reading and writing 

MSA comes easily just as speaking in the spoken dialect comes naturally to them.  
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The second model is The Brigham Young University (BYU) Model. According to Al Batal 

(2017), the BYU “core” Arabic program offers two years each meeting five hours per week. 

Although there is no third year of study, students go overseas where they take sixteen credit 

hours of Arabic, which is equal to two years of regular study at the upper level. It is a hard 

program and equips students with a high speaking proficiency. After the study abroad program, 

all students have the choice of taking advanced level courses. Most of these courses are two 

credit hours and meet twice a week. Most returning students take more than one class with 

majors enrolled in three.  

All through the first three weeks of Elementary Arabic, learners study to communicate in 

Levantine while they study the Arabic text as homework. Later more of the class time is devoted 

to MSA. In general, around equal attention is given to Levantine and MSA throughout the first 

year. In the second year, the emphasis is about 75% on MSA and during study abroad. A third 

of the students’ time is on Jordanian which involves an hour in the classroom and two hours out 

of the classroom speaking practice. Most of the advanced-level courses focus on MSA, but the 

informal discussion is often mixed.  The program places communication as a first priority while 

accuracy is also important but for advanced levels of formal communication.  

The third model is The Western Michigan University (WMU), model. It offers a three-year 

sequence in Arabic. The first semester is all spoken with MSA being presented in the second 

semester.  There is, however, a great stress on acquiring of reading and listening skills. The 

second and third years incorporate MSA and the dialect, mainly focusing on reading activities 

supplemented by discussions and dialogues in the spoken language (Al Batal 2017). 

This program encourages learners to study one dialect only in which learners begin and end the 

course with the same dialect. This program mainly focuses on the Egyptian dialect, however, 
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when a Levantine lecturer is available to provide teaching, students are presented with 

Levantine, maintaining the aim of keeping one dialect all through. This allows a group to go 

through the three years with a similar dialect (Al Batal 2017).  

In the first two semesters, when learners use vernacular words in writing, educators do not take 

away points for that, however, they point it out. It is acceptable to borrow vocabulary from MSA 

into the dialect. In the advanced levels, learners have the option of either to maintain separation 

of MSA and the dialect or mix them the way native speakers do. In third year and the Translation 

course, colloquial is not allowed in MSA writing, and at the more advanced levels, students are 

corrected if they use dialect in their essays (Al Batal 2017).  

The fourth model is The University of Arizona (UA), Model. The Arabic program at the 

University consists of five years.  During the first three years, students meet for five hours per 

week and fourth and fifth-year courses meet for three hours per week each. More to this, the 

program offers three dialect courses which are in Egyptian, Levantine and Moroccan each for 

three hours per week. Further, through this program, the students have the option to practice 

spoken Arabic during the first month of the first year. Afterward and over the third year, learners 

attend four hours of class for MSA and its four language skills viz reading; writing; listening 

and speaking and one hour for the vernacular per week. Fourth and fifth-year students attend the 

conversion tables for dialect.   In this program, when learners mix MSA and other dialects, they 

either self-correct naturally or they are asked by the instructor to correct themselves.  Students 

do not usually mix MSA and dialect in writing (Al Batal 2017). 

The fifth model presented is The University of Texas (UT) at Austin Model. This program offers 

a three-year language sequence. The sequence consists of the main language and a culture 

program. First and second year offer six hours a week which reduces in the third year to five 
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hours (Al Batal 2017). After completing the three years, learners can engage in content-based 

courses in Arabic. In this university, however, all courses are referred to as “Arabic” not 

“Modern Standard Arabic”. This is as a means to stress the notion of adopting Arabic as one 

language and not subsets of various languages.  

The program uses the Al-Kitaab textbook series in which lexis items are offered in various colors 

to reflect MSA, Levantine and Egyptian and lately Moroccan Dārija. During the first year, the 

dialect offered is determined by the instructor. Every class works with both, one dialect and 

MSA and during vocabulary classes, students are encouraged to use one vocabulary from each 

and use it in real life situations (Al Batal 2017).  

These models show the diversity of methods to integration based on programmatic contexts and 

learning outcomes. The aim is that Arabic programs have various methods through which they 

can be integrated and that MSA and the various dialects coexist as part of the Arabic language. 

The programs also reveal that there are different methods and approaches to deal with mixing 

both MSA and dialects.  The programs have different pedagogical approaches to mixing, but it 

is evident that their ability to mix will improve gradually as long as they are exposed to 

meaningful input and teachers’ feedback. It is expected that incorrect mixing will always change 

with more comprehension of the language. (Al-Batal 2017).  

In the light of the above mentioned, although there are different approaches and methods of 

implementing integration, all the Arabic programs share the belief that it is the responsibility of 

the Arabic programs to allow students use the Arabic language in a way that is similar to that 

taking place in the real world of Arabic. More than this, they believe it is the role of educator to 

equip learners with the skill to understand variation, apply it, and, most significantly, appreciate 
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it. These programs are aware of the fact that this should be done on day one and not be delayed 

to higher level courses or institutions in the Arab world.  

2.4.17. Arguments Against and for the Integrated Approach 

 

There are a number of arguments brought forth either for or against the integrated approach. 

The first argument against integrating MSA and SCA is that it places an unwarranted burden on 

the student. This is because of the feeling that they are being strained to learn two languages 

simultaneously (Al-Batal 1992, 287). This was actually echoed by students from the University 

of Michigan and in Hashem-Aramouni’s study where they claimed that it was quite hectic 

keeping two registers mentally separated (2011, 94). A group of study-abroad students studying 

both MSA and Omani at the same time claimed that they felt as though they were studying two 

languages at the same time (Al-Mamari 2011). A student at the University of Michigan who 

demonstrated earlier experience in learning the language stressed that by having an integration 

of MSA and SCA from an early stage facilitated the learning process in the future.  

Hence, the above reflects that the student prefers learning MSA and SCA at the same time rather 

than starting with MSA then later shifting to SCA. These kinds of comments are in harmony 

with Paul Nation’s proposal which explains that teachers can help to reduce the burden 

associated with words by focusing on systematic patterns and analogies within the second 

language (Nation 2001, 23). 

The choice of a dialect to teach is the second argument leveled against the integrated approach. 

This proves the reasons why teachers of Arabic as a foreign language take preference in teaching 

theirs on dialects. However, these preferred dialects might lack adequate material to meet the 

learning objectives of students. Still, on choice, institutions tend to offer dialects that might not 

support the needs of students.  These issues might cause both teachers and program directors to 
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avoid SCA instruction. A survey conducted by NMELRC revealed that majority of the students 

(86%) are interested in learning either Levantine or Egyptian SCA. This was after they visited 

the Arab world and interacted with their various dialects. According to the study, there was an 

18% increase in the interest in the above-mentioned locations as compared to the pre-departure 

situation (Shiri 2014, 573-4).  

While considering native speaker teachers of Arabic, Abdalla and Al-Batal realized that 60% of 

the teachers were comfortable teaching both first and second-year classes in a dialect that is not 

their very own (Abdallah and Al-Batal 2011, 16-7). Trentman while studying dialect and MSA 

transference among Arabic learners noted that students who had some background in SCA were 

more likely to comprehend foreign dialect as compared to a student who had only studied MSA. 

On the other hand, spoken texts in which native Arabic speakers were accommodating their 

dialects to MSA, Trentman noted that both familiar dialect listening ability and MSA listening 

ability were significant predictors for understanding accommodated speech, although MSA had 

the upper hand (Trentman 2011).  

 

The third argument against the integrated approach is based on the needs of the students. The 

argument leveled by most of the people is that dialects are not important since some of the 

learners might not need them. That is in the case that formal written texts are what their study 

field relies on. According to the NMELRC student survey, there was a positive response on the 

question on the need to study Arabic so as to enable easier interaction with people at an (87.4%) 

index (Belnap 2008, 55). 76.8% stated that their reasons for studying Arabic are so that they can 

travel to the Arab world (Palmer 2007, 116). It can be concluded that competence in the Arabic 

language is important for both travel purposes and career goals (Husseinali 2006, 402). This 
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revelation was further rubber-stamped by the NMELRC survey at an agreement scale of 73.2% 

(Belnap 2008, 57). Another survey took a deep look into study abroad students within the Middle 

East. It concluded that most of these students take their study time as vital for improving 

language skills at (82% vs. 43%), for advancement of career goals at (62% vs. 47%) rather than 

for having fun (36% vs. 72%)” (Lane-Toomey and Shannon 2013, 318). IIE notes that students 

are more likely seek out skills in language and regional experience since it is seen as important 

to help them secure employment in the future (IIE 2009, 13).  
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CHAPTER THREE  

3. Research Methodology 
 

3.1.Theoretical Foundations of the Methodology  

 

Paradigms or rather a researcher’s worldview assumptions play a key role in the research design 

to be selected. Guba (1990) ;therefore, opines that philosophical beliefs held by the researcher 

help in clarifying as to why a particular design is adopted in his/her study. Different authors 

have defined paradigm differently across literature. It is a way of arranging framework both for 

theory and research in its totality and entails basic issues, which includes key issues, answers 

seeking techniques and basic assumptions models of quality research (Neuman 2006, 

p.81).  Another definition is whereby it includes beliefs that a researcher holds on a given subject 

and they direct the direction for conducting the research and findings interpretation (Bryman 

2008). These worldviews, therefore, inform on whether a qualitative, quantitative or mixed 

method approach will be embraced in a research.  

As of now, the most repeated paradigms as argued by many social scientists such as (Creswell 

2008; Guba & Lincoln 2005) include emancipatory, post-positivism, pragmatism and 

constructivism. Post- positivism, a more conventional inclined paradigm, is mainly based on 

quantitative approach. Post-positivists are, however, of the idea that the means justifies the end, 

in that causes, are the main determinants of the outcomes. Constructivism is mainly based on 

qualitative research. According to beliefs by social constructivists, an individual lived 

experience can be used to construct subjective meanings. The general world outlook of 

emancipatory writers is viewed through both qualitative and quantitative approaches.  This 

research, however, needs to be connected with revolutionary agenda with an aim of changing 

the social situations facing marginalized people and groups. This study has adopted pragmatism 
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and constructivism. From the one hand, pragmatism is based on the fact that claims of 

knowledge normally arise from actions, situations and consequences that are different from the 

previous ones (Creswell  2003, p.11), and from the other hand, constructivism is mainly based 

on qualitative research because a constructivist paradigm would help the researcher to ‘focus on 

the specific contexts in which people live and work, in order to understand the historical and 

cultural settings of the participants’ (Creswell, 2009b).  According to beliefs by social 

constructivists, an individual lived experience can be used to construct subjective meanings. 

Being a constructivist, the merit of focusing on specific contexts in which people live and work, 

in order to understand and undercover beliefs, values and motivations that underlie each 

individual behavior, is a priority. As of the above, there has been a prevailing “paradigm wars” 

debate. However, according to (Creswell, 2003; Greene et al. 1989; Johnson and Onwuegbuzie 

2004), pragmatism has come into view as having detached itself from the tag of war between 

scientific and naturalistic points of view.  Combining both qualitative and quantitative 

approaches has been seen as a new research paradigm in that there should be no violation of 

their philosophical principles. (Morgan 2007). Actually, it is evident that acceptance of 

compatibility between more than one research approaches and limiting single research methods 

has strengthened the position advocators of mixed methods. 

Pragmatists stress on the problem being addressed by research and thus employ all perspectives 

available in unraveling it. Refusal to commit to only one system of philosophy and focusing on 

the pluralistic approach, informs the importance of pragmatism as a philosophical 

paradigm.  (Cherry Holmes 1992; Morgan 2007; Tashakkori and Teddlie 1998). Due to the 

connection between pragmatism as a philosophical underpinning and mixed methods approach, 

there is an agreement from various researchers in adopting mixed methods theoretical 
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foundation as pragmatism. Johnson et al (2007, p.113) suggest that pragmatism is the key 

philosophical underpinning for mixed methods approach. Greene (2008, p.8) Further views 

pragmatism as a leading campaigner in championing for mixed methods.  

In conclusion, the researcher’s pragmatic assumptions are the reasons for the pragmatic logic in 

putting together both quantitative and qualitative ideologies at various stages of this research 

study. This, therefore, indicates that none of the two, as single methods can express the 

complexity unless they are used in combination; thus, complement each other acquire a better 

comprehension of the issue being investigated (Greene et al. 1989; Tashakkori and Teddlie 

1998). 

3.2.Research Approach and Design 

 

The purpose of this mixed-method study is to investigate how teachers perceive an integrated 

approach for students’ communicative competence in Arabic; whether teachers are receptive to 

implementing an integrated approach in the TAFL classroom? And if teachers identify any 

potential obstacles to implementing an integrated approach? Mixed methods methodology is  

implemented in this research study which entails sequential explanatory design that is carried 

out in two chronological phases, that is, quantitative data collection and qualitative data 

assortment in that order (Sreejesh & Mohapatra 2014, p.245).  

The rationale behind utilizing mixed methods all through this research is fundamentally due to 

its importance to enable the researcher to select a research design that would better address the 

research questions posed: whether to utilize quantitative or qualitative methods or a combination 

of the two methods. The use of a quantitative research method is often preferred, as it validates 

the research tools further as well as the provision of a numerical dimension to analysis when 

addressing phenomena (Yin 2006). Additionally, quantitative studies can simplify human 
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experience, statistically, making the analysis of research findings easier. However, the use of 

qualitative studies takes into account the lived experiences therefore enabling the 

contextualization of the analysis of phenomena- and, as they allow for an in-depth understanding 

of phenomenon as they are often structured to collect data over an extended period of time. 

Combining the two methodologies in a mixed approach results in a logical and perceptive data 

collection, which bridges the gap between the two and eliminates the discrepancies found in the 

individual approaches. Hence, the number of researchers who utilize this mixed method 

approach within their studies is continuously increasing. The mixed-methods approach allows 

them to address a more defined array of research questions, as they are not limited to only one 

of the two methods. By adding a second method of data collection, the researcher is able to 

overcome the weaknesses found in the former method resulting in a stronger proof for the 

conclusion (Yin 2006). 

This mixed method of research design gives a more explanatory response to the research question 

of the study as compared to a single method, be it quantitative or qualitative, and to combined 

methods in the sense that it is expected to give better outcomes in terms of depth and breadth. In 

other words, in combining both, the quantitative and the qualitative methods, will  complement 

one another in a way that gives deeper insight and understanding to the phenomenon under 

investigation. 

The advantage of using combined methods of this research is to attain a comprehensive 

understanding of the research problem regarding the integration of a dialect with MSA in 

teaching Arabic as a foreign language (TAFL). The qualitative analysis and data will both capture 

and elaborate the statistical outcome gathered in research through exploring participants’ 

viewpoints via interviews with the Arabic as a Foreign Language teachers at some private 
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universities in the UAE northern Emirates. Moreover, the result of qualitative data can determine 

whether quantitative outcomes that are to be collected through the questionnaires are important 

or not and can clarify outlier results or unanticipated results. 

In this research design, mixed methods of sequential explanatory design is used by the researcher 

by gathering and analyzing data quantitatively followed by qualitative data analysis within this 

research design of the study. In this research study, the researcher purposefully select interview 

participants for follow-up in-depth qualitative data collection based on their demographical data, 

which he obtained during the quantitative data-collection phase. Each interviewee represented 

different demographic characteristics and groups that are used to compare and contrast data 

analysis during the quantitative phase. (O'Cathain, Murphy & Nicholl 2010, p. 1150).  The 

outcomes of this research design are demonstrated into two phases, which makes it easier for the 

user to follow and comprehend. 

Additionally, the sequential explanatory design aims at using qualitative outcomes to further 

elaborate and interpret the outcomes of quantitative phase. For instance, a survey is conducted to 

gather data from a bigger group (Creswell 2014, p.242): the participants of the group may be 

chosen for the interviews where they can elaborate as well as provide insight into the survey 

answer.  

The logic of combining both types of data within this research is that neither qualitative nor 

quantitative approaches are adequate, by themselves, to cultivate the details and the trends of the 

research problems.  

3.3.Site and Population Sample 

 

The study is conducted at some private and public universities in the UAE northern emirates 

represented in Dubai, Sharjah and Ajman using a mixed-method approach because it is the most 
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appropriate method to be implemented in this context. According to Burke (2015), “Nature of 

the topic to be studied in which some topics lend themselves to certain methods and preclude 

others” (Burke 2015). The research study is undertaken by a researcher who was once an adjunct 

faculty member at some of these particular private and public universities. The reason for 

choosing these sites is that the faculty members at the private and public universities in northern 

emirates are cosmopolitan and those faculty members originate from varied Arab countries. 

Accordingly, this study is determined by various methodologies in different countries. This is 

because the lecturers reflect the methodology used in their respective countries. Additionally, 

since the researcher was once an adjunct faculty member at some of these private and public 

universities, accessibility and the speed with which data gathered are guaranteed. To get the 

official approval for the study, the researcher has requested consent forms from the British 

University in Dubai to be submitted officially to the suggested universities where the study is 

conducted. 

The study considers the current Arabic teachers who are teaching Arabic for nonnative speakers 

of Arabic at those private and public universities in the northern emirates as its population 

sample. The sample consists of 40 TAFL teachers only because at such universities it was hardly 

to find more than two or three faculty members who teach Arabic as a foreign language. 

The manageable and convenient sample is used by the researcher for the quantitative stage of 

this research because the faculty members who are the participants in this research, are accessible 

with convenience “selecting a sampling strategy, such as random sampling, convenience 

sampling, and stratified sampling” (Burke 2015).  As a statistical method of representing data, 

convenience sampling gives the researcher a time of choosing the respondents depending on 

their ease of accessibility. Additionally, this technique is very easy, fast, accessible, and is not 



79 

 

costly, causing it to be an extremely attractive option to most scientists. . Furthermore, the 

number of instructors who are participating in the survey are 40 due to the fact that it in each 

university I visited, I could not find more than 2 or 3 faculty members who teach Arabic as a 

foreign language. The availability and accessibility of the targeted population sample makes it 

advantageous. From the population who takes part in the survey, the researcher asked whether 

some of the participants would be willing to be interviewed, the researcher selected five 

participants, depending on their diverse demographical information (Patton 2001). The rationale 

of this is to guarantee a representative sample of the selected population and allow the researcher 

to generalize the outcomes of the study. 

Purposeful sampling approach is used by the researcher to select participants for the interviews 

in the qualitative stage of the study. The researcher asked five of the participants in the study if 

they are willing and have no objection to be interviewed after the collection of the survey at any 

appropriate time for them. Hence; the random selection of participants is not used as a sampling 

method. Purposeful sampling method enables the researcher to learn much about very important 

issues with regards to the aim of the study which includes recognizing and selecting individuals 

or groups of individuals that are particularly well-informed or knowledgeable about a 

phenomenon of interest (Cresswell and Plano Clark 2011). The researcher then asked whether   

the participants are comfortable about being contacted for an interview after the survey. The 

researcher then picked a sample of the whole population that was involved in the survey. This is 

based on the different demographic data which ensures fair representation of the whole 

population. In this process, criterion sampling which involves selection of participants based on 

their qualifications to meet the predefined criteria used by the researcher. The criterion that is 

applied in this study is the selection of the TAFL teachers who take part in the survey and have 



80 

 

unique demographic data (Patton 2001). The participants in the interview include TAFL teachers 

with different educational background, gender, and age. Both criterion and purposeful methods 

assure the quality of the study. 

3.4.Data Collection Instruments 

 

The mixed-method approach is exploited in this research. According to Guetterman, Fetters, & 

Creswell (2015), “Mixed methods research is becoming an important methodology to investigate 

complex topics” (Guetterman, Fetters, & Creswell 2015). Therefore, the interviews and survey 

are the instruments utilized as rules for collecting data and research tools; 

Quantitative data: The survey used 4-point Likert-scales. “Arabic Teachers perceptions of 

an integrated approach as important for students’ communicative competence in Arabic” 

(Quantitative data; see Appendix B).  

Qualitative data: Open-ended questions are used for semi-structured interviews. (qualitative 

data; see Appendix C) 

The survey is adapted from the Abdalla and Al Batal’s (2012) Arabic Teacher Survey (ATS). 

In their study, the sample population for the survey was 209 college teachers of Arabic which 

represented about 50% of the Arabic-teacher population in the United States. Survey results 

provided detailed analysis of instructors’ perceptions and profiles of many facets of their 

experience in teaching Arabic as a foreign language and attitude concerning different topics as 

well as spoken Arabic teaching. Their experience in teaching Arabic as a foreign language 

reflected that the students favored spoken Arabic and got motivated with their practice. 

The researcher picked some survey items in this study from the massive number of tools from 

Abdalla and Al Batal 2012. To ensure validity and reliability, the researcher consulted three of 

the figures in the TAFL field who work at universities in the UAE to make sure that the selected 
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items fit the context in the UAE. Those tools are added to the survey to respond to some queries 

that may arise after analyzing the Arabic Teachers Survey. The survey, as an instrument of 

quantitative research, is always used in research studies, “describe the attitude, opinions, 

behaviors or characteristics of the population” (Creswell 2015). The survey is in three parts, 

which includes the willingness of the Arabic teachers to change and the possible obstacles 

associated with that change, demographics of the participants and finally the perceptions of the 

teachers of an integrated approach to TAFL. “In quantitative research, reliability and validity of 

the instrument are very important to decrease errors that might arise from measurement problems 

in the research study. Reliability refers to the extent to which results are consistent over time and 

accurately represent the total population under study” (Thorndike 1997). To control the 

measurement error, validity and reliability are established for this study. “Validity of an 

instrument refers to an instrument that accurately measures what it is supposed to measure” (Vogt 

1999, p. 301). A panel of experts in the field of TAFL established face validity of the survey and 

interview questions. Also, the study from which the current instrument was drawn partially 

established survey validity (Abdalla & Al-Batal 2012). 

“Reliability of an instrument refers to the degree to which scores obtained from an instrument 

are consistent measures of what the instrument measures” (Frankel & Wallen 1990). For this 

study, the researcher measured the internal consistency of the instrument for each domain of the 

Likert-type scale by using the Cronbach’s alpha coefficient, to secure evidence of reliability with 

which the tool will measure what it is expected to measure. Internal consistency coefficients will 

estimate the degree to which scores will measure the same concept that will be tested by items 

on the survey. 
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The qualitative phase of this study has an interview with five teachers of Arabic as a foreign 

language that are purposefully selected from the population sample that are surveyed. The 

researcher interviewed one teacher from each university for the generalizability of the study. The 

interviews are very useful to the researcher, especially when he wants to extract the experience 

of the interviewees .The valuable information that is not observable are collected through 

interviews by the researcher which allowed for the discovery of the participants perspectives and 

reflections on their experiences (Gall, Gall, & Borg 2007) The interview is conducted at the 

selected universities by the researcher taking an average of 20 minutes each. Lincoln and Guba 

(1985) states that: "Since there can be no validity without reliability, a demonstration of the 

former [validity] is sufficient to establish the latter [reliability;]" (p. 316)  

3.5.Data-Collection Procedure 

 

3.5.1. Stage I: Quantitative data collection 

 

The adapted Arabic Teachers Survey ATS (Abdalla & Al-Batal 2012) is used as a key method 

of gathering quantitative information. The total number of items on the survey will be around 45 

after adaptation using a 4-point Likert-type scale. “Quantitative research is concerned with 

testing hypotheses derived from theory and/or being able to estimate the size of a phenomenon 

of interest” (Johnson 2008). The method used in scaling is as follows, strongly agree, agree, 

disagree and strongly disagree. (See appendix B) 

Revision of the items and final survey draft preparation took a week. The researcher visited the 

targeted private and public universities and distributed the survey upon finalizing the survey. The 

researcher conducted the study in person, to ensure that the questionnaires are filled in the right 

format. A collection of data from these universities took more than two weeks. 
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In this study, the analysis of the gathered data used SPSS software that was done over a period 

of about three weeks. 

3.5.2. Stage II: Qualitative data collection 

 

This stage of the study is mainly based on further explaining the statistical results, which is 

extracted from the quantitative stage by the survey. The beliefs of the teachers concerning the 

integrated approach regarding teaching Arabic are uncovered in this stage. The beliefs of the 

teachers on barriers obstructing the establishment of Arabic programs at the university level with 

an integrated approach are also described. The majority of the participants who were interviewed 

were for integrated approach and willing to implement it in their classes, but at the same time 

disagreed with the order of integration, whether to teach the MSA before the spoken variety, at 

the same time or after MSA. However; some of them were reluctant because, as they stated, they 

do not have the skill to integrate. Furthermore; they all believe that to integrate the integrated 

approach the AFL classroom, they need sufficient materials, training and agreement of which 

dialect to teach. During this stage, the researcher found that the TAFL teachers were ready to 

implement the integrated approach but needed encouragement and support from their reputed 

departments. 

Collecting of qualitative data in this stage of the study proceeded for about three weeks. The 

protocol of the interview contained five open-ended questions (see appendix C) and each 

interview took between 15 and 20 minutes, “open-ended interviews consist of several key 

questions that help to define the areas to be explored” (Creswell 2016).  

