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ABSTRACT

Arabic as a foreign language (AFL): Perceptions of the Integrated Approach
amongteachersin the UAE Northern Emirates

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

for students communi cative competence i n |,
implementing an integrated approach in the TAffAssrooms and if they identify any

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

the UAE Northern Emirateslhe literature reveals that many studies investigated the
students’ percept i oBtandardAvabia(M3A) buteasely tackladg Mo d
t he teacher s’ per eeapcommumcativd Anabid instrustionrsieoglda r d ar
involve. The design exploited in this study is a mixed methods resgataio sequential

phases: a quantitative phaseduoled by a qualitative phase.

The source of the quantitative data veasurvey adaptation of Arabic Teacher Survey

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

who participated in the study, no significant rel@tn s hi ps emer ged bet w
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 Bi@ The qualitative phase consisted of -omeone

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

data. The particigai n g t peraeptiorsofd€aching both varieties are to some extent
different inthe orderthat they would teacthe two varietieslespite the fact that they all
prefer to implement the integrated approac
the obstacles in the i mplementation of an
insufficient materials, and choosing which colloquial dialect of Arabic to teach.

This studysoughttouncover the teachers’ perceptions
importance for the TAFL field in promoting tret u d eommunicative 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.
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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 Arabiknown as Modern Standard Arabic (MSA), which is typically

written and rarely used in speaking. Most students lealyntbhe formal variety of Arabic.

For mal Arabic, sometimes called “Written Arat
Arabic (MSA), whid is related to the older Classical Arabic (CA). This latter variety of Arabic

is said to be based closely upon the | anguage
of these varieties of Arabic are often revered and considered sacred. The veriatyals MSA

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

used primarily by the media arwh official occasions. It should be noted that MSA can be
produced orally, though it is a highly specialized skill arsed 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 collaguArabic, dialects, or vernaculars. In thieesis 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 regonal 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 significantty &ach other the further

away one goes from one’s place of origin.



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 for mal vari ety of Ar abi roficienaylby preBentingthee at e s
students with an artificial variety that is not used by thvaapeakers since no one udesnal
Arabic)fordaily-l i f e si t-Blattalons’99qQ%A,Jl p. 123). The teact
does a disservice tduslents who want to learn to communicate with Arabic speakers in the

language they really use.

Through the resear chmtvé Sudentg joie Arabe progeams imtheny n o
UAE and quit such programs just because these programs focus andrsabtSA. 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 theyusable 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

|l ife situations. Thus; this research investig
approachas a solution to the problem and whether these teachers have a positive view towards
teaching both varieties in response to the stutiedsests to enable the noative learners

communicate using Arabic varieties and interact with native speakers.

Veryf ew empi ri cal studies investigated student s
but rarelyt ackl ed the teacher s’ wha commynitative Arebici n t hi

instruction should involveherefore, this research contributes to filling that gap in the literature



and that is why it was my choice to investigathe result of this research will be valuable not
only to teachers, but also to curriculum designers and langg®l administratrs and all

stakeholders in responding to studéntseds.

1.2 Definition of Integrated approach

“An integrated approach all ows | earners to
information about topics they want to investigate without the constiaiptssed by traditional
subject barriers” (Pigdon and Woolley, 1992).
in purposeful, relevant learninglence; for the context of this studgfegration means that an
elementary Arabiasaforeign languageourse automatically includes both language varieties,

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

“Ammiyya is of equal relewance and i mportance

1.3Background of the study

In over 21 countrieghe 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 irgaifstant

form from the many spoken varieties of Arabic, each of which is & dialact (lahjah darjah

(Holes 2004)