Analysis of qualitative data took around two weeks in order to analyze the data that is collected 

during the interviews.  
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3.6.Data Analysis 

 

The quantitative stage is a survey adapted from Abdalla and Al-Batal’s (2012) ATS. The 

researcher has requested a written permission from the author in order to start with the 

adaptation process. (See Appendix D). The adaptation involves some changes that help in 

responding to the purpose of the study and fit the context of the research.  

The quantitative data are analyzed using SPSS by the researcher to produce T-test, correlations 

and one-way ANOVA among variables, descriptive statistics, and correlational analysis. The 

interviews are conducted, recorded, and analyzed by the researcher to identify common, 

recurring themes and patterns. Because the main framework of this study was quantitative, the 

combination was mainly conducted by interpreting qualitative findings to explain quantitative 

results. The qualitative findings, as an important layer of the phenomena under investigation, 

explained, extended, and contextualized the quantitative data. 

 

Table 2: A Summary of research questions, data sources, analysis tools,  type of approach and participants 

Research questions Data 
sources 

Analysis tools Type of 
Approach 

Participants 

 

What are the perceptions of the Arabic 

language teachers concerning the 

implementation of an integrated approach 

in the TAFL classroom? How disposed 

are they to adopt this approach? 

 

- Adapted 

ATS 

-Five open-

ended 

questions 

 

Descriptive statistics/  

T-test, correlational 

analysis/ ANOVA 

 

 
Quantitative 
Qualitative 

 
40 
5 

 

How do Arabic teachers perceive an 

integrated approach and believe such an 

approach is critical in raising students’ 

communicative competence? 

 

Adapted 

ATS 

-Five open-

ended 

questions 

 

Descriptive statistics/  

T-test, correlational 

analysis/  ANOVA 

 

 

 
Quantitative 
Qualitative 

 
40 
5 

 

What are the potential barriers to 

replacing the traditional approach to 

TAFL with an integrated approach? 

 

- Adapted 

ATS 

-Five open-

ended 

questions 

 
Descriptive statistics/  

T-test, correlational 

analysis/  ANOVA 

 

 

 
Quantitative 
Qualitative 

 
40 
5 
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3.7.Ethical Issues 

 

 The study did not involve any other teacher apart from the Arabic teachers for nonnative 

speakers of Arabic currently teaching at some of the private universities in the northern emirates. 

 The researcher exercised honesty of the information and the results throughout the study “The 

principle of voluntary participation requires that people not be coerced into participating in 

research” (Creswell 2015). Their information was treated as confidential. Consent forms for the 

interview and survey are developed. (See appendix A). The forms contained information 

concerning the purpose of study, procedures, descriptions and confidentiality. The information 

in the forms also pertained to the rights of the participants, the risks that might be associated with 

the study, the time required to complete the survey and the contact information of the researcher. 

The secrecy of the participants are upheld by the use of pseudonyms and coding during collection 

and maintenance of the records. The respondents are also informed that their actual names will 

not appear in the report and their identities will not be revealed thus keeping them from any harm 

that might come their way. The teachers who took part in the survey were given a form of consent 

to sign, before the collection of the data began. The participants were informed by the researcher 

orally and in a written form that their participation is completely voluntary. All information 

obtained in this study will be kept strictly confidential and anonymous, and they have the right 

to withdraw at any time of the study. The results of this study will be presented as a group and 

no individual participants will be identified without their permission. 

3.8.Validity and Reliability  

 

According to Thorndike (1997), the reliability and validity of the tools are vital for the 

reduction of errors that probably appear from measurement problems in the study in 

quantitative research. Reliability is defined as the extent to which outcomes are stable over 
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time and precisely characterize the entire population of the study (Thorndike 1997). To avoid 

the measurement error, validity and reliability are to be established for this research. “Validity 

of an instrument refers to an instrument that accurately measures what it is supposed to 

measure” (Vogt 1999, p. 301). A board of specialists in the field of TAFL established the 

validity of the questionnaire and interview questions. Likewise, the study from which the 

present tool was drawn somewhat established survey validity (Abdalla & Al-Batal 2012).  

The advantage of this study is that it uses items from an existing study that was tested before. 

The original authors of the ATS comprehensively verified the established questions in their 

first-time usage by conducting a pilot study and making sure that the items fit the context in 

the US in addition to further consultations with informed circles to guarantee validity and 

reliability. (Abdalla & Al-Batal 2012).  

Reliability of an instrument refers to the degree to which scores obtained from an instrument 

are consistent measures of what the instrument measures (Frankel & Wallen, 1990). For this 

study, the researcher used forty-five item that fit the context in the UAE and deleted the rest that 

are nonapplicable for the same. Additionally, since the validity of the instruments were 

established initially, the researcher consulted few specialists in TAFL to make sure that the 

instruments are valid and reliable.  

3.9.Limitation of the study 

 

Using mixed-methods research usually enhances understanding of the topic under study but has 

some limitations. Mixed-methods research is a complex process requiring a marked time 

commitment devoted to extensive data collection. Quantitative data is collected through a survey 

that is delivered to participants; therefore, survey results are limited to those who are going to 

reply to the survey, thereby limiting generalizability of the study. Another survey limitation is 
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the issue of self-reporting by participants who might not be willing to disclose information they 

are uncomfortable sharing. 

One important limitation of the quantitative segment of the study is the sample size. The sample 

size is relatively small to the extent that it is difficult to draw significant correlations and 

relationship because the larger the sample, the easier it will be to generalize the outcomes and 

findings from the data that represent the teachers of Arabic population in the UAE. 

The second part of the study consists of interviews with teachers of Arabic. Interviews, as a 

qualitative research instrument, has limitations as well, such as difficulty in future replication 

and lack of the ability to generalize results. However, employing a mixed-methods research 

design mitigates the shortcomings of a quantitative research instrument because the availability 

of qualitative data adds weight to the findings. 

In addition, the role of the researcher as the interviewer is to elicit valid responses from 

respondents. Therefore, researchers conduct practice interviews before the actual interviews to 

prepare to respond to any contingency. Researchers also work to remain neutral and refrain from 

influencing interviewees through personal biases caused by teaching experiences that might 

significantly affect the outcomes of the research. 
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CHAPTER FOUR 

 

4. Data presentation and analysis 
 

4.1.Introduction  

 

The purpose of this mixed-method study is to investigate the perceptions of the TAFL teachers 

of the integrated approach in teaching Arabic as a foreign language at the universities in the 

UAE northern emirates. It aims to shed light on the attitudes of teachers of Arabic as a foreign 

language toward integration of both MSA and a spoken variety in Arabic language classrooms 

and whether they are for or against it; and if TAFL teachers identify any potential obstacles to 

implementing an integrated approach. 

The outcomes of the data analysis are reported in this chapter for the five research questions that 

guided the study presented in this mixed-methods study. The study was in two phases. In the 

first phase, the researcher collected the quantitative data through a survey that was distributed 

to TAFL teachers at private universities in UAE northern emirates to reflect on and examine the 

perceptions of the TAFL teachers of an integrated approach, and whether a correlation exists 

between their perspectives and the independent variables. The second phase was the qualitative 

data collection of the research through interviews with Arabic teachers who volunteered to take 

part in the interviews. Hence, to investigate the TAFL teachers’ perceptions of an integrated 

approach, the following research questions guided the study: 

What are the perceptions of the Arabic language teachers concerning the implementation of an 

integrated approach in the TAFL classroom? 

How do Arabic teachers perceive the role of the integrated approach in raising undergraduate 

students’ communicative competence? 
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What are the potential barriers to implementing the integrated approach in the TAFL 

classrooms?  

The researcher conducted the quantitative data collection and analysis to respond to the research 

questions. Following quantitative data was the qualitative data to be elaborated on survey 

findings in order to provide comprehensive answers to the research questions. The next two 

sections present quantitative and qualitative findings. 

 

4.2.Quantitative findings 

 

The main focus of the study is to investigate the Arabic teachers’ perceptions of an integrated 

approach as important for communicative competence in Arabic. The questionnaire used in this 

quantitative analysis is reordered in a way that corresponds to the research questions. The first 

21 items represent the analysis of the participants’ demographic characteristics and work 

environment that are attached (see appendix F). 

Given the purpose of the study, the sample was carefully selected to ensure direct insights into 

the field of teaching Arabic to foreigners. Thus, the sample consisted only of teachers who were 

direct influencers. Another important factor in sample selection was the comprehensiveness of 

the sample, which was accomplished by the use of string variables. These variables included 

personal variables, such as demography, as well as work environments of the participants. The 

sample comprehensiveness was tested through the use of Statistical Package for Social Sciences 

(SPSS) for analysis. The following sections detail the results of the analysis. 

Following the questionnaire re-ording to respond to the three research questions, items (22, 23, 

24, 25, 34, 35 and 36) respond to research question 1, while items (26, 27, 28, 29, 30, 31 .32, 

and 33) respond to research question 2; besides, items (37, 38, 39, 40, 41, 42, 43) respond to 
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research question 3. The detailed findings of the above items are analyzed in tables. (See 

appendix G) 

4.3.The questionnaire analysis 

 

4.3.1. Descriptive Analysis and Frequency Tables 

 

Demographic Characteristics of the Participants: 

The data presented in the figures below reflect the perceptions of the teachers of Arabic as a 

foreign language in UAE Northern Emirates private universities and whether they are for the 

implementation of the integrated approach in their TAFL classrooms or not. The below results 

shown through figures are the analysis outcomes of the TAFL teachers perceptions and their 

view of the integrated approach implementation in their TAFL classes.  

RQ1: What are the perceptions of the Arabic language teachers concerning the implementation 

of an integrated approach in the TAFL classroom? 

The first research question has been designed to investigate the perceptions of the Arabic 

language teachers of the integrated approach and its implementation in the teaching of Arabic 

as a foreign language; besides, the receptiveness of the Arabic language teachers’ to adopt it. In 

other words, it aims to find out what Arabic language spoken variety they integrate with MSA 

in their language classrooms and to what extent it is successful.  This will be determined by 

variety of variables which are precisely:  the impact of the Arabic language diglossia and MSA, 

and whether teaching MSA to nonnative speakers is the solution to the Arabic language diglossic 

situation. Besides, as a native speaker educated in an Arab Country, I believe that MSA should 

be taught only to nonnative speakers. It has been designed to investigate the readiness of the 

Arabic language teachers to replace the traditional approach to TAFL, that is to say, the focus 

is only on MSA with an integrated approach where the emphasis will be on both MSA and an 
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The items in the questionnaire that tackle this matter are presented below investigating whether 

MSA holds a high prestige by teachers in the AFL over spoken Arabic varieties, whether 

offering training for spoken Arabic varieties only at later stages (middle to advanced stages) of 

Arabic language instructions helps minimize students’ confusion; and whether MSA is the only 

form of the Arabic language that is worthy of teaching and learning. The findings of these 

inquiries are the answer to the first research question because they reflect the view of TAFL 

teachers and their perceptions.  

Arabic spoken variety. 

22. Students learn Arabic to be able to read Arabic texts. 

Strongly agree

Agree

Disagree

Strongly disagree

CategorySt rongly disagree
1, 2.5%

Disagree
13, 32.5%

Agree
19, 47.5%

St rongly agree
7, 17.5%

22. Students learn Arabic to be able to read Arabic texts.

 

Figure 2Υ wŜǎǇƻƴǎŜǎ ǘƻ ά[ŜŀǊƴƛƴƎ !ǊŀōƛŎ ǘƻ ǊŜŀŘ !ǊŀōƛŎ ǘŜȄǘǎέ 

Figure 2 explains the participants’ views regarding their main goal of learning Arabic as a 

foreign language. 65% agree that students learn Arabic to be able to read Arabic texts, while 14 
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teachers disagree with that. It can be deduced that most of the participants believe that students 

learn Arabic for the target of reading Arabic texts despite the fact that some of them disagree 

23. I personally believe that teaching MSA to nonnative speakers is the solution to the Arabic 

language diglossic situation. 

Strongly agree

Agree

Disagree

Strongly disagree

CategorySt rongly disagree
3, 7.5%

Disagree
31, 77.5%

Agree
3, 7.5%

St rongly agree
3, 7.5%

23. I personally believe t hat  t eaching MSA t o nonnat ive speakers is t he solut ion t o t he
 Arabic language diglossic sit uat ion.

 

Figure 3Υ wŜǎǇƻƴǎŜǎ ǘƻ ά¢ŜŀŎƘƛƴƎ a{! ǘƻ ƴƻƴƴŀǘƛǾŜ ǎǇŜŀƪŜǊǎ ƛǎ ǘƘŜ ǎƻƭǳǘƛƻƴ ǘƻ !ǊŀōƛŎ ŘƛƎƭƻǎǎƛŎ ǎƛǘǳŀǘƛƻƴ 

Figure 3 above conveys the disagreement among participants in the study as regards considering 

MSA the solution to Arabic diglossia. Eighty percent of the sample totally disagree with that. 

Hence, nonnative learners have the right to learn spoken varieties because by learning both it 

will be more beneficial to them. 
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24. As a nonnative speaker of Arabic, I believe that MSA should be taught only to nonnative 

speakers. 

Strongly disagree

Strong

Category
St rong

1, 11.1%

St rongly disagree
8, 88.9%

24. As a nonnat ive speaker of Arabic, I  believe that  MSA should

be taught  only to nonnat ive speakers.

 
Figure 4Υ wŜǎǇƻƴǎŜǎ ǘƻ άa{! ŦƻǊ ƴƻƴ-ƴŀǘƛǾŜ ǎǇŜŀƪŜǊǎ ƻƴƭȅέ 

As clarified in figure 4, all the participants who are non-native speakers of Arabic disagree with 

the fact that MSA should be taught only to non-native leaners of Arabic. This indicates that they 

are aware of the importance of learning both varieties of Arabic language. 
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25. As a native speaker educated in an Arab country, I believe that MSA should be taught only 

to nonnative speakers. 

Strongly agree

Agree

Disagree

Strongly disagree

CategorySt rongly disagree
2, 6.5%

Disagree
24, 77.4%

Agree
3, 9.7%

St rongly agree
2, 6.5%

25. As a nat ive speaker educat ed in an Arab Count ry, I believe t hat  MSA should be

 t aught  only t o nonnat ive speakers.

 
Figure 5Υ wŜǎǇƻƴǎŜǎ ǘƻ άa{! ǎƘƻǳƭŘ ōŜ ǘŀǳƎƘǘ ƻƴƭȅ ǘƻ ƴƻƴƴŀǘƛǾŜ ǎǇŜŀƪŜǊǎέ 

Figure 5 reveals that the majority of the participants who are native speakers of Arabic do not 

agree that MSA should be taught only to non-native learners of Arabic. They believe that MSA 

should also be taught to native speakers of Arabic side by side with a spoken variety. This will 

be an indicator also that as much as a spoken Arabic variety is important to be taught, MSA is 

also of great importance as well for both native and non-native speakers of Arabic whether They 

are from an Arab or non-Arab origins. 
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26.MSA holds a high prestige by teachers in the AFL over spoken Arabic varieties. 

strongly agree

agree

disagree

Categorydisagree
1, 2.5%

agree
27, 67.5%

st rongly agree
12, 30.0%

34. MSA holds a high prest ige by t eachers in t he AFL over spoken Arabic var iet ies.

 

Figure 6Υ wŜǎǇƻƴǎŜǎ ǘƻ άa{! ƘƻƭŘǎ ŀ ƘƛƎƘ ǇǊŜǎǘƛƎŜ ōȅ ǘŜŀŎƘŜǊǎ ƛƴ ǘƘŜ !C[ ƻǾŜǊ ǎǇƻƪŜƴ !ǊŀōƛŎ ǾŀǊƛŜǘƛŜǎέ 

 

As stated in figure 6, the responses reflect the prestige that MSA holds among AFL teachers. The 

responses reflect the participants’ ideologies towards MSA. Although the majority, as reflected 

in the previous questions, is for the integrated approach, 97.5% believe that MSA holds a high 

prestige, so it can be concluded that their agreement does not mean that they are against the 

integrated approach but just because it is the variety that they teach in their classroom.  
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27. Offering training in spoken Arabic varieties only at later stages (middle to advanced stages) 

of Arabic language instructions helps minimize students’ confusion. 

Strongly agree

Agree

Disagree

Strongly disagree

Category

St rongly disagree
23, 59.0%

Disagree
9, 23.1%

Agree
3, 7.7%

St rongly agree
4, 10.3%

35. Offer ing training for  spoken Arabic var iet ies only at  later  stages

 (middle t o advanced st ages) of Arabic language inst ruct ions helps minimize

 

Figure 7Υ wŜǎǇƻƴǎŜǎ ǘƻ άhŦŦŜǊƛƴƎ ǘǊŀƛƴƛƴƎ ƛƴ ǎǇƻƪŜƴ !ǊŀōƛŎ ǾŀǊƛŜǘƛŜǎ ƘŜƭǇǎ ƳƛƴƛƳƛȊŜ ǎǘǳŘŜƴǘǎΩ ŎƻƴŦǳǎƛƻƴέ 

It can be observed in figure 7 that the majority of the participants disagree with offering training 

at later stages reduces students’ confusion. 32 of the participants disagree with that representing 

80% of the total sample. It can be deduced, according to the participants’ views, that there is no 

relation between confusion and training at later stages.  
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28. MSA is the only form of the Arabic language that is worth teaching and learning. 

Strongly agree

Agree

Disagree

Strongly disagree

Category

St rongly disagree
19, 47.5%

Disagree
16, 40.0%

Agree
2, 5.0%

St rongly agree
3, 7.5%

36. MSA is t he only form of t he Arabic language t hat  is wort hy of t eaching and learning.

 
Figure 8Υ wŜǎǇƻƴǎŜǎ ǘƻ άa{! ƛǎ ǘƘŜ ƻƴƭȅ ŦƻǊƳ ƻŦ ǘƘŜ !ǊŀōƛŎ ƭŀƴƎǳŀƎŜ ǘƘŀǘ ƛǎ ǿƻǊǘƘȅ ƻŦ ǘŜŀŎƘƛƴƎ ŀƴŘ ƭŜŀǊƴƛƴƎέ 

Figure 8 reveals that 87.5% disagreed that MSA is the only form of the Arabic language that is 

worthy of teaching and learning. It can be concluded that TAFL teachers believe that a spoken 

variety is a variety that is worth learning.  

 

RQ2:  How do Arabic teachers perceive the role the integrated approach in raising undergraduate  

students’ communicative competence? 

The second research question has been tailored to find out how Arabic teachers perceive the 

integrated approach and its impact on students’ ability to communicate with the people around 

them. The items of the questionnaire that are intended to investigate research question two try 

to see why it is important for the students to learn a spoken variety; the advantage that the 

students who know a spoken variety have over those who do not; if students learn Arabic to 

communicate with people around them; if students with MSA only can communicate with native 

speakers; and whether students who know only MSA can comprehend the language of native 
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speakers when conversing with each other. The below responses reflect the view of the TAFL 

teacher in this regard and if there is a need for communicative competence or not. 

29. Teaching spoken Arabic to students help the students themselves better understand the Arab 

culture and its people. 

strongly agree

agree

disagree

strongly disagree

Category
st rongly disagree

1, 2.5%disagree
1, 2.5%

agree
11, 27.5%

st rongly agree
27, 67.5%

 26. Teaching spoken Arabic to students help them
  bet t er  underst and t he Arab cult ure and it s people.

 
Figure 9Υ wŜǎǇƻƴǎŜǎ ǘƻ ά¢ŜŀŎƘƛƴƎ ǎǇƻƪŜƴ !ǊŀōƛŎ ǘƻ ǎǘǳŘŜƴǘǎ ǘƻ ǳƴŘŜǊǎǘŀƴŘ ǘƘŜ !Ǌŀō ŎǳƭǘǳǊŜ ŀƴŘ ƛǘǎ ǇŜƻǇƭŜέ 

As shown in figure 9, most of the participants who teach Arabic as a foreign language, believe 

and agree that teaching a spoken variety, regardless which spoken variety, help the students 

understand the Arab culture and its people.  Ninety five percent of the total sample agree with 

that, which means nearly all the participants are in agreement. It can be included in the light of 

the responses to this question that a spoken variety is needed for interacting with people. 
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30. Students who learned only a spoken Arabic variety have communicative advantage over 

students who learned only MSA 

Strongly agree

Agree

Disagree

Strongly disagree

CategorySt rongly disagree
1, 2.5%

Disagree
2, 5.0%

Agree
22, 55.0%

St rongly agree
15, 37.5%

27. Students who learned only a spoken Arabic variety
 have communicat ive advantage over students who learned only MSA

 
Figure 10Υ wŜǎǇƻƴǎŜǎ ǘƻ ά{ǘǳŘŜƴǘǎ ǿƛǘƘ ǎǇƻƪŜƴ !ǊŀōƛŎ ƻƴƭȅ ƘŀǾŜ ŀŘǾŀƴǘŀƎŜ ƻǾŜǊ ǎǘǳŘŜƴǘǎ ǿƛǘƘ a{! ƻƴƭȅέΦ 

As shown in figure 10, some students who learn communicative Arabic or conversational Arabic 

only have an advantage over those who learn MSA only. Around 90% of the participants agree 

with that. It can be deduced that MSA is not the language of communication among native 

speakers of Arabic; on the contrary, students who learn the spoken variety always find 

themselves in a better condition when they strike a conversation because they have already 

studied what they will use on the spot. 

 

 

 

 



100 

 

 

 

 

 

 

31. Students learn Arabic to be able to speak with native speakers. 

Strongly agree

Agree

Disagree

Category

Disagree
6, 15.0%

Agree
25, 62.5%

St rongly agree
9, 22.5%

28. Students learn Arabic to be able to speak with nat ive speakers.

 

Figure 11Υ wŜǎǇƻƴǎŜǎ ǘƻ ά{ǘǳŘŜƴǘǎ ƭŜŀǊƴ !ǊŀōƛŎ ǘƻ ōŜ ŀōƭŜ ǘƻ ǎǇŜŀƪ ǿƛǘƘ ƴŀǘƛǾŜ ǎǇŜŀƪŜǊǎέΦ 

Figure 11 reveals the responses of the participants’ view of why students learn Arabic. 85% of 

the participants agree that students learn Arabic to speak with native speakers. Therefore, it is 

evident in figure 28 (the below figure) that one of the reasons why students learn Arabic is to 

communicate with native speakers. Thirty four teachers, which constitute 87% agree with that. 

This explains the tendency among students to learn Arabic that is used in real life situations 

rather than to familiarize themselves with only MSA which is the language of books and formal 

seminars rather than the language of daily communication. 
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32. Students learn Arabic to be able to speak with native speakers and read Arabic texts 

Strongly agree

Agree

Disagree

CategoryDisagree
2, 5.0%

Agree
21, 52.5%

St rongly agree
17, 42.5%

29. St udent s learn Arabic t o be able t o speak wit h nat ive speakers and read Arabic t ext s

 
Figure 12Υ wŜǎǇƻƴǎŜǎ ǘƻ ά{ǘǳŘŜƴǘǎ ƭŜŀǊƴ !ǊŀōƛŎ ǘƻ ǎǇŜŀƪ ǿƛǘƘ ƴŀǘƛǾŜ ǎǇŜŀƪŜǊǎ ŀƴŘ ǊŜŀŘ !ǊŀōƛŎ ǘŜȄǘǎέ 

It can be seen in figure 12 that 97.5% of the respondents agree that students learn Arabic to be 

able speak with native speakers and read Arabic texts. The results in this figure reflect the need 

for an approach that unites both MSA and a spoken variety. 

 33. Students who know only MSA can comprehend the language of native speakers when 

conversing with one another. 
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Strongly agree

Agree

Disagree

Strongly disagree

Category

St rongly disagree
20, 50.0%

Disagree
15, 37.5%

Agree
4, 10.0%

St rongly agree
1, 2.5%

30. Students who know only MSA can comprehend the language
of nat ive speaker when conversing wit h each ot her.

 
Figure 13Υ wŜǎǇƻƴǎŜǎ ǘƻ ά{ǘǳŘŜƴǘǎ ǿƛǘƘ a{! ƻƴƭȅ Ŏŀƴ ŎƻƳƳǳƴƛŎŀǘŜ ǿƛǘƘ ƴŀǘƛǾŜ ǎǇŜŀƪŜǊǎέ 

As presented in figure 13, the majority of the participants disagree that students with MSA only 

can understand the language of the native speaker when they communicate with them. 87.5% 

disagree with that simply because MSA is not the variety of communication used by native 

speakers. Thus, students with MSA only can never be able to communicate with native speakers.  

This is another proof that a student should learn a dialect in addition to MSA to socialize with 

native Arabic speakers.  

 

 

 

 

 

 

 

 

 



103 

 

34. Students who speak an Arabic spoken variety are more welcomed by native speakers and 

perceived as trustworthy. 

Strongly agree

Agree

Disagree

Category
Disagree
2, 5.0%

Agree
25, 62.5%

Strongly agree
13, 32.5%

31. Students who speak an Arabic spoken variety are more welcomed by

the nat ive speakers and perceived as t rustworthy.

 
Figure 14Υ wŜǎǇƻƴǎŜǎ ǘƻ ά{ǘǳŘŜƴǘǎ ǿƘƻ ǎǇŜŀƪ ŀƴ !ǊŀōƛŎ ǎǇƻƪŜƴ ǾŀǊƛŜǘȅ ŀǊŜ ƳƻǊŜ ǿŜƭŎƻƳŜŘ ōȅ ǘƘŜ ƴŀǘƛǾŜ ǎǇŜŀƪŜǊǎέ 

As seen in figure 14, the majority of the participants in the study agree that native speakers 

welcome students who are familiar and can speak an Arabic variety. Around 95% agree with 

that. It can be deduced that this result is a reflection of the participants’ view regarding the value 

of learning a spoken variety in addition to MSA.  

 

 

 

 

 

 

 



104 

 

35. Students need to learn at least one spoken Arabic variety and MSA in order to be able to 

speak with native speakers and read Arabic texts. 

Strongly agree

Agree

Strongly disagree

Category
Strongly disagree

1, 2.5%

Agree
12, 30.0%

Strongly agree
27, 67.5%

32. Students need to learn at least  one spok en Arabic var iety and MSA in order  to be able

t o speak wit h nat ive speakers and read Arabic t ext s.

 
Figure 15Υ wŜǎǇƻƴǎŜǎ ǘƻ ά{ǘǳŘŜƴǘǎ ƴŜŜŘ ǘƻ ƭŜŀǊƴ ŀǘ ƭŜŀǎǘ ƻƴŜ ǎǇƻƪŜƴ !ǊŀōƛŎ ǾŀǊƛŜǘȅ ŀƴŘ a{! ƛƴ ƻǊder to be able to speak with 

ƴŀǘƛǾŜ ǎǇŜŀƪŜǊǎ ŀƴŘ ǊŜŀŘ !ǊŀōƛŎ ǘŜȄǘǎέ 

As shown in figure 15, the views of the participants are in harmony. Most if not all of them 

agree that students are in need to know a spoken variety and MSA to be able to read Arabic texts 

and communicate with native speakers of the language. 39 participants which means around 

98% of the participants agree on that. It can be observed the participants are for spoken varieties 

to raise communication.  

 

 

 

 

 



105 

 

 

 

 

36. Students who learn both MSA and a spoken Arabic variety have advantage over students 

who learn MSA only. 

Strongly agree

Agree

Category

Agree
27, 67.5%

St rongly agree
13, 32.5%

33. Students who learn both MSA and a spoken Arabic
 var iet y have advant age over st udent s who learn MSA only

 

Figure 16Υ wŜǎǇƻƴǎŜǎ ǘƻ άLƳǇŀŎǘ ƻŦ ƪƴƻǿƭŜŘƎŜ ƻŦ ōƻǘƘ a{! ŀƴŘ ŀ ǎǇƻƪŜƴ ǾŀǊƛŜǘȅέ 

It can be observed in figure 16 that all the participants with no exception agree that students with 

both varieties have advantage over students with one variety. This result reveals a call for an 

approach that unites both varieties, MSA and a spoken variety. 

RQ3: - What are the potential barriers to implementing the integrated approach in the TAFL 

classrooms?  

The third research question has been tailored to investigate the integrated approach and the 

barriers to implementing it. Some Arabic language teachers are willing to implement it, but what 
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barriers they face in this regard will be answered in the below mentioned inquiries represented 

in: First, the TAFL teachers’ ability to teach a variety other than their own, TAFL teachers’ 

belief about teaching a spoken variety to non-native learners, and the readiness for coordination 

between classes when there is more than one section taught by more than one teacher. The 

responses of the TAFL teachers to these inquiries may answer the forth research question. 

37. To what extent do you feel capable of teaching a spoken Arabic variety other than your 

native variety? 

To large extent

To some extent

To a small extent

CategoryTo a small extent
1, 2.5%

To some extent
10, 25.0%

To large extent
29, 72.5%

37. To what  ext ent  do you feel capable of t eaching a spoken Arabic var iet y ot her t han

 your nat ive variety

 
Figure 17Υ wŜǎǇƻƴǎŜǎ ǘƻ ά!ōƛƭƛǘȅ ǘƻ ǘŜŀŎƘ ŀ ǎǇƻƪŜƴ !ǊŀōƛŎ ǾŀǊƛŜǘȅ ƻǘƘŜǊ ǘƘŀƴ ȅƻǳǊ ƴŀǘƛǾŜ ǾŀǊƛŜǘȅέ 

As shown in figure 17, most of the participants in the study feel they are able to teach a spoken 

variety other than their own. 72.5% of the participants are able to teach other dialects.  This 

indicates that they are all for teaching a spoken variety along with the MSA whether it is their 

own native variety or any other variety.  
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38. If you have several classes for Arabic taught by more than one instructor, to what extent do 

you have coordination between classes? 

 

Figure 18Υ wŜǎǇƻƴǎŜǎ ǘƻ άŎƻƻǊŘƛƴŀǘƛƻƴ ōŜǘǿŜŜƴ ŎƭŀǎǎŜǎέ 

As shown in figure 18, nearly all the participants in this study agree that coordination between 

classes should be done.  Thirty-three teachers representing 82.5% believe that coordination 

should be to a large extent and 12.5% to a small extent.  
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39. Teaching spoken Arabic varieties is not easy because there is not a written form of it. 

 

Figure 19Υ wŜǎǇƻƴǎŜǎ ǘƻ ά¢ŜŀŎƘƛƴƎ ǎǇƻƪŜƴ !ǊŀōƛŎ ǾŀǊƛŜǘƛŜǎ ƛǎ ƴƻǘ Ŝŀǎȅ ōŜŎŀǳǎŜ ǘƘŜǊŜ ƛǎ ƴƻǘ ŀ ǿǊƛǘǘŜƴ ŦƻǊƳ ƻŦ ƛǘέ 

As seen in figure 19, the majority of the participants disagree that one of the barriers to teaching 

a spoken variety is the lack of material to be taught. Thirty-six teachers disagree on that 

representing 90%. It can be deduced here that the implementation of a spoken variety is possible 

and the lack of materials is not a factor that hinders that. 
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40. Does your program offer spoken Arabic variety classes separate from MSA classes? 

 
Figure 20Υ wŜǎǇƻƴǎŜǎ ǘƻ ά5ƻŜǎ ȅƻǳǊ ǇǊƻƎǊŀƳ ƻŦŦŜǊ ǎǇƻƪŜƴ !ǊŀōƛŎ ǾŀǊƛŜǘȅ ŎƭŀǎǎŜǎ ǎŜǇŀǊŀǘŜ ŦǊƻƳ a{! ŎƭŀǎǎŜǎΚέ 

Figure 42 above sums up the methodologies of the participants at different universities and 

whether they teach spoken varieties separately or integrated with MSA. The majority indicate 

that their programs offer spoken varieties separated from MSA. 23 teachers of Arabic as a 

foreign language representing 57.5% indicate that their programs at their different universities 

always offer spoken varieties separate from MSA. 20% of the participants indicate that their 

programs sometimes offer spoken varieties separate from MSA, while 9 teachers indicate that 

their programs do not have this methodology, which means that these programs have no spoken 

classes separate from MSA. 
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41.  If separate spoken Arabic variety classes are offered, what Arabic prerequisites does your 

program require for these classes? 

 
Figure 21Υ wŜǎǇƻƴǎŜǎ ǘƻ ά!ǊŀōƛŎ ǇǊŜǊŜǉǳƛǎƛǘŜǎ ǘƘŀǘ !ǊŀōƛŎ ǇǊƻƎǊŀƳǎ ǊŜǉǳƛǊŜ ŦƻǊ ŎƭŀǎǎŜǎέ 

The figure above reveals the Arabic language teachers’ views regarding the Arabic prerequisites 

that the participants’ programs require if separate spoken Arabic variety classes are offered. 12 

teachers indicate that there is no need for any prerequisites for that and that they can go ahead 

directly representing 30%, while 18 teachers of the participants representing 45% of the total 

percentage believe that there is a need for 1 year prerequisites, and 8 teachers representing 20% 

of the teachers believe that there is a need for 2 year prerequisites. 
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42. If a spoken Arabic variety is incorporated with MSA introductions, which spoken Arabic 

variety you believe it should be introduced? 

 
Figure 22Υ wŜǎǇƻƴǎŜǎ ǘƻ ά²ƘƛŎƘ ǎǇƻƪŜƴ !ǊŀōƛŎ ǾŀǊƛŜǘȅ ǘƻ ōŜ ƛƴǘǊƻŘǳŎŜŘΚ 

The figure above shows the spoken variety that should be taught side by side with MSA. 40% 

of the participants prefer Levantine to be taught along with MSA while 42% of the participants 

believe Egyptian should be taught with MSA. It can be concluded that the participants’ 

preference is for either Levantine or Egyptian due to the fact that the two varieties are spoken 

by the majority of the Arabs.  
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43. In what way should a spoken Arabic variety be taught in an Arabic language program? 

 
Figure 23: Responses to άLƴ ǿƘŀǘ ǿŀȅ ŀ ǎǇƻƪŜƴ !ǊŀōƛŎ ǾŀǊƛŜǘȅ ǎƘƻǳƭŘ ōŜ ǘŀǳƎƘǘ ƛƴ ŀƴ !ǊŀōƛŎ ƭŀƴƎǳŀƎŜ ǇǊƻƎǊŀƳέ 

As observed in figure 23, the responses of the participants to the technique that should be 

followed in integrating a spoken Arabic variety in teaching Arabic as a foreign language vary. 

32 of the participants representing 80% believe that both MSA and any spoken Arabic variety 

should be taught separately.  
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44. Nonnative speakers should learn a spoken variety first then MSA. 

 
Figure 24: RespƻƴǎŜǎ ǘƻ ά{ǇƻƪŜƴ ǾŀǊƛŜǘȅ ŦƛǊǎǘ ǘƘŜƴ a{!έ 

As seen figure in 24, the majority of the participants agree that nonnative speakers should 

learn a spoken variety before learning MSA. Around 90% of the total sample of the study are 

for that and see that a spoken variety should precede the MSA. 

 

4.3.2. Inferential Statistics:  

 

4.3.2.1.T-test analysis 

 

Evidently, the sample size is small looking independently pairwise in each questionnaire. Hence, 

it is suitable to apply a T-test to know the significant difference between the two variables.  

Comparing difference of means between two variables is tested category wise wherever 

necessary. The results for each variable and its significant level  πȢπυ   are tabulated. The 

level of significance is also provided for each category in the table against each question.  
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Corresponding significance level is falling under acceptance region against the P values 

provided. 

T-test analysis 

gender No. Question Mean 

 differences 

Standard  

Error 

differences 

Significant 

value 

Male 

Female 

1 Students learn Arabic to be able to speak with 

native speakers and read Arabic texts. 

-.37879 

 

.17826 .04 

Male 

Female 

2 To what extent do you feel capable of teaching 

a spoken Arabic variety other than your native 

one. 

-.41919 

  

.18615 

  

0.03 

Male 

Female 

3 I personally believe that teaching MSA to 

nonnative speakers is the solution to the Arabic 

language diglossic situation 

 -.47475 

  

 .19880 

 

0.02 

      

 

Mother 

tongue 

4 Students learn Arabic to be able to speak with 

native speakers and read Arabic texts. 

-.37879 .17826 0.04 

5 To what extent do you feel capable of teaching 

a spoken Arabic variety other than your native 

one. 

-.41919 .18615 0.03 

6 If separate spoken Arabic variety classes are 

offered, what Arabic prerequisites does your 

program require for these classes 

-.50505 .26022 0.05 

7 I personally believe that teaching MSA to 

nonnative speakers is the solution to the Arabic 

language diglossic situation 

-.47475 .19880 0.02 

      

degrees 8 Teaching spoken Arabic to students help them 

better understand the Arab culture and its 

people. 

.40909 .12586 0.04 

9 Students who speak an Arabic spoken variety 

are more welcomed by the native speakers and 

perceived as trustworthy. 

.27273 .11736 0.03 

10 Offering training for spoken Arabic varieties 

only at later stages (middle to advanced stages) 

of Arabic language instructions helps minimize 

students’ confusion 

-.59091 .16979 0.002 

11 . Students who learn both MSA and a spoken 

Arabic variety have advantage over students 

who learn MSA only 

-.77273 .09145 0.0 

12 MSA is the only form of the Arabic language 

that is worthy of teaching and learning. 

-.59091 .10729 0.0 

13 If a spoken Arabic variety is incorporated with 

MSA introductions, which spoken Arabic 

variety you believe it should be introduced? 

-3.31818 -3.31818 0.05 

14 In what way a spoken Arabic variety should be 

taught in an Arabic language program 

.22727 .09145 0.02 
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In the above table, results are obtained by SPSS, using T-test is established. It shows the 

following results: 

The p –value for each test shows less than   πȢπυ. It is evident that the results hold good for 

each research question.  

4.3.2.2.Correlation between variables 

  

By definition, correlation is the density of relationship between two variables. Here we consider 

each research question as a variable. And the correlation between the variables are found to 

analyse the density of relationships between those variables/questions. 

RQ1: What are the perceptions of the Arabic language teachers concerning the implementation 

of an integrated approach in the TAFL classroom? 

The correlational analysis reveals that there is high correlation r=0.83 between q18 and q19 and 

significant at α=0.0 

RQ2: How do Arabic teachers perceive the integrated approach in raising undergraduate student 

communicative competence? 

 It is obvious through the correlational analysis that there is an intermediate correlation r=0.52 

between these two statements: “Teaching spoken Arabic to students help them better understand 

the Arab culture and its people”  and “Students who learned only a spoken Arabic variety have 

communicative advantage over students who learned only MSA” at a significance level  of 

α=0.008. Additionally, the analysis also reveals that there is an intermediate correlation r=0.51 

between these statements: “Students learn Arabic to be able to speak with native speakers” .and 

“Students learn Arabic to be able to speak with native speakers and read Arabic texts.” At a 
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significance level of α=0. 007.Besides; the analysis reveals that there is an intermediate 

correlation r=0.54 between these two statements: “Students who learned only a spoken Arabic 

variety have communicative advantage over students who learned only MSA,”  

 and “Students learn Arabic to be able to speak with native speakers” and the significance is at 

α=0.001. 

Furthermore; the analysis also shows that there is an intermediate correlation r=0.53 between 

these two statements “Students who learned only a spoken Arabic variety have communicative 

advantage over students who learned only MSA” and “Students learn Arabic to be able to speak 

with native speakers and read Arabic texts”   and the significance is  at α=0.05 

RQ3: What are the potential barriers to implementing the integrated approach in the TAFL 

classrooms?  

The analysis reveals that there is an intermediate correlation r=0.68 between these two 

statements/variables: “Teaching spoken Arabic varieties is not easy because there is not a written 

form of it” and “Students need to learn at least one spoken Arabic variety and MSA in order to 

be able to speak with native speakers and read Arabic texts” that are significant at α=0.05 

 

4.3.2.3.ANOVA  Analysis: 

  

The one-way analysis of variance (ANOVA) is used to determine whether there are any 

statistically significant differences between the means of two or more independent (unrelated) 

groups. 
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The researcher applied ANOVA test, but it did not show any significance difference between 

and among the variables at significant level (α ≤ 0.05). So, all the questionnaires used in this 

research support the research hypotheses without any clear differences through ANOVA 

The one-way ANOVA test results obtained using SPSS are tabulated below. 

ANOVA Analysis 

  

Sum of Squares df Mean Square F 

Sig. 

 P value 

Q3 Between Groups 2.700 4 .675 1.546 .210 

Within Groups 15.275 35 .436   

Total 17.975 39    

Q5 Between Groups 1.277 4 .319 .828 .517 

Within Groups 13.498 35 .386   

Total 14.775 39    

Q6 Between Groups 1.795 4 .449 1.357 .269 

Within Groups 11.580 35 .331   

Total 13.375 39    

Q7 Between Groups 2.064 4 .516 .858 .498 

Within Groups 21.036 35 .601   

Total 23.100 39    

Q14 Between Groups 1.672 4 .418 2.059 .107 

Within Groups 7.103 35 .203   

Total 8.775 39    

Q2 Between Groups .531 4 .133 .272 .894 

Within Groups 17.069 35 .488   

Total 17.600 39    
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Parametric analysis of  questions 17 to 30  

 

ANOVA       

Source of 
Variation SS df MS F P-value F crit 

Rows 
30.4923

1 39 
0.78185

4 
1.56566

4 0.018322332 1.425416775 

Columns 
201.830

8 12 
16.8192

3 
33.6805

3 7.4539E-56 1.772878798 

Error 
233.707

7 468 
0.49937

5    

       

Total 
466.030

8 519         

 

 

Parametric analysis of  questions 35 to 38  

 

ANOVA       

Source of Variation SS df MS F P-value F crit 

Rows 56.925 39 1.459615 1.187793 0.256485789 1.553239 

Columns 86.15 2 43.075 35.05321 1.37819E-11 3.113792 

Error 95.85 78 1.228846    

       

Total 238.925 119         

 

The above tables reveal that the parametric analysis for the questions 17 to 30 and from 35 to 

38 strongly supports the consistency of data.   The variance within rows (questions) highly falls 

in the acceptance regions against the provided significance level. Hence, the data analysis 

provides good evidence that the questions are consistant and reliable.  
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4.4.Summary of the quantitative Findings 
 

The purpose of the study was to investigate the perception of teachers of Arabic towards the 

integrated approach to teaching Arabic. The sample size is 40 teachers who are teaching 

Arabic as a foreign language. The study uses surveys in this stage to collect data from the 

teachers. It uses research questions that are able to investigate the depth of issues and the 

definite view surrounding the integrated approach. Given the purpose of the study, the sample 

is carefully selected to ensure direct insights into the field of teaching Arabic to foreigners. 

Thus, the sample consists only of teachers who were in the field of TAFL. Another important 

factor in sample selection was the comprehensiveness of the sample. 

The findings reveal the perceptions of the Arabic language teachers concerning the 

implementation of an integrated approach in the TAFL classroom. These findings are positive 

and most of the participants are for teaching the two varieties of the Arabic language which are 

MSA and a spoken variety. Additionally; the majority believe that students join Arabic courses 

for achieving two goals which are reading Arabic texts and communicating with native speakers 

of Arabic. Hence; this can never be achieved without an approach that unifies both varieties 

which is the integrated approach. Therefore; the majority of the participants support the use of 

such an approach. However, the analysis also shows that some teachers are reluctant to abandon 

the traditional approach, one that uses MSA only; furthermore, the findings also reveal that most 

of the participants agreed that students who are proficient users of the spoken vernacular have 

an advantage over those who can only use MSA. Besides, the majority of the participants are 

ready to replace their traditional style of teaching with an integrated approach despite the fact 

that they are still using the traditional approach in their classes, and are capable of teaching a 
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spoken variety other than their own ones in their classes. The outcomes of the quantitative stage 

also conclude that the participants’ preference is for either Levantine or Egyptian due to the fact 

that the two varieties are spoken by the majority of the Arabs. 

In general, the participants in this study reflect their willingness and acceptance of the integrated 

approach as a means to develop the students’ communicative competence. The researcher 

concludes that this is a new trend in the TAFL field where the focus is shifted from teaching 

MSA only to teaching both a spoken variety and MSA.  

4.5.Qualitative Findings 

 

4.5.1. Interview analysis 

 

The following section presents qualitative findings from interviews. Although the study adopted 

mixed methods approach, the major method is qualitative and the rationale behind that is that 

qualitative research refers to investigative research. This method is generally used for 

understanding views and perceptions. It offers visions to different problems and helps in 

developing concepts or theories for potential quantitative research. This method helps to 

discover and uncover new thoughts and individual views. It uses in-depth analysis of small 

groups of people for building theories. The results of qualitative research are not predictive, but 

descriptive. Thus; since this study investigates the Arabic teachers’ perceptions towards the 

implementation of the integrated approach to teaching Arabic as a foreign language, this method 

is major. Purposeful sampling approach is used by the researcher for the interviews in this stage 

of the study. Purposeful sampling method enables the researcher to learn much about very 

important issues with regards to the aim of the study which includes recognizing and selecting 

individuals or groups of individuals that are particularly well-informed or knowledgeable with 

a phenomenon of interest (Cresswell and Plano Clark 2011). The researcher conducted five 
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interviews with five Arabic language teachers, two male and three female teachers. The five 

participants are asked about their perceptions of an integrated approach and whether it has an 

impact on students’ communicative performance or not.  

This section presents the questions along with the general opinions of Arabic language teachers 

with some extracts. 

Research question 1:  

What are the perceptions of the Arabic language teachers concerning the implementation of an 

integrated approach in the TAFL classroom? 

The interviewed participants believe that both MSA and a spoken Arabic variety should be 

implemented in the classroom. They express their opinions in different ways. The first 

interviewed male teacher believes that an integrated approach should be implemented in the 

TAFL classroom. He expresses this by saying:* 

I have always favoured an approach that might now be called an integrated approach. Or rather, 

and more precisely, I have always been an advocate of an Aamiyya first approach. There are 

several different conceptions of an integrated approach, Aamiyya first being one of them. But 

the usual conception, and I daresay implementation, of the approach is to teach a spoken variety 

of Arabic (or varieties) along with MSA in a single classroom. I think that this is a distant third 

best. Iôve noticed that students tend either to be overwhelmed with the amount of somewhat 

conflicting information that they get when both are taught in the same classroom or they tend to 

become impatient with MSA, which they see as hindering their acquisition of an immediately 

usable and useful variety of Arabic.  

At the very beginning level, this is not so much a problem, because students are not as aware of 

the sociocultural usages of the different varieties, but that is no excuse for us to be fostering a 

false view of the task before them.  The second best approach would be to teach each side-by-

side but in separate classrooms. 

It is evident that the first interviewee is for the integrated approach. He believes that MSA and 

                                                           
* Male teacher 1 opinion 
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a spoken variety should be taught side-by-side in separate classes to avoid student confusion. 

Furthermore; this research question tends to uncover the readiness of the TAFL teachers to 

replace the traditional approach in teaching Arabic as a foreign language with the integrated 

approach. This question also reveals the mindset of Arabic language teachers towards changing 

their teaching methodology in the TAFL classroom, and to what extent they are ready have the 

courage to change. The five interviewed male and female teachers are asked the question to see 

if they are for the integrated approach or they are happy with the traditional approach and think 

that such approach is the only means to teach Arabic as a foreign language. The first interviewed 

male teacher is asked and he responds by saying that he is receptive to it but he always prefers 

to start with a spoken variety before introducing MSA in the classroom. This indicates that this 

teacher is for change and for adopting integrated approach. He expresses his view by saying: * 

Iôm only receptive to it insofar as it is the only compromise that the field seems ready to accept. 

Otherwise, my argument has always been that students are better served learning a spoken 

variety of Arabic first, before they go on with MSA 

It is worth pointing out here that the integration can be implemented in different ways. One way 

is presenting a spoken language variety before the MSA. Another way is presenting a spoken 

variety after MSA or presenting both varieties at the same time and in separate classes which all 

agree that it is unadvisable to present both varieties in the same class particularly at earlier stages 

that may lead to confusion for the students.  

 

This view is supported by the second female interviewee when she says: † 

For me, the integrated approach in teaching Arabic should be in a way that mirror the integrated 

way of learning that native speakers of Arabic follow. As native speakers, we simultaneously 

                                                           
* Male teacher 1 opinion 
Ϟ Female teacher 2 opinion 
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learn the standard variety of Arabic in school and one colloquial variety at home. So, for 

learners this means that they learn varieties of Arabic at once according to the appropriate 

contexts. For example, in one class the teacher speaks in colloquial but writes in standard. In 

another set up, the teacher teaches one session in standard Arabic focusing on the written form, 

and then in another session teaches the colloquial focusing on the spoken form. 

 

The second female interviewed teacher's view coincides with the first interviewee's view.  

For the second female teacher who is interviewed and her receptiveness, she stated that first of 

all the students’ needs should be taken into consideration; otherwise, there will be no point to 

integrate. She adds that some students learn Arabic to communicate and they need to learn MSA 

only when they read Arabic texts. She expresses her view by saying: * 

Personally, I am very receptive to follow an integrated approach, but only in correspondence to 

the studentsô needs. The notion of studentsô needs has been ignored for a long time in the history 

and tradition of TAFL as research shows us. Therefore, the teacher should always take into 

consideration the studentsô purpose from learning Arabic. For example, if students want to learn 

Arabic solely for understanding the Qurôan, for example, then they do not need to learn the 

colloquial. On the other hand, if the students want to learn Arabic to interact with the locals in 

an Arab country then they donôt need to learn the standard. The MSA-only or MSA-first 

approach (which dominated the TAFL tradition for most of the 20th century) does not make sense 

if it doesnôt take into account the studentsô purpose from learning Arabic. 

It can be observed through the second interviewed female teacher that she refers to learning a 

language according to the purpose of its learning. In other words, the teacher should always take 

into consideration the students’ purpose from learning Arabic. Hence, her preference for the 

integrated approach and her readiness to change the traditional approach is controlled by the 

interests and needs of the students, although she claims that the implementation of the integrated 

                                                           
* Female teacher 2 opinion 
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approach in her classes has proven successful since communication is a constant need for her 

students. 

The researcher then asks another female teacher on her perception regarding the implementation 

of such an approach in the TAFL classroom. This third interviewee supports the idea but refers 

to some barriers facing Arabic language teachers in implementing this approach. She states that: 

* 

The best way to learn a language is connecting it to what is relevant to learners. Hybrid 

immersion approach is considered one of the most effective approaches and deliver immediate 

results. When it comes to Arabic language, it is essential to integrate MSA with a dialect/dialects 

as MSA is not the spoken anywhere you go. However, itôs not always easy to follow this approach 

in the TAFL classroom because most of the time we ñArabic language teachersò have to follow 

specific outlines that can hardly fit in the timeframe given for each course. 

 

This view reflects the desire of Arabic language teachers to follow this approach but due to some 

reasons they are reluctant as they have no experience in that. Therefore, it can be concluded so 

far that the three interviewed teachers are for the implementation but some are not sure about 

the possibility because of some barriers represented in the lack of experience and training, 

insufficient materials and their mindsets.  

Additionally; the third interviewed female teacher expresses not only her readiness but also her 

belief that the curricula should be designed in such a way that there is a place for the integrated 

approach even when teaching Arabic for kids. This indicates that she is fully receptive and calls 

for an immediate change. She expresses her opinion by saying:† 

                                                           
* Female teacher 3 opinion 
Ϟ Female teacher 3 opinion 
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I think all Arabic language frameworks should be changed to fit into an integrated approach 

even when it comes to TAFL for children. 

 

Another female teacher expresses her agreement with the previous interviewed teachers for the 

need of an integrated approach as a necessity for nonnative learners to interact with the people 

around them as a spoken variety is not less important than the MSA. The fourth interviewed 

female teacher seems to be so keen for this approach and says that she herself is trying all the 

time to implement it in her classes. She believes that MSA is the high variety and is learnt at 

school and used in official meeting but not the variety which is used for daily communication; 

therefore, she supports the integration in which both varieties are used, the MSA and a spoken 

variety. She expresses her view by saying: * 

I believe that integrated approach is a necessity in TAFL. The reason behind that is, the MSA is 

the formal form, where the same is and understood by all educated Arabs regardless their 

geographical location. Additionally, it is the form of language which is used in newspapers, most 

of books, news casts and the Holy Quran. Besides it is the form of Arabic used in formal speeches 

and meetings. Thus. It is the most prestigious form of Arabic. However, learning a dialect is a 

must as well, as it is needed to communicate with Arabs for everyday communication and to feel 

odd by using very strong dialect (MSA), that no Arab uses in daily communication.  

 

It can be concluded so far that the interviewed teachers of Arabic are for the integrated approach 

and believe that this approach must be implemented in the TAFL classrooms to help the learners 

use the language properly rather than learning MSA only, which is not used by Arabs in their 

daily life.  

                                                           
* Female teacher 4 opinion 
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Another TAFL female teacher also states that she is receptive to change such a traditional 

approach (teaching MSA only) into an integrated approach. She says that she is for it and uses 

it in her classes because her students are happy with it and always give her positive feedback, 

which encourages her to stick to it despite the shortage of material that helps integrate MSA and 

a spoken variety. She expresses this by saying: * 

I am very receptive and supportive to the integrated approach. I personally introduced it at my 

work place and I use it. Although I suffer because of lack of materials in different dialects such 

as gulf dialect, I am still using it, because of the amazing results and feedback I get from my 

students. 

 

The fifth interviewed male teacher emphasizes what is said before by expressing his strong 

agreement to an approach that unites both MSA and any a spoken language variety. He expresses 

how badly this approach is needed in the TAFL classroom by saying: † 

 
I think the integrated approach is one of the best approaches that could be applied in the teaching Arabic for non-

Arabs simply because it integrates MSA with any spoken variety which is badly needed in the real life situations. 

 

Regarding his readiness to adopt the integrated approach, he responds by saying:  

In my opinion, we should adapt the integrated approach because it is more practical than the 

traditional approach. When we use the traditional approach with no integration of the spoken 

variety, the learners will feel frustrated especially when they are encountered with the spoken 

variety which is to a certain extent different from the MSA form of the language. They will simply 

have no confidence in themselves as they discover that what they learn does not serve them to 

understand spoken Arabic or use it in communication. 

 

                                                           
* Female teacher 4 opinion 
Ϟ Male teacher 5 opinion 
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Hence, it can be concluded that the five interviewed male and female teachers agree that the 

integrated approach is a necessity for the TAFL classroom to enable the learners of Arabic as a 

foreign language to use it in real life situations. They believe that MSA is the formal form of the 

language and the high variety which is rarely used in real life situations, but only used in formal 

situations. Unlike dialects or spoken variety of the language that native speakers of Arabic use 

and communicate with each other on a daily basis. Therefore, it is obvious that all the 

interviewed male and female teachers are for the integrated approach and are ready for the 

replacement of the traditional approach with an integrated approach that is beneficial for them 

in their daily life. They express this in different ways. Some of them express their willingness 

to implement such approach based on the students’ needs, while others are ready to implement 

it as the only solution for raising the learners’ communicative competence. Furthermore; they 

are in disagreement regarding the order in their implementation. Whether to start with MSA and 

then a spoken variety, or to begin with a spoken variety and then to MSA. However; it can be 

said that all of them support the idea of replacing the traditional approach with an integrated 

approach and respond to research question 3 positively. 

 

Research Question 2:  

 

How do Arabic teachers perceive the role the integrated approach in raising undergraduate 

students’ communicative competence? 

The five teachers, male and female, respond to this question in a way that reflects their beliefs 

that such an approach is the best way to raise students’ communicative competence. All of them 

perceive the integrated approach as a need and a necessity for the field of teaching Arabic as a 
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foreign language. The first interviewed male teacher expresses his approval and strong support 

to the implementation of such approach and stated that he has already begun using it in his TAFL 

classes. He blames TAFL teachers who try to avoid the integrated approach in their TAFL 

classes. He expresses that by saying: * 

Iôve already begun using an integrated approach. My perception is that the field itself is only 

now beginning to acknowledge reality. To my way of thinking, teaching Arabic is almost 

impossible without appeal to the spoken language. Learning to speak an Arabic variety that is 

actually spoken in an Arabophone community is essential to enhancing communicative 

competence. This hardly needs to be said. Unfortunately, it must be said and repeated, given the 

stubborn attitudes held by many ï perhaps the majority ï in the field of teaching Arabic as a 

foreign language. 

 

This perception is positive towards the integrated approach and reflects the fact that such an 

approach is helpful for developing the students’ communicative competence. This view is 

supported by other teachers who are interviewed where they all agree that an integrated approach 

will eventually lead to communication. The second interviewed female teacher stresses and 

reinforces what the first interviewed male teacher says but she adds a point regarding the 

definition of students’ communicative competence. According to her, if communicative 

competence includes the four language skills, then an integrated approach will be the key. She 

expresses her view by saying: † 

The answer to this question depends on how you define the studentsô communicative competence. 

Of course there are standards and frameworks which measure the level of communicative 

competence, but the main issue is how to define it in the first place. Is communicative issue 

necessarily all of the 4 language skills (speaking, reading, listening, and writing)? If the answer 

is yes, then an integrated approach is going to be key in the learning experience of the students, 

                                                           
* Male teacher 1 opinion 
Ϟ Female teacher 2 opinion 
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since they cannot be considered to be communicatively competent in the speaking and listening 

skills if they only know standard Arabic.   

It can be noted that the second interviewed female teacher believes that the integrated approach 

is a good means to enhance communication if it includes four language skills (listening, 

speaking, reading and writing). Another interviewed female teacher believes that if students 

learn a language and are unable to use it in real life situations, it will be learning with no point. 

She believes that communication comes first, and since even Arab native speakers use dialects 

when they communicate with each other, then a spoken variety should be taught to enable the 

learners to use it in real life situations. She expresses her view by saying: * 

Language is communication and the only way to raise learnersô communication skills is by 

making them practice real life situations. Learners tend to remember better when they associate 

new concepts with something they can relate to. A song or a drama scene or dialogue between 

Arab friends who speaks Arabic are the best way to motivate learners to use the language. 

The TAFL teachers agree to some extent that communication is correlated with the integrated 

approach in which both varieties of Arabic (MSA & a spoken variety) are taught. The researcher 

asks the same question to the fourth female teacher regarding her view of integrated approach 

and its impact on communication. Her view emphasizes the need for the integrated approach 

when teaching Arabic to nonnative speakers. According to her, many nonnative learners 

complain that either they look funny when they speak MSA in public places, or they will not be 

able to understand people around them using dialects. She expresses her view by saying: † 

Many students who learnt MSA only, complain about people laughing at them when they use 

MSA in everyday communication, such as talking with friends, buying something from a 

supermarket or even communicating at work among co-workers. Others complain about that 

they do not understand Arabs when they communicate among themselves because they use a 

                                                           
* Female teacher 3 opinion 
Ϟ Female teacher 4 opinion 
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spoken form that is different to a big extent from MSA. That can demotivate them very much 

especially if they had reached already to high levels in learning Arabic. Additionally, learning 

one dialect can allow them to enjoy interesting aspects of life and make their learning experience 

fun, such as listening to songs, watching movies and the most important thing is that it will 

become easier to make Arab friends. Consequently, this will improve their skills. 

Another interviewed male teacher believes that communication can be achieved by nonnative 

learners only by learning a spoken variety. He strongly states that such an approach is so 

important to meet the needs of the nonnative learners and gain the ability to communicate with 

the people around them. He expresses this by saying: * 

It is crystal clear that the integrated approach is highly preferable to the traditional approach 

simply because in the integrated approach \, I, as a teacher, make sure that the learners are 

exposed to the spoken variety of the language side by side with the standard form of the language. 

In this way, the learners do benefit from what they use in communication and find its equivalent 

in the standard form of the language. In this way, progress in guaranteed to be achieved on both 

sides.  

 

It can be concluded that the five interviewed male and female teachers are in agreement in 

response to research question 2 regarding their perceptions of the integrated approach and its 

impact on raising the students’ communicative competence if implemented. They all see it as a 

promising approach for learners of Arabic as a foreign language and some of them have started 

using it in their classes. None of the five interviewed participants expresses his/her objection to 

it which proves it to be an effective approach in helping the learners of Arabic to interact with 

the people around them. 

 

 

                                                           
* Male teacher 5 opinion 
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Research question 3:  

What are the potential barriers to implementing the integrated approach in the TAFL 

classrooms?  

The researcher asks this question to the interviewed male and female teachers to see if there are 

any barriers to implementing the integrated approach. Initially, they express their readiness and 

happiness to implement the integrated approach, and at this stage, the researcher tries to find out 

if any barriers exist in replacing the traditional approach with an integrated approach. The first 

interviewed male teacher believes that students vary in their motivation towards Arabic. Some 

students whose purpose is to study Islamic sciences only have no interest in learning a spoken 

variety. They will focus on MSA and in this case there will be no justification to introduce any 

spoken variety to them as it does not meet their interest. He expresses this by saying: * 

I would guess that it is teacher attitudes, mostly. It, of course, depends upon the venue. 

Educational institutions whose purpose is to instruct Muslims whose native language is not 

Arabic in the traditional fields of Islamic sciences would naturally have no interest in teaching 

anything other than classical Arabic, and Iôve had Muslim students who were not interested in 

gaining competence in a spoken variety of Arabic. But those have been the minority of my 

students, most of whom have been non-Muslim students from western countries. Asian and 

African Muslim students may have differing motivations. 

Therefore, the willingness to learn a spoken variety through the integrated approach is mostly 

determined by the students’ interests as the first interviewed male teacher says. The other barrier 

                                                           
* Male teacher 1 opinion. 
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is presented by the second interviewed female teacher who believes that the practical side is 

more important. She expresses this by saying: * 

Munther Younes talked about this in detail. For me, I think on the practical level the most 

important barrier is the issue of choosing which colloquial to teach and how to match that with 

both the studentsô needs and the teacherôs abilities.  

This view by the female teacher is worth mentioning as we have many spoken varieties in 

Arabic, and the question which variety to teach deserves thinking of. According to her, this is a 

real barrier as we have diverse origins in the class and therefore, the selection of a dialect that 

meets the interest of all the students is not easy. 

The third interviewed female teacher says that the major barrier is not the material or the 

selection of a dialect to be taught; on the contrary, the teachers’ mindset stands as the barrier in 

implementing such an approach. She expresses that by saying: † 

The most difficult barrier is the teachersô mindset. Arabic language itself and the approaches of 

teaching it havenôt really evolved or changed like other languages, hence, itôs not easy for 

majority of teachers to accept such big change in teaching Arabic language. 

It is noted so far that the interviewed TAFL teachers are for the integrated approach, but they 

mention some barriers towards implementing it. Another female teacher expresses her view 

regarding the barriers towards implementing integrated approach by saying: ‡ 

Barriers can be summarized as lack of materials in spoken Arabic in all different dialects, which 

will burden the teacher to continuously and heavily develop materials beside their normal 

teaching jobs. Secondly, the quality of most of available materials is low, which leads to the 

same result of the first point. Indifference of many Arabic teachers to change their old teaching 

                                                           
* Female teacher 2 opinion 
Ϟ Female teacher 3 opinion 
ϟ Female teacher 4 opinion:  
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methods, especially with lack of professional developments. Less researches to find solutions for 

the confusion problems that students face when learn by an integrated approach. In addition to 

the difference of one dialect from another which might intrigue the learner about which dialect 

to choose especially if s/he has not decided yet where his/ her future will be in the Arab world. 

However, the last problem can be easily overcome as I mentioned before. When a learner learns 

a dialect, soon he can easily understand different dialects. Like the Arabs themselves.  

The fourth interviewed teacher sums up all what others present as barriers to the implementation 

of the integrated approach. She believes that it is not only the material, or the teachers’ mindset, 

but it is also the selection of dialects that stand as barriers in this regard. 

The fifth interviewed male teacher also points out to some barriers that hinder the 

implementation of the integrated approach. He agrees with the interviewed teachers that the one 

of the barriers is the dialect selection and the insufficient material. He expresses this by saying: 

* 

The potential barriers facing us from implementing the integrated approach are represented in 

the fact that there are many spoken Arabic varieties that are to some extent totally different from 

each other that may create confusion for the learners. Additionally, there is not sufficient 

materials to support the spoken variety.  

It can be concluded that the five interviewed male and female teachers agree that there are some 

barriers to implementing the integrated approach and such barriers are different. They agree that 

the lack of materials is a barrier in addition to dialect selection and the teachers’ mindset to 

change from traditional approach to an integrated approach which hinder this mission 

4.5.2. Summary of Qualitative Findings 

 

The general outcomes of the qualitative data analysis of the current study show positive 

                                                           
* Male teacher 5 opinion 
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perceptions about an integrated approach for TAFL. Five TAFL teachers who are purposefully 

selected volunteer to be interviewed. They are one-to-one interviews in which the participants 

are asked about five open-ended questions. Generally speaking, all the participants in the 

interviews believe that the integrated approach is the only way to enhance learners’ 

communication skills as it integrates MSA with a spoken variety that is used real-life situations. 

Besides, they all agree that the implementation of an integrated approach enables the learners 

to understand Arabs when they communicate with each other because they use a spoken form 

which is different from MSA. Therefore, they all believe that communicative competence is the 

outcome of the integrated approach. Furthermore, the participants believe that there are barriers 

to replacing the traditional approach to TAFL with an integrated approach and such barriers 

vary where the most complicated ones are those that deal with the teachers’ mindset. The 

participants’ perceptions in the interviews express and reflect the beginning to acknowledge 

reality as teaching Arabic is almost impossible without appeal to the spoken language. Learning 

to speak an Arabic variety that is spoken in an Arabophone community is essential to enhancing 

communicative competence. 

  It can be concluded based on the participants’ interviews that the best instructional design is 

the one that is a compromise between MSA and a spoken variety and does not reduce one on 

the expense of the other. As for the provisions to implement it, the interviews reveal that once 

we have good teachers who are qualified to teach spoken varieties, this means that two-thirds 

of the problem are solved. The outcomes of the interviews with the TAFL teachers consolidate 

the findings of the survey. Hence; the outcomes of both, the interviews and the survey, are in 

harmony and call for the integrated approach in order to raise the learners’ communicative 

competence 
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CHAPTER FIVE  

 

5. Discussion, Implications, Recommendations, and Conclusions 

 
This chapter contains five major sections. The first section presents a brief summary of the 

study together with the needs of the study and the purpose of the study, the theoretical 

framework, methodology, and research questions. The second section delivers a summary of 

the quantitative and qualitative findings, as well as a comparison of findings. The third section 

contains implications of the study, a comparison of this study to previous research, and a 

suggestion for a communicative Arabic integrated approach. The last section proposes 

conclusions drawn from the study. 

5.1.Summary of the Study 

 

Earlier approaches to language teaching emphasized textual skills at the expense of aural skills. 

With the more commonly taught foreign languages in the Anglophone systems, a turn toward 

communicative approaches to language teaching would entail an adjustment of the curriculum 

to accommodate a greater emphasis on spoken forms of the language and its four language skills, 

active as well as passive, were nurtured. Some of the more commonly taught languages, such as 

Spanish, French, and German, possess spoken varieties that approximate standard written forms 

and this will render the task relatively simple. With Arabic, on the other hand, the notorious 

differences between all spoken varieties and most written forms of the language present 

problems that have yet to be resolved in the Arabic teaching profession where a bias toward the 

textual aspects of the language is still very much alive. In order to inspire foreign language 

learners interact in real life communication, a communicative-competence methodology is 

needed. Developing language proficiency of the foreign learners can be through interactions 
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with the people around because almost always language is speech illustrated via writing. The 

speaking skills normally come before writing skill in human’s acquisition of skills.  

In some languages there are two different varieties of the language which are called high (H) 

which is used in formal contexts and the other variety is low (L) which is used in daily life 

where people interact with each other. This linguistic situation was first introduced by 

Ferguson (1959). In the case of the Arabic language, the diglossic situation is represented in 

MSA as a high (H) variety, which is a somewhat united language across the Arab World, and 

the widespread range of spoken Arabic varieties which come under the low (L) variety. 

Nevertheless, many researchers claimed that Ferguson’s classification is an inaccurate account of 

Arabic varieties. For instance, according to Fishman (1972), there is flexibility and changeability in 

the use of Arabic varieties more than Ferguson’s claimed. Holes (1995, p. 39) considered 

Ferguson’s classification of High and Low as a “misleading oversimplification”. .” Many 

researchers favored the description of Arabic linguistics as a diglossic continuum (Al-Batal 

2002; Wahba 2006; Wilmsen 2006; Younes 2006). 

There are many challenges facing TAFL teachers in teaching a spoken variety represented in 

how to teach it and whether they should teach it before or after MSA or side-by-side with MSA. 

The need for learning Arabic is increasing and the classroom approach in most private 

universities in the UAE continues to solely teach MSA, the language of books that is rarely used 

by native speakers of Arabic which will lead the learners to be unable to understand native 

speakers in any context. With the dominance of MSA over spoken varieties in TAFL 

classrooms, teachers will find it difficult to address diglossia and it will be problematic to them. 

 

Additionally, despite the huge focus on communication in teaching Arabic as a foreign language 
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to maximize the students’ communicative competence, teachers’ of Arabic still doubt whether 

teaching MSA and a spoken Arabic variety is needed. Rich literature, written by famous Arabic-

language researchers, promoted an integrated approach to teaching Arabic, in which MSA and 

a spoken Arabic variety are taught in a single course of instruction in order to maximize the 

students’ communicative competence, however, teaching solely MSA in the TAFL classroom 

is still the norm. The principle of the integrated approach is to include both MSA and a spoken 

Arabic variety alongside (Palmer 2007; Wahba 2006; Younes 2006).  Nevertheless, most Arab 

educators lack the ability to differentiate between language learning and language acquisition. 

Native speakers of Arabic acquire their spoken mother tongue at home in an unconscious 

manner while the high variety, the MSA, is learnt at schools. Consequently, foreign learners of 

Arabic should learn both varieties.  

Since very few empirical studies have investigated the perspectives’ of TAFL teachers on the 

integrated approach to teaching Arabic as a foreign language, this study is a contribution to 

filling the gap in literature. The outcomes of this study will be of great importance on not only 

the educators, but also for curriculum designers’. 

The principal purpose of this mixed-methods design study was to investigate (a) how teachers 

perceive an integrated approach for students’ communicative competence in Arabic; (b) 

whether teachers are receptive to implementing an integrated approach in the TAFL classroom 

and (c) if teachers identify any potential obstacles to implementing an integrated approach. 

The concept of communicative competence guided the study. It has applied Hymes’s (1966) 

theory of communicative competence as the basis for the theoretical framework. The idea of 

communicative competency was introduced by Hymes (1966) as a response to Chomsky’s 

(1965) concept of linguistic competence. The concept of Hymes' idea regarding communicative 
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competence was based on the thought that speakers require functional knowledge to utilize 

language in a practical manner. According to Hymes (1974), communicative competence can 

be defined as what an individual requires to know to communicate efficiently in culturally 

critical situations (p. 75). Hymes’s work places importance on the significance of using the 

language in real life situations which is as essential as being knowledgeable in grammar. In 

other words, performance is as important as competence. Chomsky (1965) argues that 

grammatical knowledge is still crucial, particularly the knowledge of rules that oversee the 

proper usage of language which is precisely imperative because without this knowledge, a 

speaker cannot sufficiently interact with colleagues of a given speech society.  

 

Some observations were conducted by linguists about how native speakers use the native 

language and found out that a spoken Arabic variety is spoken in a wider context than primarily 

stated by Ferguson (1959). For instance, Wilmsen (2006) conducted research for a doctoral 

dissertation with emphasis on modes of speech in different contexts whether conversations at 

conferences, at work, or other places used by educated speakers of Arabic  

In his study, Wilmsen found that 

 

The vehicle for discourse of the educated professionals whom I observed and with whom I 

interacted was vernacular Arabic é. Thus, even intellectuals and language professionals, 

whose very work requires them to write and declaim at the highest standards of formal Arabic, 

spent most of their professional lives (and their home lives as well) steeped in another variety of 

Arabic: the vernacular. (2006, p. 131). 

 

The other theoretical framework that guided the study was Borg’s (2003) model of language-

teacher-cognition. The model highlights the impact of teachers’ experience as learners, 
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stimulating professional education about their teaching practices. Borg included contextual 

factors such as the pressure of standardized testing, class size and time, and course load, which 

might alter teachers’ classroom practice. Borg’s model can guide this study and help identify 

sources of Arabic teachers’ belief about implementing MSA only in classroom instruction 

without ruling out possible convergence or divergence between teachers’ beliefs and practice. 

Most often, teacher cognition has a core impact on the teachers’ professional growth, which is 

critical in evaluating the mandate and behavior of the teacher in the classroom. The teachers’ 

outlined beliefs, pedagogical principles, and personal theories are usually filtered and refined. 

The teacher’s experiences as a learner or as a student can monitor his/her practices. 

 

The third theoretical framework that guided the study was Vygotsky's theories highlight the fact 

that cognition can be developed through social interaction (Vygotsky 1978), as he had a strong 

belief in the fundamental role that a community plays in the process of "making meaning." 

Vygotsky indicates that cognitive development results from social interactions stemming from 

directed learning within the zone of proximal development (ZPD) as children and their partners 

build knowledge. Vygotsky defines it as "the distance between the actual development level as 

determined by independent problem solving and the level of potential development as determined 

through problem solving under adult guidance or in collaboration with more capable peers" 

(Vygotsky 1978). Vygotsky said that the ZPD is where the child will be given the most sensitive 

instruction or guidance, coupled with a lot of encouragement, from the More Knowledgeable 

Other (MKO). The words selected were “instruction” and “guidance”, as opposite to absolute 

“full assistance”. This is because the More Knowledgeable Other will help in guiding the child 

and the child will depend on himself/herself in developing his/her skills. By allowing him/her do 
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it individually, the child’s mental functions will be developed faster which leads to speeding the 

child’s cognition. According to Vygotsky (1978), the key to learning is social interaction which 

needs a skilled educator who may model manners and/or offer oral instructions for the child. 

Vygotsky considers this as cooperative or collaborative conversation. The child tries to 

understand the orders conveyed by the educator (often the parent or teacher) then adjusts the data, 

using it to govern his/her own performance. As social interaction plays an essential role in 

developing cognition, cognition development, according to Vygotsky, is a consequence of an 

“active” interaction between both the individual and the society. This active relationship 

represents a relationship of support between the two. Just as society has an influence on the 

individual, the individual also has an effect on society. Children can never learn if they are 

separated from the society, or are prohibited to interact with it. From day one at school, a child 

gets to know his teacher and later s/he get to know other teachers. The process of learning also 

required him/her to work closely with other people in addition to his/her teachers, such as 

classmates and older students. The older the child is, the more his social learning will be through 

social interactions. Children are taught and learned in social environments, and they often come 

up with social meanings. Hence; the outcome of these social learning experiences, children were 

able to gradually develop and grow.  

Mixed methods methodology is implemented in this research study which entails sequential 

explanatory design that is carried out in two chronological phases, that is, quantitative data 

collection then qualitative data to give an in-depth understanding of the quantitative findings. 

The researcher used this method to respond to the following research questions:  

What are the perceptions of the Arabic language teachers concerning the implementation of an 

integrated approach in the TAFL classroom? 
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 How do Arabic teachers perceive the role of the integrated approach in raising undergraduate 

students’ communicative competence? 

What are the potential barriers to implementing the integrated approach in the TAFL 

classrooms?  

 

5.2.Summary of Findings 

 

5.2.1. Quantitative Findings 

 

In the quantitative phase, the researcher used a survey adapted from Abdalla and Al Batal’s 

(2012) ATS.  In their research, they stated the outcomes of the TAFL teachers in the US colleges 

to deliver an inclusive profiles of TAFL teachers and their approaches and needs. The survey 

showed that most educators support integration of both MSA and spoken Arabic varieties, 

despite the fact that the survey revealed that the current practices and the implemented Arabic 

curricula do not reflect the educators’ views.  

In this study, the adapted Arabic Teachers Survey ATS (Abdalla & Al-Batal 2012) is used as a 

key method of gathering quantitative information. The total number of items on the survey are 

44. The researcher conducted the study in person, to ensure that the questionnaires are filled in 

the right format. A collection of data from these universities took more than two weeks. 

Furthermore, the analysis of the gathered data used SPSS software that was done over a period 

of about three weeks. The personal variable and work environment of the participants are 

described in the items from 1 to 21 in the questionnaire. Such description is listed below in a way 

that reflects sample comprehensiveness and objectiveness of the study. The SPSS analysis of the 

personal variables and work environment are attached for further details.  

(see appendix F) 
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5.2.2. Sample comprehensiveness 

 

5.2.2.1.Introduction  

 

The purpose of the study was to investigate the perception of teachers of Arabic towards the 

integrated approach to teaching Arabic. The sample size was 40 teachers who are teaching 

Arabic as a foreign language. The study used surveys and interviews to collect data from the 

teachers. It used research questions that were able to investigate the depth of issues and definite 

view surrounding the integrated approach. Given the purpose of the study, the sample was 

carefully selected to ensure direct insights into the field of teaching Arabic to foreigners. Thus, 

the sample consisted only of teachers who were direct influencers. Another important factor in 

sample selection was the comprehensiveness of the sample, which was accomplished by the use 

of string variables. These variables included personal variables, such as demography, as well as 

the work environments of the participants. The sample comprehensiveness was tested through 

the use of Statistical Package for Social Sciences (SPSS) for analysis. (see appendix F). The 

following sections detail the results of the analysis. 

Gender of the participants: 

The study applied the use of simple random sampling which is an unbiased technique that gives 

all participants an equal probability to be chosen. This led to the inclusion of both male and 

female participants in nearly equal numbers. 

Age of the participants: 

Due to random sampling, there was a wide range of the ages, with the participants falling 

between 20 and 60 years. The median age was however 30-39 years from both the male and the 

female sample.  
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Native spoken Arabic variety: 

The study recognizes that native Arabic is considered a major contributor to the negative 

perceptions on the implementation of the integrated approach among the teachers, and thus, aims 

to categorize participants’ spoken variety. It revealed that majority of participants speak 

Egyptian and Levantine varieties. However, still, amongst the sample, there were those who 

speak Sudanese, Chinese, Urdu, WOLOF and Russian varieties.  

Mother’s tongue: 

The study further revealed that there were teachers who did not speak a native spoken Arabic 

variety. Those constituted 22% of the sample, the majority of which, had English as their mother 

tongue.  

Non-native TAFL teaching and living in Arabic countries. 

The study sought to establish the length of years that non-native TAFL teachers had lived in 

Arabic countries. This is in regard to the mastery of the language as well as how their stay 

coupled with their interaction with the native speakers would influence their perceptions towards 

an integrated approach. It revealed that the range was between 4 years up to 25 years living in 

Arab countries, offering a large variety for comparison in experiences and how they correlate 

with number of years of experience in the field.   

Range of degrees held by teachers. 

Another important aspect is the education levels of the teachers. This is in regard to the concern 

that Arabic programs needed to hire more qualified teachers. There was also a concern about 

barriers in the attainment of fully accredited qualifications in the teaching of non-native 

speakers. Of the sample, 55% were found to be Ph.D. holders followed closely by MA degree 

at 30%. The rest of the members of the sample had other degrees such as M.S., B.A, and B.S. 
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Discipline 

The surveyed teachers cover a large range of specialties, with the majority specializing in Arabic 

linguistics at 40%, while 25% have specialized in Teaching Arabic as a Foreign Language. Other 

disciplines that cover the remaining percentage are literature, applied linguistics, general 

linguistics and Middle Eastern studies.  

Experience and workplace. 

The study showed that 55% of the participants had more than 10 years of experience. With 

regards to the institutions where the surveyed teachers worked, a significant percentage (75%) 

was at private universities.  

Ranks of the sample. 

With the realization that department and school heads contribute significantly a lot towards the 

implementation of the integrated approach, the study addressed the ranks of the sample. It was 

established that there are different ranks with the highest ranks being professors in the order full, 

associate and assistant professors. There were also lecturers at entry level and senior 

lecturers.  However, most of the surveyed teachers were senior lecturers and assistant professors. 

Job status and what they were hired to teach 

90% of the sample work on a full-time basis with only 10% working as part-time. Of these, 52% 

indicated that they were hired to teach Arabic primarily while 42% were hired to teach it as a 

secondary subject 

Reasons for teaching and level of being valued by the department. 

Interestingly, a large proportion of the participants, 90%, stated that they teach Arabic for the 

simple reason that they love it. Moreover, 90% of the sample stated that they are valued by their 

departments with 94% stating that they are satisfied.  
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Teaching load and size of their classes 

The majority of the sample has more than 8 contact hours in a week. The majority of them 

further have an average of 10-15 students in their classes. The strength of the sample here is 

quite well revealing in that the contact hours of the teachers has a significant impact on their 

perception towards implementation of the integrated approach.  

Student’s descent/ heritage 

The majority of the sample had 10-20% of their students with Arab origin. On the other hand, a 

majority had 20-40 % of their students from non-Arab Islamic heritage. It is therefore evident 

that majority of the students are non-native speakers who can highly benefit from the integrated 

approach.  

5.3.Research Questions: 

 

5.3.1. Research question 1: 

 

What are the perceptions of the Arabic language teachers concerning the implementation of an 

integrated approach in the TAFL classroom? 

The first research question aimed to investigate the perceptions of the Arabic language teachers 

of the integrated approach and its implementation in the teaching of Arabic as a foreign language. 

The findings reveal the participants have a positive attitude towards the implementation of the 

integrated approach in their classes, which means interest in adopting the integrated approach 

(IA) to TAFL. Around 70% of the sample believe that students learn Arabic to read Arabic texts; 

however, 85% disagreed that teaching MSA to nonnative speakers is the solution to Arabic 

language diglossia.  Additionally, 90% of the nonnative TAFL teachers disagreed that MSA 

should be taught only to nonnative speakers with no other spoken varieties. Similarly, 85% of 

the native TAFL teachers are against teaching MSA only to nonnative learners. On the one hand, 
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these outcomes show that the participants in the study support the implementation of the 

integrated approach in the TAFL classrooms where the two varieties of the Arabic language are 

taught side by side and where the students communicate and read Arabic texts. On the other hand, 

the findings also support the existing literature in which Al Batal (2017) states that: Approaching 

Arabic as one and creating space for the dialect within the Arabic curriculum would help us 

develop curricula that are more in tandem with new approaches to language pedagogy whether 

they are proficiency-based, task-based, or content-based.  The current study’s findings add to the 

research that has been conducted by Belnap (2006), Husseinali (2006), Palmer (2008), and 

Wahba (2006), all of  whose studies argue that the students’ Arabic language needs have changed 

and that the students’ key inspiration for studying Arabic is to communicate with native speakers. 

To conclude, the perceptions of the Arabic language teachers concerning the implementation of 

an integrated approach in the TAFL classroom is positive and the majority of the participants 

support the use of such an approach. However, the analysis also shows that some teachers are 

reluctant to abandon the traditional approach, one that uses MSA only.  This finding is supported 

by literature and is evident in two surveys of Arabic language instructors in US colleges which 

examined the profiles, attitudes, beliefs and dispositions of Arabic language teachers there. The 

first study was by Belnap (1995). It provided a picture of the institutional setting of teaching 

Arabic in the US including the types of instructors in the TAFL field, their training and their 

priorities. The second study was conducted by Abdalla and Al-Batal (2017). It surveyed 

approximately 50 percent of all college instructors of Arabic in the US, describing their profiles, 

needs and perspectives. The current study expands on their work and unveils the attitudes of AFL 

instructors by focusing exclusively on instructors and their readiness to implement the integrated 

approach in the TAFL classroom. The current study’s examines whether or not its participants 
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use an integrated approach in their classes. It also seeks to understand what drives these teachers 

to adopt the integrated approach, how they resolve some of its challenges, how they integrate 

MSA and a dialect in their teacher talk, and what some characteristics of their dialect register are.  

The findings in the qualitative phase prove that some of the teachers use an integrated approach 

in their classes, but the findings also suggest that the major difficulty facing them is that there is 

not enough material that integrates MSA and spoken vernacular.  

Furthermore; this  research question was designed to investigate the readiness of the Arabic 

language teachers to replace the traditional approach to TAFL, where the focus is only on MSA 

with an integrated approach, where the emphasis is on both MSA and the spoken vernacular. The 

majority of the respondents (97.5%) agree that MSA is more highly regarded by teachers in the 

AFL than the spoken vernacular. These results reflect their traditional approach, which focuses 

on MSA and ignores the spoken vernacular. It can be deduced that they are afraid to change their 

style of teaching although they might like to. This is consistent with Borg’s language Teacher 

Cognition Model (2003) which highlights the impact teachers’ experience as learners have on 

their subsequent teaching practices. The move by Arabic teachers to teach MSA exclusively and 

ignore the teaching of spoken Arabic could be a product of their individual learning experiences 

in school, where much of the teaching was carried out in MSA. However, the participants’ 

responses towards training courses on how to teach using an integrated approach are positive. 

Eighty percent of the participants agree that such training courses should be done in the early 

stages of teacher training and not in the later stages. Therefore, this reflects that they are ready 

and receptive to the idea of replacing their traditional approach with an integrated one. 

Additionally, 87.5% disagreed that MSA is the only form of the Arabic language that is worth 

teaching and learning. It can be concluded that TAFL teachers believe that the spoken vernacular 
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is a variety of Arabic that is worth learning as well. The findings also reveal that although the 

teachers of Arabic hold positive attitudes toward the integration of colloquial Arabic, they tend 

not to teach the spoken vernacular in their classes. This is consistent with the belief, expressed 

by Isleem (2017), that there are two major obstacles preventing more teachers from implementing 

an integrated approach. These are the lack of training for teachers of Arabic as a foreign language 

and the reluctance of older teachers to break away from the traditional teaching practices that 

focus exclusively on MSA.  

To conclude, the findings reveal that the participants are ready to replace their traditional style 

teaching with an integrated approach despite the fact that they are still using the traditional 

approach in their classes. The findings also indicate that the majority of the participants use the 

traditional approach because they lack the skill to deal with the integrated approach, and because 

they are affected by their experiences as learners.  

5.3.2. Research question 2: 

 

How do Arabic teachers perceive the integrated approach in raising undergraduate  students’ 

communicative competence? 

The second research question aimed to investigate how Arabic teachers perceive the integrated 

approach and its impact on raising students’ ability to communicate with the people around them. 

The findings of this research question reveal that 90% of the participants agree that students who 

are proficient users of the spoken vernacular have an advantage over those who can only use 

MSA. The result reflects reality because native speakers communicate with each other using the 

spoken vernacular and not MSA. Hence, students who know the spoken vernacular have the 

ability to communicate with native speakers, unlike students who know only MSA used in books 

and formal meetings. Furthermore, it is clear from the responses of the participants that students 
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primarily learn Arabic to interact and communicate with native speakers with 95% of the 

respondents agreeing that students learn Arabic to be able speak with native speakers and read 

Arabic texts. The results reflect the need for an approach that unites both MSA and the spoken 

vernacular. It can be concluded that the four language skills are inseparable. In the light of the 

results here, there is a need for an integrated approach that links both MSA and the spoken 

vernacular. The findings all reveal that, the majority of the participants disagree that students 

with MSA only can understand the language of the native speaker when they communicate with 

them. To be precise, 87.5% disagreed with the idea that MSA is sufficient simply because MSA 

is not the variety of communication used by native speakers. Thus, students with MSA only will 

not be able to communicate with native speakers, which is another proof that a student should 

learn a dialect in addition to MSA to socialize with native Arabic speakers. In other words, an 

integrated approach will be more suited to this goal. This is emphasized by Shiri (2013) who 

documents parallel student experiences in speaking MSA in other countries. Her results confirm 

that using MSA for everyday communication is problematic and that use of the spoken vernacular 

opens doors for deeper conversations. Besides, 95% of the participants in the study agree that 

native speakers welcome students who are familiar and can speak an Arabic variety. It can be 

deduced that these findings are a reflection of the participants’ view regarding the value of 

learning a spoken variety in addition to MSA. Thirty-nine of the participants representing 98% 

of the sample agree that students need to know both the spoken vernacular and MSA to be able 

to read Arabic texts and communicate with native speakers of the language. These results can be 

considered a call for an approach that unites both ‘high’ (MSA) and ‘low’ (spoken vernacular) 

varieties of Arabic in order to improve students’ ability to communicate.  The findings of this 

research question are in harmony with the findings in previous studies that concluded an 
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integrated approach raises students’ communicative competence. According to Younes (2006), 

the integrated approach is built on the assumption that learners study Arabic in order to achieve 

proficiency in all language skills (listening, speaking, writing and reading). This cannot be done 

if you are teaching Fuṣḥā only or ‘āmmiyya only (Younes 2006). 

This agreement between the findings of this research question and the literature review supports 

the belief that  students should learn both varieties of Arabic and highlights the fact that 

communicative competence always comes first and cannot be achieved without an integrated 

approach; that is, one that utilizes both MSA and the spoken vernacular.  

5.3.3. Research question 3: 

 

What are the potential barriers to implementing the integrated approach in the TAFL 

classrooms?  

The fourth research question investigates the integrated approach and the barriers to 

implementing it. These barriers may arise if teachers of Arabic believe they are incapable of 

teaching a dialect other than their own; if they are concerned about coordination issues (which 

may arise if more than one teacher teaches more than one class); or if they believe that teaching 

spoken Arabic varieties is not easy because published material does not exist (or if it does, it is 

insufficient).  

The current study’s findings reveal that 29 teachers representing (72.5%) of the TAFL teachers 

feel they are capable of teaching a spoken variety other than their own in their classes. In contrast, 

10 teachers representing  (25%) feel they can do so but only to a more limited extent and 0ne 

teacher representing (2.5%) believe they can do so but only with some difficulty. The finding 

that the majority of teachers feel capable of teaching a spoken dialect is consistent with Najour 

C. (2017 p. 171). In this study, one of the interviewed instructors stated: “It is the responsibility 
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of every Arabic teacher to have the ability to teach a dialect other than his or her own.” The same 

instructor argues that: “As teachers of Arabic, we are part of this new generation of speakers and 

users of Arabic, and we are being called upon to show that we can and we should be able to teach 

. . . at least the basic structures [of a dialect that it not our own].” Najour C. (2017 p.171).  

Results from the present study also reveal that nearly all the participants believe that coordination 

between classes should be arranged if there are several classes for Arabic taught by more than 

one instructor. Thirty-three teacher, representing 82.5% of the total sample, believe that 

coordination is very important. In contrast, 12 teachers representing (12.5%) believe it is not 

greatly important and 2 teachers representing (5%) do not support coordination at all. The 

importance of coordination is emphasized by Ferguson (1959), who states that such coordination 

helps Arabic teachers understand the relationship between their own dialect and the dialects of 

other Arabic teachers participating on the course. In addition, it helps teachers realize that the 

different dialects share many aspects in common. However, which dialect to teach is based on 

the preference of both teachers and the students in different courses.   

The results of the study also reveal that 90% of the participants disagree that one of the barriers 

to teaching a spoken variety is the lack of material to be taught. This view, that there is sufficient 

teaching material, is supported by a study conducted by Najour C. (2017). It indicated that many 

schools in the US have adopted new Arabic textbooks called Al-kitaab fii Ta ᶛallum al- Arabiyya 

and Arabiyyat al- ᶛNaas, both of which integrate colloquial Arabic materials within the Arabic 

curriculum. Nevertheless, in the current study four of the participants representing (10%) oppose 

the teaching of a dialect because they believed there was a shortage of appropriate material and 

that the requirement to develop such material would add considerably to the burden they face in 

their normal teaching jobs. In addition, these teachers raise the issue of dialect choice, asking 
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which dialect should be chosen and for what reasons. Overall, it can be deduced here that the 

implementation of a spoken variety is possible. There is a perception amongst a few teachers in 

the current study that a number of barriers to the teaching of a dialect exist; however, this is not 

the belief held by the majority.    

5.4.Qualitative Findings 

 

The general outcomes of the qualitative data analysis of the current study show positive 

perceptions about an integrated approach for TAFL. Five TAFL teachers who are purposefully 

selected volunteer to be interviewed. They are one-to-one interviews in which the participants 

are asked about five open-ended questions.  

The first research question sought to find out the readiness of the TAFL teachers to implement 

such an approach in their TAFL classrooms. Three main themes are revealed in response to this 

question by the participants. The first theme is the different forms of integration in the 

implementation of such an approach in the classroom and with what form teachers should give 

priority to. The participants agree on the concept, but some prefer to start with MSA and then 

shift to a spoken variety while others consider to begin with a spoken variety and then shift to 

MSA and the third view value teaching both at the same time. The second theme is linking the 

integrated approach in teaching Arabic in a way that mirrors the integrated way of learning that 

native speakers of Arabic follow. In other words, they believe that native speakers of Arabic 

acquire the language at home and in school they learn MSA, so this should be in the case of 

integration. The third theme is the difficulty in implementing this approach in TAFL classroom 

because most of the time “Arabic language teachers” have to follow specific outlines that can 

hardly fit in the timeframe given for each course. Hence, the five participants who respond to 

this question agree that they are in favor of implementing the integrated approach in their TAFL 
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classes but in different forms. Furthermore; this research question investigates the receptiveness 

of TAFL teachers to replace the traditional approach (MSA only) with an integrated approach 

(MSA and a spoken variety). Four major themes emerge from the interviews. The first theme is 

the receptiveness to change the approach as a compromise to what the field seems ready to 

accept. Otherwise, their preference would be a spoken variety first, then MSA. The second 

theme is the readiness to change the approach from traditional to the integrated approach in 

correspondence to the students’ needs as the notion of students’ needs has been ignored for a 

long time in the history and tradition of TAFL as research reveals. Therefore, the teacher should 

always take into consideration the students’ purpose for learning Arabic. The third theme 

focuses on Arabic language frameworks that should be changed to fit into an integrated 

approach even when it comes to TAFL for children. The fourth theme calls for providing the 

field with sufficient materials in different dialects to shift smoothly from the MSA to spoken 

Arabic varieties. 

 

The second research question tends to explore the TAFL teachers’ perceptions of an integrated 

approach and if they regard such an approach as critical in raising students’ communicative 

competence. Two major themes emerge from the interviews. The acceptability for 

implementing the integrated approach is the first theme that helps in providing a key answer for 

research question two. This theme reflects their beliefs in the integrated approach and its impact 

on maximizing the students’ ability to communicate. Additionally, this theme could be 

considered as a call for the necessity to teach both MSA and a spoken variety in order to 

maximize communication. The second theme is the need to define the students’ communicative 

competence and whether it includes learning the four language skills as the criterion to consider 
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an integrated approach to be the key in the learning experience of the students. This is because 

the students could not be considered to be communicatively competent in the speaking and 

listening skills if they only know standard Arabic.   

Generally speaking, all the participants in the interviews believe that the integrated approach is 

the only way to raise learners’ communication skills as it integrates MSA with a spoken variety 

that practices real-life situations. Besides, they all agree that the implementation of an integrated 

approach enables the learners to understand Arabs when they communicate with each other 

because they use a spoken form which is different from MSA. Therefore, they all believe that 

communicative competence is the outcome of the integrated approach. 

The third research question investigates the potential barriers to replacing the traditional 

approach to TAFL with the integrated approach. Four themes emerge that direct the answer to 

the research question. The first theme is the teachers’ attitudes, and mindset as the Arabic 

language itself and the approaches to teaching it have not evolved or changed like other 

languages. Hence, it is not easy for the majority of teachers to accept such a big change in 

teaching the Arabic language. The second theme is the venue, in other words, educational 

institutions whose purpose is to instruct Muslims whose native language is not Arabic in the 

traditional fields of Islamic sciences would naturally have no interest in teaching anything other 

than classical Arabic. The third theme is the issue of choosing which colloquial dialect to teach 

and how to match that with both the students’ needs and the teacher’s abilities. The fourth theme 

is the lack of materials in spoken Arabic in all spoken varieties besides their low quality. 

Furthermore, one of the barriers is the choice of which dialect to teach.  

To conclude, the participants believe that there are barriers to replacing the traditional approach 

to TAFL with an integrated approach and such barriers vary where the most complicated ones 
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are those that deal with the teachers’ mindset. The participants’ perceptions in the interviews 

express and reflect the beginning to acknowledge reality as teaching Arabic is almost impossible 

without appeal to the spoken language. Learning to speak an Arabic variety that is spoken in an 

Arabophone community is essential to enhancing communicative competence. 

 

5.5.Teachersô Attitudes towards the Integrated Approach in Teaching Arabic as a  

 

Foreign Language: Implications and Suggestions 

 

The field of TAFL is a rich environment with many aspects to be explored and objectives to be 

achieved. As TAFL teachers, there are many things to be learned and additions to be submitted 

to the field. Despite the fact that the TAFL teachers viewed spoken varieties as a must to enhance 

communication in a very positive way, the question of how it could be combined into the 

curriculum with MSA remains an ongoing debate between TAFL figures. The study showed 

that Arabic language teachers defined the integrated approach differently. The participants did 

not agree on how to implement the integrated approach whether a spoken variety should be 

taught with MSA simultaneously or separately. No agreement emerged in this regard. Hence, 

teachers have to take into consideration many aspects in their efforts in the future to construct 

an integrated approach to Arabic language. 

Firstly, curricula developers should be aware of the fact that different forms of integration in the 

instructional design might aid the students to attain communicative competence, in other words, 

it is not one formula of such integrated approach that without it no communicative competence 

would be achieved. Secondly, if curricula developers suggest and propose a new curriculum 

design, teachers should be able to know how to use the new curricula properly in a way that best 

serves the students’ needs and aims in learning Arabic. Thirdly, to enable teachers to deal with 
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the newly designed curricula, they need professional training on how to direct that curricula 

towards raising and maximizing their ability to communicate in the target language. In other 

words, the new design should be implemented properly eradicating and removing the MSA 

ideology and concentrating on delivering a purposeful communicative approach which is 

supposed to be the key training objective. The field of TAFL deserves exploring and requires a 

holistic approach to developing it in a way that would entail offering teacher professional 

development and trainings for academic research. One essential role for skilled trainings would 

be to encounter misunderstandings regarding new approaches in teaching Arabic and supporting 

the benefit of teaching Arabic stressing the value of communicative competence. The abundance 

of new designs for curricula that deals with new strategies to teaching Arabic as a foreign 

language and teaching resources would be the right support for the Arabic programs in the 

country that would consequently have positive outcomes on Arabic classes and the increase in 

the students’ enrollment number that would lead to the increase in the demand for skilled Arabic 

educators.  

It is clear that many aspects should be taken into consideration before we propose a TAFL 

integrated approach. This part delivers description for the suggested design for an integrated 

approach that takes into consideration the outcomes of the study and related literature. The study 

revealed that TAFL teachers are in agreement regarding the reasons for learning Arabic and 

expressed two reasons for that. The first reason why students learn Arabic is to communicate 

with native speakers of Arabic and the second reason is to read Arabic texts in Modern Standard 

Arabic. These are the top two reasons why students learn Arabic as a foreign language. The 

majority of the participants in the study agreed that in order to accomplish this objective, learners 

need to be proficient in both, MSA and a spoken Arabic variety. All participants believed that 
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communicative competence must be the main target any Arabic language program. This brief 

should highlight and shed light on the integrated approach in a way that guarantees balance in 

emphasis between both, MSA and a spoken variety.   The participants agreed that teaching 

Arabic is almost impossible without appealing to the spoken language. Learning to speak an 

Arabic variety that is actually spoken in an Arabophone community is essential to enhancing 

communicative competence.  Furthermore, they all agree that in order to understand and use the 

Arabic language to convey different functions, learners need communicative competence in all 

the language functions conveyed via spoken Arabic and not MSA. Understanding both MSA 

and spoken Arabic will enable nonnative speakers grasp and be familiar with different types of 

texts such as selling, buying, and in addition to formal or informal communications. If the 

nonnative learners are able to understand both MSA and a spoken variety, there will be a 

possibility to communicate despite the fact that they may encounter some linguistics problems 

and limitations.   

One of the barriers to teaching a spoken Arabic variety is dialect choice. According to Holes 

(1995) “speakers from geographically neighboring areas do not have difficulty understanding 

each other’s spoken Arabic. Yet an investigation of student and teacher attitudes and abilities 

reveal that a curriculum-driven dialect choice is not a deal-breaker for many”. Holes added” 

Arabic speakers of different spoken Arabic varieties rely on language accommodation and 

diglossic code-switching strategies, avoiding words that are less frequently used or words that 

are specific to their regions and replacing them with common words that are understood by most 

Arabs from different regions, or with MSA words” (Holes 1995). According to the NMELRC 

survey, 86% of students are interested in learning either Levantine or Egyptian SCA. These are 

popular dialects for which many well-developed materials are already available (Al-Batal & 
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Belnap 2006, 396).Shiri found that students’ preferences for study abroad location and dialect 

focus changed after students had actually visited the Arab world.    

Younes (2015) provides a detailed discussion of the reasons why programs opt to focus 

exclusively on MSA and refuse to integrate any dialect elements in the Arabic classroom. Such 

reasons include the fear of causing confusion among students and the lack of consensus in the 

field on which Arabic dialect to teach alongside MSA. According to Younes (2015), a common 

argument that is made by teachers who hold such views is that instruction should focus on MSA 

while the students are in the US. If and when students travel to an Arabic-speaking country, then 

they can learn the dialect of that country. In this view, teachers avoid causing their students 

confusion and at the same time avoid making a choice for which dialect to teach. Most 

importantly, they keep their students’ Arabic “free and clear” of any possible dialect influence. 

This firewall vision of Arabic is problematic on many fronts. The separation it creates is artificial 

and stands in sharp contrast with the linguistic reality across the Arab world, where MSA and 

the dialects coexist harmoniously and interact and intersect constantly in a wide variety of 

spheres. To deprive students of Arabic of dialect input is to deprive them of the chance to learn 

how to communicate naturally with the vast majority of Arabic speakers who do not feel 

comfortable interacting in al-Fuṣḥā and limit their ability to learn about Arab cultures. 

According to Al Batal (2012), in the sphere of literature that has traditionally been dominated 

by MSA, colloquial Arabic is being used as a medium of expression alongside MSA in narration 

and dialogues in a growing number of new novels in countries such as Egypt, Lebanon, and 

Morocco ( Al Batal 2012). The same phenomenon can be observed in modern Arab rap music 

where some young Arab hip-hop artists are utilizing a mix of MSA and dialect as a new medium 



159 

 

of artistic expression. Spoken Arabic is also found in materials such as the Al-Kitaab textbook 

series and Mastering Arabic. These materials presents and focus on spoken Arabic side-by-side 

with MSA. Another famous book series entitled Arabiyyat al-Naasn, by Younes, that focuses 

on teaching students to read books and magazines in Arabic in addition to communicate with 

native speakers of Arabic. Younes’s textbook series presents both forms of Arabic language, the 

MSA form that highlights reading, writing and conversing in a formal way with integration to 

the spoken Levantine variety that is employed in everyday real life situations in Jordan, 

Palestine, Lebanon and Syria. The book presents the two varieties, MSA and the spoken one, at 

the same time.   

The implications of this current study and the relevant literature stress the need for a new Arabic 

instruction that holds new learning practices. Accordingly, this research suggests a new design 

that applies an integrated approach in which MSA is the basis and spoken Arabic varieties as 

the extension of that new form.  

This new design will take into consideration the diglossic sociolinguistic meaning in a way in 

which formal situations would be presented using MSA and the informal situations to be 

presented in a spoken Arabic. The convergence of the two varieties, MSA and a spoken variety 

of the language would help nonnative learners of Arabic. According to this design, the three 

levels of proficiency will be included in the textbooks which are: starter, intermediate and 

advanced.  Providing such textbooks would constitute the six main paths demonstrating the 

major spoken varieties which are: Levantine, Egyptian, Iraqi, Sudanese, Arabian Peninsula and 

Moroccan. Support textbooks would constitute six major tracks representing the major spoken 

varieties: Egyptian, Levantine, Iraqi, Arabian Peninsula, Sudanese, and Moroccan. Every path 



160 

 

will tackle two levels—beginner and intermediate in the same textbook as advanced Arabic 

books are usually written using MSA form. 

Most of the participants considered Levantine and Egyptian varieties as the most useful to be 

learned due to the fact that these two varieties are the most popular because of the media 

exposure and due to the fact that they are spoken by the majority of people in the Arab world. 

Nevertheless, including other varieties in the textbooks would be an advantage and the 

determiner will be the learners’ need and the availability of educators who can introduce them 

to the learners. Unless MSA textbooks stress the four language skills (listening, speaking, 

reading and writing), the learners will not be able to communicate in a meaningful way. While 

MSA textbooks focus on grammar and the right formation of sentences, the other spoken 

varieties will focus on receptive skills in the various spoken varieties.   Teachers will also 

introduce the written forms of spoken varieties that appear in social media, expose students to 

situations in which spoken Arabic is written, such as Arab social media, local poetry, and 

coming-of-age novels. This instructional design should be applied with the below listed goals 

in mind:   

1- Arabic programs can find different ways to integrate, but the decision must first be made 

to perceive MSA and the dialects as part of one Arabic and that they both have legitimacy 

in the classroom. 

2- Arabic programs can adopt different approaches to deal with mixing MSA and the 

dialects. 

3- The fact that students mix incorrectly should not be blamed on integration, but it should 

be seen as a natural phase of the student’s evolving interlanguage. 
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4- Despite the different approaches to integration and the different ways of implementing 

it, most Arabic programs share the conviction that it is the responsibility of the Arabic 

program to empower learners to communicate in a way that approximates the 

communication that takes place in the real world of Arabic, and to equip them with the 

ability to comprehend variation, apply it, and, most importantly, appreciate it. 

5.5.1. Recommendations 

 

It has been proven that students are able to attain complete communicative, linguistic and 

cultural proficiency in courses that include both MSA and a spoken variety and whose units 

have a close connection. The recommendations below are based on survey and interview results 

and are a useful guide to aid in successfully implementing the proposed Arabic instructional 

design. 

Teachers need professional training that focuses on the reasoning behind the integrated approach 

(Halliday & Matthiessen 2013). This training needs to discuss the structural approach as well as 

explore various techniques for implementation. Teachers who have implemented the program 

should be in a position to share their feedback and experience. Ultimately, the aim of the training 

is to bring a shift in attitudes in both teachers and students on the integrated approach to Arabic-

language instruction.  

Departmental support should be offered in colleges and universities in regard to the integrated 

approach to the Arabic language (Halliday & Matthiessen   2013). This should be through 

providing them with funds and encouraging them to enroll in training. This will help in changing 

their perceptions of the integrated approach and therefore enable them to move towards a 

balanced view of diglossia.  



162 

 

Similarly, due to a high number of students, Arabic programs should hire more teachers who 

are qualified. Additionally, it is good to note that helping teachers of Arabic have confidence in 

the application of the integrated approach does not address the huge gap that is present in regards 

to attaining fully accredited qualifications in the teaching of non-native speakers (Alwazir & 

Shukri   2016). For example, there is the case of English whereby the Certificate and Diploma 

courses in English Language Teaching to Adults (CELTA and DELTA) are a precondition for 

anyone that may wish to teach English to non-native speakers.  Till now, there is a lack of any 

formal teacher training qualifications either in schools or in higher education. The study notes 

that the teaching of Arabic will continue to trail behind the teaching of English if it continues to 

be a profession viewed as not deserving development, by both departmental heads where Arabic 

is taught and the teachers of Arabic themselves.  

Universities should stop hiring unqualified teachers since this turns Arabic teaching to a 

subordinate profession, thereby leading to unprofessionalism in terms of teaching pedagogy 

(Alwazir & Shukri 2016). Teachers also need to be convinced that spoken dialects are an 

essential part of the Arabic language that learners need not be discouraged from learning.  

Students need to be provided with better support in integrated foreign language classrooms. It 

was evident that many students lacked skills requisite to seamlessly navigate the integrated 

approach (Wahba, Taha & England 2014). Here, teachers who learned Arabic as a foreign 

language can make vast contributions through sharing lessons from their learning journeys.  

There should be materials designed from within the institutions to link MSA and spoken Arabic 

structures together. It is especially crucial to ensure the smooth running of the approach which 

makes training the key (Halliday & Matthiessen 2013).  Another possibility here could be 
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designing and delivering a “training the trainer” course in the integrated approach which could 

thereafter be delivered in institutions that are interested in adopting the methodology.  

There should also be the use of different textbooks by Arabic teachers who wish to adopt the 

integrated approach. This is in introducing both the spoken and the written side of the language. 

Besides, more accredited course opportunities should be introduced in several countries so as to 

train Arabic teachers on the integrated approach (Wahba, Taha & England 2014). This will 

further help in dispelling their fears that it is not possible for them as well as the students to 

study MSA and a dialect simultaneously.  

There should be collaborations between Arabic associations and university programs alliance. 

The collaborations should then be able to provide grounds for sharing resources to foster 

innovation and creativity in the development of the curriculum as well as an assessment of 

language systems (Alwazir & Shukri 2016). 

An online public platform for open resource sharing also needs to be established. This is due to 

the fact that resources that support an integrated approach are quite difficult to find (Wahba, 

Taha & England 2014). This barrier, especially for teachers and students, can, therefore, be 

eliminated through the availability of an online platform that has got these resources.  Lastly, 

real communication in Arabic should be taught in such a manner that duplicates the natural 

speech of those native speakers who are educated.  

5.5.2. Conclusions 

 

The study examined the perception of Arabic teachers concerning an integrated approach for 

TAFL. It focuses on getting their views on what constitute communicative competence in Arabic 

as they reveal their language ideologies. It attempts to predict future expectations and 

developments within the field. It reveals that there is a shift/changes in the perceptions of 
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teaching MSA swell as spoken Arabic. This is regardless of the narrow scope/dispersion that is 

present in its implementation. The delay in implementation is attributed to the lack of teaching 

materials, insufficient data available on the merits of the approach as well as lack of teacher 

training opportunities.  

It is also evident that teachers will need to develop and test materials on the basis of their 

research findings until they apply the integrated approach and seriously begin to teach 

communicative Arabic that shows the linguistic realities of the Arab world in their classrooms. 

A factor that could help in shifting Arabic teaching methodology is the development and piloting 

of teaching materials by higher education institutes. These pilot courses should; therefore, be 

assessed by both teachers and students so as to establish strong integrated Arabic programs. 

Practical solutions should also be sought amongst teachers, students, and curriculum designers.  

Finally, it is evident that the belief that the lack of an Arabic communicative approach is because 

of its diglossic nature is not true. The real barrier to having this approach is instead the teacher’s 

perception of the same. Therefore, considering the results of the study and the recommendations 

offered will hopefully enlighten the practice of teachers and even scholars in the field of TAFL 

within the UAE and in other countries. Ultimately, the key aim of the study is to focus attention 

on the importance of ranking Arabic at the same level as other foreign languages.  
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Appendices 

 
Appendix A: 

Consent Form 

 

Arabic  as a Foreign Language Teachersô Perception of an Integrated Approach 

to Teaching Arabic as a Foreign Language in the UAE northern emirates 

TESOLStream 

The British University in Dubai 

The present research is being conducted by Walid Salameh, a doctoral student at the 

Department of Education at The British University in Dubai. As part of a doctoral thesis, 

the research is done under the supervision of Dr. John McKenny. The purpose of the study 

is to examine Arabic Teachers’ Perception of an Integrated Approach in Teaching Arabic 

as a Foreign Language in the UAE 

You are invited to participate in the study as a participant in the survey.  This study 

involves gathering data from Arabic language teachers at private universities in Dubai and 

Sharjah to see whether they believe that an integrated approach increase the students’ 

communicative competence or not. 

Your participation is completely voluntary. All information obtained in this study 

will be kept strictly confidential and anonymous, and you have the right to withdraw at any 

time of the study. The results of this study will be presented as a group and no individual 

participants will be identified without their permission. 

By signing this form, you understand that your words may be quoted directly. With 

regards to being quoted, please initial next to any of the statements that you agree with: 

 I wish to review the notes, transcripts, or other data collected during the 

research pertaining to my participation.  

 I agree to be quoted directly (my name is used). 

 I agree to be quoted directly if my name is not published (I remain 

anonymous). 

 I agree to be quoted directly if a made-up name (pseudonym) is used. 
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 I agree that the researchers may publish documents that contain quotations 

by me. 

By signing this consent form, you are also indicating that you fully understand the 

above information and agree to participate in this study. If you have any queries, please 

contact the researcher on (050 7349898) or (Email: w.salama66@gmail.com) 

Participant's signature ___________________________________________  

Date: _____________________________________________  

Researcher's signature: __________________________________________  

Date: _____________________________________________  

After the survey, you will be asked if you would like to kindly participate in an interview in 

person. Your name or any other personal data will not be revealed neither in any 

publications nor in any presentations, therefore, your responses will be top confidential 
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Appendix B: 
 

You are invited to participate in a survey on Arabic Teachers perceptions of an integrated approach 

as important for students’ communicative competence in Arabic. This research project is conducted 

by Walid Salameh, a doctoral student at the British University in Dubai. 

If you are willing to take part in this research, please select. 

1. Please select one 

o Agree 

o Disagree 

   2-   Gender 

o Male 

o Female 

 3- Age 

 …………………………………………………… 

 4- Are you a native speaker of Arabic?  

o Yes 

o No 

5- If you answered “yes” to question 4, what is your native spoken Arabic variety? 

o Levantine( Syria, Lebanon, Jordan, Palestine) 

o Iraqi 

o Arabian Peninsula/Gulf ( Saudi Arabia, Kuwait, Bahrain, Qatar, UAE, Oman, Yemen) 

o Egyptian 

o Moroccan ( Libya, Tunisia, Algeria, Morocco) 

o Sudanese 

o Other (please specify) 

………………………………………………… 

6- If you answered “No” to question 3, what is your mother tongue? 

 ………………………………………………….. 

7- If you are not a native speaker of Arabic, how many years have you lived in an Arabic speaking 

country? 

……………………………………………………………. 

8- Highest degree earned 

o B.A 

o B.S 
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o M.A 

o M.S 

o PhD 

o EdD 

9- Discipline in which you have earned your highest degree. 

o Arabic Linguistics 

o General Linguistics 

o Literature 

o Applied Linguistics 

o TAFL 

o Arabic Studies 

o Middle Eastern Studies 

o Social Sciences 

Other (please specify) 

…………………………………………………………………. 

10. How many years have you been teaching Arabic as a foreign language? 

…………………………………………………… 

11. Type of institution in which you currently teach: 

o State University 

o Private University 

o Two-year College 

o Four-year College 

12. How long have you taught Arabic at the institution where you are teaching now?  

…………………………………… 

13. What is your rank within your institution? 

o Professor 

o Associate Professor 

o Assistant Professor 

o Senior Lecturer 

o Lecturer 

o Teaching Assistant 

o Adjunct Instructor 

14. What is your job status? 
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o Full time    

o Part time 

15. Where you hired primarily to teach Arabic or was teaching Arabic a secondary consideration? 

o Primary 

o Secondary 

16. I have chosen to teach Arabic because……. Please rate each of the choices below in order of 

importance  

(1 being extremely important, and 4 not important) 

o I love the language 

o It is financially rewarding 

o To share knowledge of Arab culture with non –native students 

o I love teaching 

17. MSA holds a high prestige by teachers in the AFL over spoken Arabic varieties. 

a. Strongly agree b. Agree c. Disagree d. Strongly disagree 

18. Teaching spoken Arabic to students help them better understand the Arab culture and its people. 

a. Strongly agree b. Agree c. Disagree d. Strongly disagree 

19. Students who learned only a spoken Arabic variety have communicative advantage over students 

who learned only MSA 

a. Strongly agree b. Agree c. Disagree d. Strongly disagree 

20. Students learn Arabic to be able to read Arabic texts. 

a. Strongly agree b. Agree c. Disagree d. Strongly disagree 

21. Students learn Arabic to be able to speak with native speakers. 

a. Strongly agree b. Agree c. Disagree d. Strongly disagree 

22. Students learn Arabic to be able to speak with native speakers and read Arabic texts. 

a. Strongly agree b. Agree c. Disagree d. Strongly disagree 

23. Students who know only MSA can comprehend the language of native speaker when conversing 

with each other. 

a. Strongly agree b. Agree c. Disagree d. Strongly disagree 

24. Students who speak an Arabic spoken variety are more welcomed by the native speakers and 

perceived as trustworthy. 

a. Strongly agree b. Agree c. Disagree d. Strongly disagree 

25. Students need to learn at least one spoken Arabic variety and MSA in order to be able to speak 

with native speakers and read Arabic texts. 
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a. Strongly agree b. Agree c. Disagree d. Strongly disagree 

26. To what extent do you feel capable of teaching a spoken Arabic variety other than your native 

one. 

 a. To large extent b. To some extent c. To a small extent d. Not at all 

27. Does your program offer spoken Arabic variety classes separate from MSA classes? 

 a. Yes  b. Sometimes  c. No 

28. If separate spoken Arabic variety classes are offered, what Arabic prerequisites does your 

program require for these classes? 

o No prerequisites  

o 1 year of Arabic prerequisites 

o 2 year of Arabic prerequisites 

o More than 2 years. 

29. Offering training for spoken Arabic varieties only at later stages (middle to advanced stages) of 

Arabic language instructions helps minimize students’ confusion. 

a. Strongly agree b. Agree c. Disagree d. Strongly disagree 

30. Students who learn both MSA and a spoken Arabic variety have advantage over students who 

learn MSA only  

a. Strongly agree b. Agree c. Disagree d. Strongly disagree 

31. MSA is the only form of the Arabic language that is worthy of teaching and learning. 

a. Strongly agree b. Agree c. Disagree d. Strongly disagree 

32. If a spoken Arabic variety is incorporated with MSA introductions, which spoken Arabic variety 

you believe it should be introduced? 

o Levantine 

o Egyptian 

o Arabia Peninsula/Gulf 

o Iraqi 

o Moroccan 

o Sudanese 

o Other (please specify) 

……………………………………………………………. 

33. In what way a spoken Arabic variety should be taught in an Arabic language program? 

o At the same time 

o Separately 
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o First MSA courses then Spoken variety 

o First spoken variety then MSA 

34. I personally believe that teaching MSA to nonnative speakers is the solution to the Arabic 

language diglossic situation. 

a. Strongly agree b. Agree c. Disagree d. Strongly disagree 

35. As a native speaker educated in an Arab Country, I believe that MSA should be taught only to 

nonnative speakers. 

a. Strongly agree b. Agree c. Disagree d. Strongly disagree 

36. As a nonnative speaker of Arabic, I believe that MSA should be taught only to nonnative 

speakers. 

a. Strongly agree b. Agree c. Disagree d. Strongly disagree 

37. Teaching spoken Arabic varieties is not easy because there is not a written form of it. 

a. Strongly agree b. Agree c. Disagree d. Strongly disagree 

38. Nonnative speakers should learn a spoken variety first then MSA. 

a. Strongly agree b. Agree c. Disagree d. Strongly disagree 

39. If you have several classes for Arabic taught by more than one instructor, to what extent do you 

have coordination between classes? 

a. To large extent  b. To small extent  c. Not at all 

41. To what extent do you feel you are valued by your department as a language teacher 

 a. Very valued  b. somewhat valued  c. Not valued 

42. How satisfied are you with your current job as a teacher of ARABIC? 

 a. Very satisfied  b. not satisfied  c. unsatisfied 

43. How many teaching hours do you teach per week? 

o 1-2 hours 

o 2-4 hours 

o 4-6 hours 

o 6-8 hours 

o More than 8 hours 

44. What is the average class size you teach? 

o Below 10 students 

o 10-15 students 

o 15-20 students 

o Above 20 students 
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45. What is the percentage of students of Arab descent in the classes you teach? 

o 1-10% 

o 10-20% 

o 20-40% 

o More than 50% 

46. What is the percentage of the students of non-Arab Islamic heritage (Pakistanis, Iranians,) in the 

classes you teach? 

o 1-10% 

o 10-20% 

o 20-40% 

o More than 50% 
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Appendix C 
 

Interview Questions 

General Instructions: This interview is principally composed of 12 open-ended questions 

aiming to address teachers’ perception of an integrated approach for TAFL. The interview 

is 20 minutes long. The interview questions will be given to the participants a week in 

advance to allow them the time to collect their thought be ready for it. However, the 

interviewer might ask additional questions that could emerge in the course of the interview. 

It will be made clear to all participants that they have every right not to answer any 

question(s) that they feel uncomfortable answering. 

 

1. Could you tell me about your career as an Arabic language teacher?  

- Where do you teach?  

- Number of years teaching Arabic  

- Your educational background.  

-  

2. What are the implicit and explicit Arabic linguistic ideologies that are impacting the 

teaching of Arabic as a foreign language (TAFL)?  

- Why do we hold MSA at a higher prestige?  

 

- Do we view spoken Arabic varieties as corrupted forms of the language that should 

not be taught to nonnative speakers?  

 

 

- Are Arabic teachers vocal about their negative view of Arabic spoken varieties?  

 

3. How does the Arabic program at your department address the diglossic situation of 

Arabic?  
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- Does your program offer separate spoken Arabic variety courses?  

 

- Are there any prerequisites for these courses?  

 

- What are these prerequisites?  

- What is your take on such approach for teaching Arabic?  

 

4. In your opinion and based on your experiences, what do you think of the MSA-

focused language instructions for nonnative speakers?  

 

5. Can it be confusing for a student to learn both MSA and a spoken Arabic variety at the 

same time? What spoken variety of Arabic are you able to teach? Are there enough 

instructors suited to teach all major spoken Arabic varieties?  

 

6. What is the spoken Arabic variety that would be the most popular to teach? And which 

one would you prefer and why?  

 

7. Based on your experience as an Arabic teacher for nonnative speakers, what are the 

preconceptions of MSA as the sole mode of Arabic instructions in higher education 

institutes from the students’ perspective?  

 

8. How do you feel about the criticism of teaching MSA only and how it is seen as 

ineffective for a real-life communication with the native speakers?  

 

9. If the Arabic-language programs in higher education institutes are required to 

implement an integrated Arabic language instruction design, what would be the 

reaction of the teachers in the field?  

 

10. Give your definition of an integrated approach for teaching Arabic as a foreign language 

(TAFL) where communicative competence is the core of its objective
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11. If you could write a proposal for an integrated (a spoken variety and MSA are taught 

simultaneously) Arabic curriculum in your department, how would you design the 

curriculum?  

 

12. Discuss the potential barriers to implementing your proposed integrated Arabic 

curriculum?  

- Would you receive support from your department?  

 

- Would other teachers be on board with your proposed Arabic curriculum?  

 

 

Additional notes/comments: 
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Appendix D:  
 

Permission to adapt and use the survey 

 

Dear Dr. Al-Batal, February 19, 2017 

I am a doctoral student at the School of Education of the British University in 

Dubai. My thesis is about: Arabic Teachersô Perceptions of an Integrated 

Approach for Teaching Arabic as a Foreign Language in Jordan. 

I am seeking your permission to adapt your survey instrument implemented in your 

journal article published in al-ôArabiyya Vol. 44/45 (2011), pp. 1ï28 and entitled: 

The college-level teachers of Arabic in the United States: A survey of their 

professional and institutional profiles and attitudes. I was able to access your full 

survey through this link: www.coerll.utexas.edu/.../files/ArabicTeacherSurvey.xls 

 

The adaptation of your survey will be under the following conditions: 

- I will use this survey only for my research study and not for any further use. 

- I will include the copyright statement on all copies of the instrument. 

- I will send my research study and one copy of reports promptly to your attention.  

Your kind acceptance of these terms and conditions is highly appreciated. 

If you approve my request, please indicate that by signing one copy of this letter, 

scan and return it to me through e-mail: 2015121013@student.buid.ac.ae 

 

Sincerely, 

Walid Salameh 

Doctoral Candidate 

Expected date of completion: June 7, 2018 

I accept the terms of this agreement and grant Mr. Walid Salameh permission 

to use the survey based on the terms stated above. 

 

Mahmoud Al-Batal, the University of Texas, Austin 

 

 

mailto:2015121013@student.buid.ac.ae
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Appendix E:  
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Appendix: F 

Participantsô demographics and work environment 

Descriptive Analysis and Frequency Tables 

Demographic Characteristics of the Participants: 

The data presented in the figures below reflect the demographic characteristics of the 

participants and if it may have an impact on the perceptions of the teachers of Arabic as a 

foreign language in UAE Northern Emirates private universities. These demographic 

characteristics are represented in gender, age, native speakers, experience, highest degree, 

rank, discipline and type of institution. 

 

1- Gender 

Male

Female

Category
Female
18, 45.0%

Male
22, 55.0%

1-Gender

 

wŜǎǇƻƴǎŜǎ ǘƻ άDŜƴŘŜǊ ƻŦ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎ ƛƴ ǘƘŜ ǎǘǳŘȅέΦ 

It can be seen in figure 3 which represents the gender of the participants in the study that 

there are more male teachers than female teachers but the difference in gender number  is 

not great, 22 male to 18 female teachers. 

 
Table 3: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ άDŜƴŘŜǊ ƻŦ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎ ƛƴ ǘƘŜ ǎǘǳŘȅέ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid Male 22 55.0 55.0 55.0 

Female 18 45.0 45.0 100.0 

Total 40 100.0 100.0  
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Table 4 shows the number of respondents from the UAE northern emirates private 

universities who are selected to answer the questionnaire. As shown in the above table, 

twenty two TAFL teachers representing 55% of the total population are males, whereas 

eighteen TAFL teachers representing 45% are females. Thus, the total number of the 

sample of the study was forty teachers who teach Arabic as a foreign language in the 

northern emirates of the UAE. 

 

 

 

2. Age 
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wŜǎǇƻƴǎŜǎ ǘƻ ά!ƎŜ ƻŦ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎ ƛƴ ǘƘŜ ǎǘǳŘȅέ 

It can be observed in figure 4 that the majority of teachers are aged between 30 and 39, 

which represents 57.5% of the total sample. Although age extends from 20 and 60, the 

study does not target a particular age. 

Table 4: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά!ƎŜ ƻŦ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎ ƛƴ ǘƘŜ ǎǘǳŘȅέ 
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  Frequency Percent Valid Percent Cumulative Percent 

Valid 20-29 2 5.0 5.0 5.0 

30-39 23 57.5 57.5 62.5 

40-49 8 20.0 20.0 82.5 

50-59 3 7.5 7.5 90.0 

60-60 4 10.0 10.0 100.0 

Total 40 100.0 100.0  

In the above table, the emphasis is on the age of the sample participated in the study. The 

table shows that they are of different ages which adds to the sample the quality of 

comprehensiveness thus, this reflects that the participants in the study are experienced with 

at least 10 years of experience since, as observed above, the majority of the selected sample 

are aged between 30 and 39 years old. 

 

3- TAFL teachers’ native spoken Arabic variety 

mising valueSudaneseEgypt ianArabian PeninsulaLevant ine
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wŜǎǇƻƴǎŜǎ ǘƻ ά¢!C[ ǘŜŀŎƘŜǊǎΩ ƴŀǘƛǾŜ ǎǇƻƪŜƴ !ǊŀōƛŎ ǾŀǊƛŜǘȅέΦ 

As presented in figure 5, thirty one of the participants are native speakers of Arabic with a majority 

of Levantine spoken Arabic variety representing 55% of the total population. 

Table 5: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά¢!C[ ǘŜŀŎƘŜǊǎΩ ƴŀǘƛǾŜ ǎǇƻƪŜƴ !ǊŀōƛŎ ǾŀǊƛŜǘȅέΦ 
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  Frequency Percent Valid Percent Cumulative Percent 

Valid Yes 31 77.5 77.5 77.5 

No 9 22.5 22.5 100.0 

Total 40 100.0 100.0  

Table 6 explains the mother tongue of 40 TAFL teachers.  Of the total numbers of 

participants, the number of the native speakers of Arabic is 31 teachers representing 77.5% 

particularly with Levantine native spoken Arabic variety, whereas the non-native speakers 

of Arabic are 9 representing 22.5% of the participants. This indicates that the majority of 

the TAFL teachers are native speakers of Arabic. 

 

 

 

 

 

4- TAFL teachers native language 
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wŜǎǇƻƴǎŜǎ ǘƻ ά¢!C[ ǘŜŀŎƘŜǊǎ ƴŀǘƛǾŜ ƭŀƴƎǳŀƎŜέ 

As observed in figure 6, the spoken Arabic variety for most of the participants is 

Levantine representing 55% of the total participants, whereas, the Egyptian spoken 

variety comes next with a percentage of 20%. 
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Table 6: Cross-tabulation of wŜǎǇƻƴǎŜǎ ǘƻ ά¢!C[ ǘŜŀŎƘŜǊǎΩ ƴŀǘƛǾŜ ƭŀƴƎǳŀƎŜά 

  

Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Levantine 22 55.0 68.8 68.8 

Arabian Peninsula 1 2.5 3.1 71.9 

Egyptian 8 20.0 25.0 96.9 

Sudanese 1 2.5 3.1 100.0 

Total 32 80.0 100.0  

Missing System 8 20.0   

Total 40 100.0   

Table 7 lists the participants' mother tongue and their spoken Arabic variety. Despite the 

fact that the majority of the participants’ spoken Arabic variety is Levantine, there are 

other spoken Arabic varieties included in the study adding to the comprehensiveness of 

the sample selected. 

 

5. TAFL teachers -Non-native speakers mother tongue 

English

WOLOF

Urdo

Chinese

Russian

Category

Russian
1, 12.5%

Chinese
1, 12.5%

Urdo
1, 12.5%

WOLOF
1, 12.5%

English
4, 50.0%

5-TAFL teachers -Non-nat ive speakers mother  tongue

 

wŜǎǇƻƴǎŜǎ ǘƻ άbƻƴ-ƴŀǘƛǾŜ ǎǇŜŀƪŜǊǎ ƻŦ !ǊŀōƛŎ ƳƻǘƘŜǊ ǘƻƴƎǳŜέΦ 

As shown in figure 7, the number of TAFL teachers who are non-native speakers of Arabic 

is eight. The majority of the participants are English native speakers representing of 50% 
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of the sample  

Table 7: Cross-tabulation of Responses ǘƻ ά¢!C[ ǘŜŀŎƘŜǊǎ -Non-ƴŀǘƛǾŜ ǎǇŜŀƪŜǊǎΩ ƳƻǘƘŜǊ ǘƻƴƎǳŜέ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid English 4 10.0 50.0 50.0 

WOLOF 1 2.5 12.5 62.5 

Urdu 1 2.5 12.5 75.0 

Chinese 1 2.5 12.5 87.5 

Russian 1 2.5 12.5 100.0 

Total 8 20.0 100.0  

Missing System 32 80.0   

Total 40 100.0   

Table 8 shows the number of the TAFL teachers who are non-native speakers of Arabic 

and their mother tongue. As shown above, their number is eight which represents 20% of 

the total participants.  The majority of the non-native teachers are English native speakers 

representing 50% although the sample also represents four other languages.  

 

6- If you are not a native speaker of Arabic, how many years have you lived in an Arabic 

speaking country? 
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25
1, 12.5%

22
1, 12.5%

20
1, 12.5%

17
1, 12.5%

14
1, 12.5%

12
1, 12.5%

6
1, 12.5%

4
1, 12.5%

6- If you are not  a nat ive speaker of Arabic, how many years have you lived in an

 Arabic speaking count ry

 
wŜǎǇƻƴǎŜǎ ǘƻ άbǳƳōŜǊ ƻŦ ȅŜŀǊǎ non-ƴŀǘƛǾŜ ǎǇŜŀƪŜǊǎ ƭƛǾŜŘ ƛƴ !ǊŀōƛŎ ǎǇŜŀƪƛƴƎ ŎƻǳƴǘǊƛŜǎέ 

It is obvious that the non-native speakers’ of Arabic teachers have lived long periods in 

Arabic speaking countries ranging from 4 years through 25 years. This might suggest that 

they are familiar with the spoken varieties. 
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Table 8: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά!ǊŀōƛŎ ƴƻƴ-native teachers- ȅŜŀǊǎ ƭƛǾƛƴƎ ƛƴ ŀƴ !ǊŀōƛŎ ǎǇŜŀƪƛƴƎ ŎƻǳƴǘǊȅέ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid 4 1 2.5 12.5 12.5 

6 1 2.5 12.5 25.0 

12 1 2.5 12.5 37.5 

14 1 2.5 12.5 50.0 

17 1 2.5 12.5 62.5 

20 1 2.5 12.5 75.0 

22 1 2.5 12.5 87.5 

25 

 

1 

 

2.5 

 

12.5 

 
100.0 

Total 8 20.0 100.0  

Missing System 32 80.0   

Total 40 100.0   

As observed in Table 9 above,  the majority of the nonnative speakers of Arabic lived long 

periods in Arabic speaking countries ranging from 4 years to 25 years. This reflects that 

most of them are familiar with sociolinguistic features in the UAE and the dialects that 

exist.  

 

7- TAFL teachers highest degree earned 

B.A

B.S

M.A

M.S

PhD

CategoryPhD
22, 55.0%

M.S
3, 7.5%

M.A
12, 30.0%

B.S
1, 2.5%

B.A
2, 5.0%

7- TAFL teachers highest degree earned

 
wŜǎǇƻƴǎŜǎ ǘƻ ά¢!C[ ǘŜŀŎƘŜǊǎ ƘƛƎƘŜǎǘ ŘŜƎǊŜŜ ŜŀǊƴŜŘέ 

Figure 9 shows that most of the participants in the study (55%) are PhD holders, whereas 
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the rest are holders of different degrees. 

Table 9: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά¢!C[ ǘŜŀŎƘŜǊǎΩ ƘƛƎƘŜǎǘ ŘŜƎǊŜŜ ŜŀǊƴŜŘέ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid B.A 2 5.0 5.0 5.0 

B.S 1 2.5 2.5 7.5 

M.A 12 30.0 30.0 37.5 

M.S 3 7.5 7.5 45.0 

PhD 22 55.0 55.0 100.0 

Total 40 100.0 100.0  

The above table reveals the selected sample’s highest degree earned. It can be seen that 

twenty-two teachers (55%) hold a Ph.D. degree, whereas the rest hold M.A, or B.A., in 

TAFL. Therefore, this diversity in degrees reflects the fact that the selected sample is 

comprehensive. 

 

8- Discipline in which you have earned your highest degree. 

 

wŜǎǇƻƴǎŜǎ ǘƻ ά5ƛǎŎƛǇƭƛƴŜ ƛƴ ǿƘƛŎƘ ǇŀǊǘƛŎƛǇŀƴǘǎ ŜŀǊƴŜŘ ǘƘŜƛǊ ƘƛƎƘŜǎǘ ŘŜƎǊŜŜǎέ 

Some interesting facts concerning the sample’s discipline of their highest degrees are 

revealed in figure 12. The majority of the participants’ fields of study are Applied 

Linguistics and TAFL, which represents 65% in both fields. 

 

Table 10: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά5ƛǎŎƛǇƭƛƴŜ ƛƴ ǿƘƛŎƘ ǘƘŜ ǊŜǎǇƻƴŘŜƴǘǎ ƘŀǾŜ ŜŀǊƴŜŘ ǘƘŜƛǊ ƘƛƎƘŜǎǘ ŘŜƎǊŜŜέ 
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  Frequency Percent Valid Percent Cumulative Percent 

Valid Arabic Linguistics 16 40.0 40.0 40.0 

General Linguistics 4 10.0 10.0 50.0 

Literature 2 5.0 5.0 55.0 

Applied Linguistics 1 2.5 2.5 57.5 

TAFL 10 25.0 25.0 82.5 

Middle Eastern Studies 1 2.5 2.5 85.0 

Social Studies 1 2.5 2.5 87.5 

Other 5 12.5 12.5 100.0 

Total 40 100.0 100.0  

Table 11 above illustrates disciplines of the participants in the study. It shows that there 

are seven disciplines, the majority of which is Applied Linguistics and TAFL representing 

65% of the total sample.  This means that the study does not focus on TAFL discipline 

only, but on other disciplines which again reflect the comprehensiveness of the study. 

 

9. How many years have you been teaching Arabic as a foreign language? 

11
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25
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Category

25
1, 2.5%

18
1, 2.5%

16
1, 2.5%

15
2, 5.0%

12
7, 17.5%11

2, 5.0%

10
8, 20.0%

9
1, 2.5%

8
2, 5.0%

7
5, 12.5% 6

1, 2.5%

5
1, 2.5%

3
4, 10.0%

2
2, 5.0%

1
2, 5.0%

9. How many years have you been t eaching Arabic as a foreign language

 

wŜǎǇƻƴǎŜǎ ǘƻ ά¢!C[ ŜȄǇŜǊƛŜƴŎŜέΦ 

It is obvious in figure 11 that the experiences of the Arabic language teachers vary from 1 

year to 8 years. Hence, this mirrors a fact that the sample is of mixed experiences. The total 
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number of the participants who have been teaching Arabic for more than 5 years is 25 

representing 62% of the selected sample. 

Table 11: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά¸ŜŀǊǎ ƻŦ ǘŜŀŎƘƛƴƎ !ǊŀōƛŎ ŀǎ ŀ ŦƻǊŜƛƎƴ ƭŀƴƎǳŀƎŜέ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid 1 2 5.0 5.0 5.0 

2 2 5.0 5.0 10.0 

3 4 10.0 10.0 20.0 

5 1 2.5 2.5 22.5 

6 1 2.5 2.5 25.0 

7 5 12.5 12.5 37.5 

8 2 5.0 5.0 42.5 

9 1 2.5 2.5 45.0 

10 8 20.0 20.0 65.0 

11 2 5.0 5.0 70.0 

12 7 17.5 17.5 87.5 

15 2 5.0 5.0 92.5 

16 1 2.5 2.5 95.0 

18 1 2.5 2.5 97.5 

25 1 2.5 2.5 100.0 

Total 40 100.0 100.0  

Table 12 illustrates the participants’ years of experience in teaching Arabic as a 

foreign language. The participants, as shown in the above table, are of different 

experiences. The majority of the participants are experienced in TAFL because the 

table confirms that around 62% of the sample have an experience of more than 5 

years. Accordingly, their views count. 
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10. Type of institution in which you currently teach: 

 
wŜǎǇƻƴǎŜǎ ǘƻ ά¢ȅǇŜ ƻŦ ƛƴǎǘƛǘǳǘƛƻƴ ƛƴ ǿƘƛŎƘ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎ ŎǳǊǊŜƴǘƭȅ ǘŜŀŎƘέ 

It is quite evident and based on the above figure that the majority of the TAFL teachers 

work at private universities. Out of forty teachers, thirty are working at private 

universities.  

 
Table 12: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά¢ȅǇŜ ƻŦ ƛƴǎǘƛǘǳǘƛƻƴ ƛƴ ǿƘƛŎƘ ǇŀǊǘƛŎƛǇŀƴǘǎ ŎǳǊǊŜƴǘƭȅ ǘŜŀŎƘέ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid State University 5 12.5 12.5 12.5 

Private University 30 75.0 75.0 87.5 

Two-year College 1 2.5 2.5 90.0 

Four-year College 4 10.0 10.0 100.0 

Total 40 100.0 100.0  

 

Table 13 shows the type of institution at which the participants currently teach at. It 

shows that thirty of the participants (75%) teach at private universities. 

 

  

Four-year College
4, 10.0%

Two-year College
1, 2.5%

Privat e Universit y
30, 75.0%

St at e Universit y
5, 12.5%

10. Type of  inst i tut ion in which you current ly teach:
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11. How long have you taught Arabic at the institution where you are teaching now? 

1

2

3

4

5

6

7

8

10

Category10
1, 2.5%

8
1, 2.5%7

1, 2.5%
6

3, 7.5%

5
5, 12.5%

4
2, 5.0%

3
8, 20.0%

2
7, 17.5%

1
12, 30.0%

11. How long have you t aught  Arabic at  t he inst it ut ion where you are t eaching now

 

wŜǎǇƻƴǎŜǎ ǘƻ ά9ȄǇŜǊƛŜƴŎŜ ŀǘ ǿƻǊƪǇƭŀŎŜέ 

As shown in figure 13, experience vary among the participants in the study. Some have 1 

year at the workplace and others 10 years. 

Table 13: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά9ȄǇŜǊƛŜƴŎŜ ŀǘ ǘƘŜ ŎǳǊǊŜƴǘ ǿƻǊƪǇƭŀŎŜέ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid 1 12 30.0 30.0 30.0 

2 7 17.5 17.5 47.5 

3 8 20.0 20.0 67.5 

4 2 5.0 5.0 72.5 

5 5 12.5 12.5 85.0 

6 3 7.5 7.5 92.5 

7 1 2.5 2.5 95.0 

8 1 2.5 2.5 97.5 

10 1 2.5 2.5 100.0 

Total 40 100.0 100.0  

As it is shown in the above table, experience at the workplace varies among the participants 

in the study. Twenty teachers representing 50% of the sample have been teaching Arabic 

at the same workplace for more than three years. 
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12. What is your rank within your institution? 

Adjunct  I nst ructor
3, 7.5%

Teaching Assistant
18, 45.0% Lecturer

1, 2.5%

Senior Lecturer
13, 32.5%

Associate Professor
2, 5.0%

Professor
3, 7.5%

12. What is your  rank within your inst i tut ion

 

wŜǎǇƻƴǎŜǎ ǘƻ άtŀǊǘƛŎƛǇŀƴǘǎ Ǌŀƴƪ ǿƛǘƘƛƴ ƛƴǎǘƛǘǳǘƛƻƴέ 

As in figure 14, the rank of the participants vary.  The majority of the participants are 

teaching assistants and senior lecturers, but few lecturers are professors and associate 

professors. 
Table 14: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ άtŀǊǘƛŎƛǇŀƴǘǎ Ǌŀƴƪ ǿƛǘƘƛƴ ƛƴǎǘƛǘǳǘƛƻƴέ 

  

Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Professor 3 7.5 7.5 7.5 

Associate Professor 2 5.0 5.0 12.5 

Senior Lecturer 13 32.5 32.5 45.0 

Lecturer 1 2.5 2.5 47.5 

Teaching Assistant 18 45.0 45.0 92.5 

Adjunct Instructor 3 7.5 7.5 100.0 

Total 40 100.0 100.0  

Table 15 shows that the participants are of different ranks. Most of the participants are 

teaching assistant and Senior lecturer. 77% of the sample are either Teaching Assistant 

rank or Senior Lecturer rank. 
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13. What is your job status? 

Full time

Part time

Category
Part  t ime
4, 10.0%

Full t ime
36, 90.0%

13. What is your job status

 
wŜǎǇƻƴǎŜǎ ǘƻ άǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎ Ƨƻō ǎǘŀǘǳǎέ 

As shown in Figure 15, the majority of the participants (90%), male and female, are full 

timers, whereas the rest (10%) are part timers. 

 
Table 15: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά¢ƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ Ƨƻō ǎǘŀǘǳǎέ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid Full time 36 90.0 90.0 90.0 

Part time 4 10.0 10.0 100.0 

Total 40 100.0 100.0  

 

The table above shows the job status of the respondents to the questionnaire. The job 

status is either full time or part time. The majority are full timers in which 36 of the 

TAFL teachers are full timers at their workplace representing 90% of the participants, 

unlike the part timers who are only 4 which represents 10% of the participants.  

 

14. Were you hired primarily to teach Arabic or was teaching Arabic a secondary consideration? 
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Primary

Secondary

Category

Secondary
17, 42.5%

Primary
23, 57.5%

14. Were you hired pr imarily t o t each Arabic or was t eaching Arabic a secondary considerat ion

 
wŜǎǇƻƴǎŜǎ ǘƻ ά.ŜƛƴƎ ƘƛǊŜŘ ǇǊƛƳŀǊƛƭȅ ǘƻ ǘŜŀŎƘ ƻǊ ǎŜŎƻƴŘŀǊȅέ 

 

Figure 16 reveals that 57% of the participants are hired primarily to teach Arabic, while 

43% for secondary consideration. 

 
Table 16: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ άtǊƛƳŀǊƛƭȅ ƻǊ ǎŜŎƻƴŘŀǊȅ ŎƻƴǎƛŘŜǊŀǘƛƻƴέ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid Primary 23 57.5 57.5 57.5 

Secondary 17 42.5 42.5 100.0 

Total 40 100.0 100.0  

The table above explains whether the participants are hired primarily to teach Arabic or 

teaching Arabic was a secondary consideration. The analysis shows that most of the 

participants are hired to primarily teach Arabic as a foreign language. 
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15. I have chosen to teach Arabic because……. Please rate each of the choices below in 

order of importance    (1 being extremely important, and 4 not important) 

loving t eachingshare know ledgef inancially rew ardLoving language

30

25

20

15

10

5

0

N
o
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28

15. I  have chosen to teach Arabic because

 
wŜǎǇƻƴǎŜǎ ǘƻ άtŀǊǘƛŎƛǇŀƴǘǎ ǊŜŀǎƻƴǎ ǘƻ ǘŜŀŎƘƛƴƎ !ǊŀōƛŎ ŀǎ ŀ ŦƻǊŜƛƎƴ ƭŀƴƎǳŀƎŜέ 

 

As shown in figure 17, the participants also have different reasons for teaching Arabic as 

a foreign language. 70% of the total number of the participants teach Arabic because they 

love the Arabic language; hence, it can be concluded that they are dedicated teachers and 

have the passion to teach Arabic 

 
Table 17: Cross-tabulation of Responses to Participants reasons to teaching Arabic as a foreign language. 

  Frequency Percent Valid Percent Cumulative Percent 

Valid Loving language 28 70.0 70.0 70.0 

financially reward 3 7.5 7.5 77.5 

share knowledge 4 10.0 10.0 87.5 

loving teaching 5 12.5 12.5 100.0 

Total 40 100.0 100.0  

The table above shows the participants’ reasons for teaching Arabic as a foreign language 

rated from the most important to the least important. 

 

Work Environment of Participants 
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The brief below, reflects the work environment of the participants to uncover their job 

satisfaction as TAFL teachers, their weekly teaching hours, the class size, percentage of 

students of Arab descent in the classes where the participants teach, and the percentage of 

the students of non-Arab Islamic heritage in the classes they teach. 

16. To what extent do you feel you are valued by your department as a language teacher 

 

wŜǎǇƻƴǎŜǎ ǘƻ ά¢ƻ ǿƘŀǘ 9ȄǘŜƴǘ ǇŀǊǘƛŎƛǇŀƴǘǎ ŦŜŜƭ ǾŀƭǳŜŘ ōȅ ǘƘŜƛǊ ŘŜǇŀǊǘƳŜƴǘǎέ 

As shown in figure 18, the majority (90%) of the participants who teach Arabic as a foreign 

language are satisfied with the way they are treated by their departments, and feel valued 

and appreciated. 

  

Very valued

somewhat valued

Not valued

CategoryNot  valued
1, 2.5%

somewhat  valued
3, 7.5%

Very valued
36, 90.0%

16. To what  ext ent  do you feel you are valued by your depart ment  as a language t eacher
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Table 18: Cross-tabulation of ResǇƻƴǎŜǎ ǘƻ άǘƻ ǿƘŀǘ ŜȄǘŜƴǘ ǇŀǊǘƛŎƛǇŀƴǘǎ ŦŜŜƭ ǾŀƭǳŜŘ ōȅ ǘƘŜƛǊ ŘŜǇŀǊǘƳŜƴǘǎ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid Very valued  36 90.0 90.0 90.0 

somewhat valued 3 7.5 7.5 97.5 

Not valued 1 2.5 2.5 100.0 

Total 40 100.0 100.0  

The above table shows that the majority of the teachers are valued by their departments. 

Around 90% feel so while only 3 teachers feel that they are somewhat valued. Hence, the 

analysis reveals that the faculty members are happy with their departments’ style of 

treatment.  

17. How satisfied are you with your current job as a teacher of Arabic? 

Very satisfied

not satisfied

unsatisfied

Categoryunsat isfied
1, 2.6%not  sat isfied

1, 2.6%

Very sat isfied
37, 94.9%

17. How sat isf ied are you with your current job as a teacher of  ARABI C

 
wŜǎǇƻƴǎŜǎ ǘƻ ά¢ƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǎŀǘƛǎŦŀŎǘƛƻƴ ŀǎ ¢!C[ ǘŜŀŎƘŜǊǎέΦ 

 

Figure 19 reflects the participants’ satisfaction with their jobs as teachers of Arabic as a 

foreign language. The analysis reveals that around 95% are satisfied with their current jobs 

as TAFL teachers. It can be concluded that this question is the outcome of the previous 
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question because if a teacher is valued, s/he is satisfied. 

Table 19: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ άWƻō ǎŀǘƛǎŦŀŎǘƛƻƴ ƻŦ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎέ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid Very satisfied 37 92.5 94.9 94.9 

not satisfied 1 2.5 2.6 97.4 

unsatisfied 1 2.5 2.6 100.0 

Total 39 97.5 100.0  

Missing System 1 2.5   

Total 40 100.0   

The table above presents the participants job satisfaction. The majority expressed their 

satisfaction. Thirty seven teachers out of 40, which represent 92.5%, are satisfied, but only 

two are not. 

18. How many teaching hours do you teach per week? 

 

More than 8 hours6-8 hours4-6 hours2-4 hours1-2 hours
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18. How many teaching hours do you teach per week

 
wŜǎǇƻƴǎŜǎ ǘƻ ά¢ŜŀŎƘƛƴƎ ƘƻǳǊǎ ǇŜǊ ǿŜŜƪέ 

Figure 20 shows the faculty weekly load. The majority of the participants (85%) are 

happy with their loads which could explain the reason why they are satisfied with their 

job.  
Table 20: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά¢ŜŀŎƘƛƴƎ ƘƻǳǊǎ ǇŜǊ ǿŜŜƪέ 
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  Frequency Percent Valid Percent Cumulative Percent 

Valid 1-2 hours 1 2.5 2.5 2.5 

2-4 hours 3 7.5 7.5 10.0 

4-6 hours 14 35.0 35.0 45.0 

6-8 hours 6 15.0 15.0 60.0 

More than 8 hours 16 40.0 40.0 100.0 

Total 40 100.0 100.0  

It can be observed in table 21 that the participants have a reasonable load. The conclusion 

that can be drawn here is that since they have a relatively low number of class size, they 

will have the time to think of integrating a spoken variety with the MSA. They have the 

time to prepare material and to think of changing the traditional approach to TAFL.  

 

19. What is the average class size you teach? 

Below 10 students

10-15 students

15-20 students

Above 20 students

CategoryAbove 20 st udent s
2, 5.0%

15-20 st udent s
8, 20.0%

10-15 st udent s
27, 67.5%

Below 10 st udent s
3, 7.5%

19. What is the average class size you teach

 
wŜǎǇƻƴǎŜǎ ǘƻ ά/ƭŀǎǎ ǎƛȊŜέ 

 

As shown in figure 21, close to 70% of the classes have 10-15 students, which is 

conducive to using the integrated approach. 

 
Table 21: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά¢ƘŜ ŀǾŜǊŀƎŜ ƻŦ ǘƘŜ Ŏƭŀǎǎ ǎƛȊŜέ 
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  Frequency Percent Valid Percent Cumulative Percent 

Valid Below 10 students 3 7.5 7.5 7.5 

10-15 students 27 67.5 67.5 75.0 

15-20 students 8 20.0 20.0 95.0 

Above 20 students 2 5.0 5.0 100.0 

Total 40 100.0 100.0  

Table 22 presents the class size at different universities and in different teachers’ 

classrooms. Twenty-seven teachers out of forty teachers have ideal classrooms. It can be 

concluded here that the teachers have the space to try something new (integrated approach) 

in their classes and help students develop their language skills. 

20. What is the percentage of students of Arab descent in the classes you teach? 

 

1-10%

10-20%

20-40%

Category
20-40%

5, 12.5%

10-20%
23, 57.5%

1-10%
12, 30.0%

20. What  is t he percent age of st udent s of Arab descent  in t he classes you t each

 
wŜǎǇƻƴǎŜǎ ǘƻ ά{ǘǳŘŜƴǘǎ ƻŦ !Ǌŀō ƻǊƛƎƛƴέ 

As shown in figure 22, around 60% of the participants accommodate 10-20% of students 

of Arab origin in their classes. This reflects that such students are motivated to learn both 

MSA and a spoken variety as they learn it to communicate with the Arabic community 

which solely use a spoken variety; therefore, they have the readiness and willingness to 

learn the Integrated Approach. 

 
Table 22: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά{ǘǳŘŜƴǘǎ ƻŦ !Ǌŀō ƻǊƛƎƛƴέ 
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  Frequency Percent Valid Percent Cumulative Percent 

Valid 1-10% 12 30.0 30.0 30.0 

10-20% 23 57.5 57.5 87.5 

20-40% 5 12.5 12.5 100.0 

Total 40 100.0 100.0  

Table 23 shows the percentage of students of Arab origin. Twenty-three teachers have 10-

20% of such students in their classes. Accordingly, the phrase “students of Arab origin” 

portrays high interest to learn the two varieties of Arabic language.  

21. What is the percentage of the students of non-Arab Islamic heritage (Pakistanis, 

Iranians,) in the classes you teach? 

 
 

wŜǎǇƻƴǎŜǎ ǘƻ ά¢ƘŜ ǎǘǳŘŜƴǘǎ ƻŦ ƴƻƴ-!Ǌŀō LǎƭŀƳƛŎ ƘŜǊƛǘŀƎŜέ 

Figure 23 reveals that the majority of the teachers (27 out 40) have 20-40% of the students 

of non-Arab Islamic heritage (Pakistanis, Iranians,) in their classes. It can be said here that 

most of them learn Arabic to communicate and to interact with the people around them. 

 

 
Table 23: Cross-tabulatioƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά¢ƘŜ ǎǘǳŘŜƴǘǎ ƻŦ ƴƻƴ-!Ǌŀō LǎƭŀƳƛŎ ƘŜǊƛǘŀƎŜέ 

More t han 50%20-40%10-20%1-10%
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21. What  is t he percent age of t he st udent s of non-Arab I slamic herit age (Pakist anis, I ranians,)

in t he classes you t each
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  Frequency Percent Valid Percent Cumulative Percent 

Valid 1-10% 3 7.5 7.5 7.5 

10-20% 3 7.5 7.5 15.0 

20-40% 27 67.5 67.5 82.5 

More than 50% 7 17.5 17.5 100.0 

Total 40 100.0 100.0  

It is shown in table 24 that 67.5% of the participants have 20-40% of students of non-Arab 

Islamic Heritage. That is to say from Pakistan, Iran…etc. representing the majority of the 

participants. They joined Arabic classes because they want to and not because, in most 

cases, they want to but do not have to. Hence, they would prefer to learn both MSA and a 

spoken variety to communicate. 
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Appendix G: 
Tables analysis to items 17-38 of the questionnaire 

 

 

Table 24: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻέ [ŜŀǊƴƛƴƎ !ǊŀōƛŎ ǘƻ ǊŜŀŘ !ǊŀōƛŎ ǘŜȄǘǎέΦ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid Strongly agree 7 17.5 17.5 17.5 

Agree 19 47.5 47.5 65.0 

Disagree 13 32.5 32.5 97.5 

Strongly disagree 1 2.5 2.5 100.0 

Total 40 100.0 100.0  

It is observed in the table that most of the participants who are teachers of Arabic as a 

foreign language agree that students learn Arabic to read Arabic texts. This explains the 

need for a new approach to TAFL. 

 

Table 25: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ ǊŜǎǇƻƴǎŜǎ ǘƻ ά¢ŜŀŎƘƛƴƎ a{! ǘƻ ƴƻƴƴŀǘƛǾŜ ǎǇŜŀƪŜǊǎ ƛǎ ǘƘŜ ǎƻƭǳǘƛƻƴ ǘƻ !ǊŀōƛŎ ŘƛƎƭƻǎǎƛŎ 
ǎƛǘǳŀǘƛƻƴέ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid Strongly agree 3 7.5 7.5 7.5 

Agree 3 7.5 7.5 15.0 

Disagree 31 77.5 77.5 92.5 

Strongly disagree 3 7.5 7.5 100.0 

Total 40 100.0 100.0  

Table 26 above conveys the disagreement among participants in the study as regards 

considering MSA the solution to Arabic diglossia. Eighty percent of the sample totally 

disagree with teaching MSA to non-native speakers to avoid the Arabic language diglossic 

situation, in other words, the two varieties issues. Nonnative learners are capable of 

learning both as diglossia is not a barrier to them. 

 

Table 26: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά!ǎ ŀ ƴƻƴƴŀǘƛǾŜ ǎǇŜŀƪŜǊ ƻŦ !ǊŀōƛŎΣ a{! ǎƘƻǳƭŘ ōŜ ǘŀǳƎƘǘ ƻƴƭȅ ǘƻ ƴƻƴƴŀǘƛǾŜ 
ǎǇŜŀƪŜǊǎέ 
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  Frequency Percent Valid Percent Cumulative Percent 

Valid Strongly disagree 8 20.0 88.9 88.9 

Disagree 1 2.5 11.1 100.0 

Total 9 22.5 100.0  

Missing System 31 77.5   

Total 40 100.0   

In the table above, all non-native participants in this study disagree with the statement 

which says that MSA should be taught only to nonnative speakers. This indicates and 

shows that nonnative speakers of Arabic believe that they are in need of learning a spoken 

variety as well as MSA. 

 

Table 27: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά!ǎ ŀ ƴŀǘƛǾŜ ǎǇŜŀƪŜǊ ƻŦ !ǊŀōƛŎΣ a{! ǎƘƻǳƭŘ ōŜ ǘŀǳƎƘǘ ƻƴƭȅ ǘƻ ƴƻƴƴŀǘƛǾŜ 
spŜŀƪŜǊǎέ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid Strongly agree 2 5.0 6.5 6.5 

Agree 3 7.5 9.7 16.1 

Disagree 24 60.0 77.4 93.5 

Strongly disagree 2 5.0 6.5 100.0 

Total 31 77.5 100.0  

Missing System 9 22.5   

Total 40 100.0   

The above table reflects the native speakers of Arabic and their views regarding teaching 

MSA to non-native speakers only. Five teachers agree on that which represents 12.5% 

while the majority disagree on that. The rest which makes 87.5% believe that MSA should 

not be taught only to non-native speakers of Arabic.  

 

Table 28: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ ǊŜǎǇƻƴǎŜǎ ǘƻ ά{ǇƻƪŜƴ !ǊŀōƛŎ ŀƴŘ ǘƘŜ !Ǌŀō ŎǳƭǘǳǊŜ ŀƴŘ ƛǘǎ ǇŜƻǇƭŜέΦ 
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Frequency 

 

Percent Valid Percent 

Cumulative 

Percent 

Valid strongly agree 27  67.5 67.5 67.5 

agree 11  27.5 27.5 95.0 

disagree 1  2.5 2.5 97.5 

strongly disagree 1  2.5 2.5 100.0 

Total 40  100.0 100.0  

The information above shows whether the participants agree or disagree that there is a 

relation between teaching spoken Arabic and understanding the Arab culture and its people. 

95% of the participants agree with that. Therefore, it can be concluded that teaching a 

spoken Arabic variety helps students understand Arab culture and its people. 

 
Table 29: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά{ǘǳŘŜƴǘǎ ǿƛǘƘ ǎǇƻƪŜƴ !ǊŀōƛŎ ƻƴƭȅ ƘŀǾŜ ŀŘǾŀƴǘŀƎŜ ƻǾŜǊ ǎǘǳŘŜƴǘǎ ǿƛǘƘ a{! 

ƻƴƭȅέΦ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid Strongly agree 15 37.5 37.5 37.5 

Agree 22 55.0 55.0 92.5 

Disagree 2 5.0 5.0 97.5 

Strongly disagree 1 2.5 2.5 100.0 

Total 40 100.0 100.0  

As shown in the table above, the majority of the participants agree that students with only 

a spoken variety have advantage over those with MSA only. The result reflects the reality 

that native speakers communicate using spoken varieties and not MSA. Hence, students 

who know a spoken variety have the ability to communicate with native speakers, unlike 

students who know a variety that is used only in books and formal meetings. 

 

Table 30: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά/ƻƳƳǳƴƛŎŀǘƛƻƴ ƛǎ ǘƘŜ ǘŀǊƎŜǘ ƻŦ ǎǘǳŘŜƴǘǎ ƭŜŀǊƴƛƴƎ !ǊŀōƛŎέ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid Strongly agree 9 22.5 22.5 22.5 

Agree 25 62.5 62.5 85.0 

Disagree 6 15.0 15.0 100.0 

Total 40 100.0 100.0  
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Looking at the results above, it can be seen that 85 % of the participants are with the idea 

that students learn Arabic to speak with native speakers, whereas 15 % of the participants 

believe the opposite. This agreement explains the main reason why students learn Arabic 

and highlights the fact that communication is always first.  

 

Table 31: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά[ŜŀǊƴƛƴƎ !ǊŀōƛŎ ǘƻ ŎƻƳƳǳƴƛŎŀǘŜ ŀƴŘ ǊŜŀŘέ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid Strongly agree 17 42.5 42.5 42.5 

Agree 21 52.5 52.5 95.0 

Disagree 2 5.0 5.0 100.0 

Total 40 100.0 100.0  

It is seen in table 32 that nearly all the participants agree that students learn Arabic to speak 

and read. Hence; to achieve that, there should be an approach that activates and unites the 

various skills of a language represented in speaking, reading, listening and writing.  

 
Table 32: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά{ǘǳŘŜƴǘǎ ǿƛǘƘ a{! ƻƴƭȅ Ŏŀƴ ŎƻƳƳǳƴƛŎŀǘŜ ǿƛǘƘ ƴŀǘƛǾŜ ǎǇŜŀƪŜǊǎέΦ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid Strongly agree 1 2.5 2.5 2.5 

Agree 4 10.0 10.0 12.5 

Disagree 15 37.5 37.5 50.0 

Strongly disagree 20 50.0 50.0 100.0 

Total 40 100.0 100.0  

It is observed in the table above that 87.5% of the participants disagree that students who 

know only MSA can comprehend and communicate with native speakers. This 

disagreement stems from reality that MSA is not the language of the street, and native 

speakers rarely use it in daily life.  

 

Table 33: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά!ǊŀōƛŎ ǎǇƻƪŜƴ ǾŀǊƛŜǘȅ ōŜƛƴƎ ǿŜƭŎƻƳŜŘ ōȅ ǘƘŜ ƴŀǘƛǾŜ ǎǇŜŀƪŜǊǎέ 
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  Frequency Percent Valid Percent Cumulative Percent 

Valid Strongly agree 13 32.5 32.5 32.5 

Agree 25 62.5 62.5 95.0 

Disagree 2 5.0 5.0 100.0 

Total 40 100.0 100.0  

It is shown in the table above that the students who can speak an Arabic spoken variety are 

more welcomed by the native speakers and perceived as trustworthy. The majority of the 

participants agree that if a student speaks a spoken variety, s/he is more welcomed. Thirty 

eight of the sample agree on that representing 95% of the total sample. 

 
Table 34: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά{ǇƻƪŜƴ !ǊŀōƛŎ variety and MSA to speak with native speakers and read 

!ǊŀōƛŎ ǘŜȄǘǎέ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid Strongly agree 27 67.5 67.5 67.5 

Agree 12 30.0 30.0 97.5 

Strongly disagree 1 2.5 2.5 100.0 

Total 40 100.0 100.0  

Table 35 above reveals the participants are for the knowledge of both MSA and spoken 

varieties. 97.5% agree on that and believe that in order to enable the learners to interact 

with the people around them, they should be taught both MSA and spoken varieties. 

Therefore, to read Arabic texts, they should know MSA whereas to speak with native 

speakers, they need to learn a spoken variety.  The implication here is the need for an 

integrated approach that accomplishes this objective. 

 
Table 35: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ άLƳǇŀŎǘ ƻŦ ƪƴƻǿƭŜŘƎŜ ƻŦ ōƻǘƘ a{! ŀƴŘ ŀ ǎǇƻƪŜƴ ǾŀǊƛŜǘȅέ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid Strongly agree 13 32.5 32.5 32.5 

Agree 27 67.5 67.5 100.0 

Total 40 100.0 100.0  

The above table shows the participants’ views regarding communication using both MSA 

and a spoken variety and the advantage that the students who know both have. None of the 

participants disagree; on the contrary, they all agree on that, which highlights the need for 
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integrated approach.  

 

Table 36: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ άwŜǎǇƻƴŘŜƴǘǎ ǾƛŜǿ ƻŦ a{! ƘƛƎƘ ǇǊŜǎǘƛƎŜ ƻǾŜǊ ǎǇƻƪŜƴ !ǊŀōƛŎ ǾŀǊƛŜǘƛŜǎέ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid strongly agree 12 30.0 30.0 30.0 

agree 27 67.5 67.5 97.5 

disagree 1 2.5 2.5 100.0 

Total 40 100.0 100.0  

The majority of the respondents (97.5%) agree that MSA holds a high prestige by teachers 

in the AFL over spoken Arabic varieties. These results reflect their traditional approach 

which focuses on MSA while ignoring spoken varieties. It can be deduced that this is 

because they are afraid to change their style of teaching although they would like to. 

 

Table 37: Cross-tabulation of wŜǎǇƻƴǎŜǎ ǘƻ ά¢ǊŀƛƴƛƴƎ ŦƻǊ ǎǇƻƪŜƴ !ǊŀōƛŎ ǾŀǊƛŜǘƛŜǎ ŀǘ ƭŀǘŜǊ ǎǘŀƎŜǎ ǘƻ ŀǾƻƛŘ ǎǘǳŘŜƴǘǎΩ 
ŎƻƴŦǳǎƛƻƴέ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid Strongly agree 4 10.0 10.3 10.3 

Agree 3 7.5 7.7 17.9 

Disagree 9 22.5 23.1 41.0 

Strongly disagree 23 57.5 59.0 100.0 

Total 39 97.5 100.0  

Missing System 1 2.5   

Total 40 100.0   

The above table shows the participants’ views regarding offering training for spoken 

Arabic varieties only at later stages (middle to advanced stages) of Arabic language 

instructions to help minimize students’ confusion. 80% of the participants disagree with 

that. It can be concluded that training is required at all stages and not at later stages.  

Table 38: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά¢ƘŜ a{! ƛǎ ǘƘŜ ƻƴƭȅ ŦƻǊƳ ǘƘŀǘ ƛǎ ǿƻǊǘƘȅ ƻŦ ǘŜŀŎƘƛƴƎ ŀƴŘ ƭŜŀǊƴƛƴƎέ 
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  Frequency Percent Valid Percent Cumulative Percent 

Valid Strongly agree 3 7.5 7.5 7.5 

Agree 2 5.0 5.0 12.5 

Disagree 16 40.0 40.0 52.5 

Strongly disagree 19 47.5 47.5 100.0 

Total 40 100.0 100.0  

As shown above, the participants disagreed with the above statement that MSA is the 

only form worth teaching and learning. 35 teachers disagree with that representing 87%. 

The results in the table above strengthen the previous views of the TAFL teachers that a 

spoken variety cannot be ignored 

 

Table 39: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά!ōƛƭƛǘȅ ǘƻ ǘŜŀŎƘ ŀ ǎǇƻƪŜƴ !ǊŀōƛŎ ǾŀǊƛŜǘȅ ƻǘƘŜǊ ǘƘŀƴ ȅƻǳǊ ƴŀǘƛǾŜ ǾŀǊƛŜǘȅέ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid To large extent 29 72.5 72.5 72.5 

To some extent 10 25.0 25.0 97.5 

To a small extent 

Not at all 

1 

0 

2.5 

0 

2.5 

0 

100.0 

 

Total 40 100.0 100.0  

The above table clarifies teachers' readiness to teach a spoken variety than their own. The 

majority representing (72.5%) are able to teach other varieties. It is worth mentioning here 

that the participants are for teaching dialects in principle, and dialects other than their own 

as well. Hence, it is an indicator of their approval of the integrated approach. 

 

Table 40: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ άŎƻƻǊŘƛƴŀǘƛƻƴ ōŜǘǿŜŜƴ ŎƭŀǎǎŜǎέ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid To large extent 33 82.5 82.5 82.5 

To small extent 5 12.5 12.5 95.0 

Not at all 2 5.0 5.0 100.0 

Total 40 100.0 100.0  

As shown in the table 41, the participants are for coordination between classes in which 

82.5 of the participants believe that it should be to a large extent while only 12.5% would 

prefer to coordinate with other classes to a small extent. 
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Table 41: Cross-tabulation of Responses to ά¢ŜŀŎƘƛƴƎ ǎǇƻƪŜƴ !ǊŀōƛŎ ǾŀǊƛŜǘƛŜǎ ƛǎ ƴƻǘ Ŝŀǎȅ ōŜŎŀǳǎŜ ǘƘŜǊŜ ƛǎ ƴƻǘ ŀ ǿǊƛǘǘŜƴ 
ŦƻǊƳ ƻŦ ƛǘέ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid Strongly agree 2 5.0 5.0 5.0 

Agree 2 5.0 5.0 10.0 

Disagree 30 75.0 75.0 85.0 

Strongly disagree 6 15.0 15.0 100.0 

Total 40 100.0 100.0  

Table 42 shows that the participants disagree that the lack of teaching material is the main 

reason that hinders teaching spoken varieties. 90% of the participants disagree with that 

which means that there are some textbooks that integrate varieties together.   

Table 42:  Cross-tabulation of Responses to Does your program offer spoken Arabic variety classes separate from MSA 
ŎƭŀǎǎŜǎΚέ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid Yes 23 57.5 57.5 57.5 

Sometimes 8 20.0 20.0 77.5 

No 9 22.5 22.5 100.0 

Total 40 100.0 100.0  

Table 43 above sums up the methodologies of the participants at different universities and 

whether they teach spoken varieties separately or integrated with MSA. The majority 

indicate that their programs offer spoken varieties separated from MSA. 23 teachers of 

Arabic as a foreign language representing 57.5% indicate that their programs at their 

different universities always offer spoken varieties separate from MSA. 20% of the 

participants indicate that their programs sometimes offer spoken varieties separate from 

MSA, while 9 teachers indicate that their programs do not have this methodology, which 

means that these programs have no spoken classes separate from MSA. 

 
Table 43: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά!ǊŀōƛŎ ǇǊŜǊŜǉǳƛǎƛǘŜǎ ǘƘŀǘ !ǊŀōƛŎ ǇǊƻƎǊŀƳǎ ǊŜǉǳƛǊŜ ŦƻǊ ŎƭŀǎǎŜǎέΦ 
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  Frequency Percent Valid Percent Cumulative Percent 

Valid o No prerequisites 

o 1 year prerequisites 

2 year prerequisites 

12 

18 

8 

30.0 

45.0 

20.0 

30.0 

45.0 

20.0 

30.0 

75.0 

95.0 

More than 2 years 2 5.0 5.0 100.0 

Total 40 100.0 100.0  

The table above reveals the Arabic language teachers’ views regarding the Arabic 

prerequisites that the participants’ programs require if separate spoken Arabic variety 

classes are offered. 12 teachers indicate that there is no need for any prerequisites for that 

and that they can go ahead directly representing 30%, while 18 teachers of the participants 

representing 45% of the total percentage believe that there is a need for 1 year prerequisites, 

and 8 teachers representing 20% of the teachers believe that there is a need for 2 year 

prerequisites. 

 
Table 44: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ wŜǎǇƻƴǎŜǎ ǘƻ ά²ƘƛŎƘ ǎǇƻƪŜƴ !ǊŀōƛŎ ǾŀǊƛŜǘȅ ǘƻ ōŜ ƛƴǘǊƻŘǳŎŜŘ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid Levantine 16 40.0 40.0 40.0 

Egyptian 17 42.0 42.0 50.0 

Arabic 

Peninsula/Gulf 
2 5.0 5.0 55.0 

Iraqi 1 2.5 2.5 57.5 

Sudanese 4 10.0 10.0 100.0 

Total 40 100.0 100.0  

The table above shows the spoken variety that should be taught side by side with MSA. 

40% of the participants prefer Levantine to be taught along with MSA while 42% of the 

participants believe Egyptian should be taught with MSA. It can be concluded that the 

participants’ preference is for either Levantine or Egyptian due to the fact that the two 

varieties are spoken by the majority of the Arabs.  

 
Table 45: Cross-ǘŀōǳƭŀǘƛƻƴ ƻŦ ǊŜǎǇƻƴǎŜǎ ǘƻ άάLƴ ǿƘŀǘ ǿŀȅ ŀ ǎǇƻƪŜƴ !ǊŀōƛŎ ǾŀǊƛŜǘȅ ǎƘƻǳƭŘ be taught in an Arabic 

ƭŀƴƎǳŀƎŜ ǇǊƻƎǊŀƳέ 
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  Frequency Percent Valid Percent Cumulative Percent 

Valid  At the same time 6 15.0 15.0 15.0 

separately 32 80.0 80.0 95.0 

First MSA then 

spoken 

First spoken then 

MSA 

2 

 

0 

 

5.0 

 

0 

 

5.0 

 

0 

 

100.0 

 

 

 

Total 40 100.0 100.0  

The above table reveals the way of integration whether to teach Arabic varieties at the same 

time, separately, before or after MSA. The majority of the teachers (80%) believe that MSA 

and a spoken variety should be taught separately in order to avoid confusion  

 
Table 46: Cross-ǘŀōǳƭŀǘƛƻƴ ǘƻ ά{ǇƻƪŜƴ ǾŀǊƛŜǘȅ ŦƛǊǎǘ ǘƘŜƴ a{!έ 

  Frequency Percent Valid Percent Cumulative Percent 

Valid Strongly agree 7 17.5 17.5 17.5 

Agree 28 70.0 70.0 87.5 

Disagree 3 7.5 7.5 95.0 

Strongly disagree 2 5.0 5.0 100.0 

Total 40 100.0 100.0  

The above table (47) represents an investigation into the participants’ views of whether to 

start teaching the students a spoken variety and then MSA. The result reveals that 35 of the 

participants representing 87.5% agreed with that, while 5 teachers disagreed with teaching 

a spoken variety first and then MSA. 

 

 

 


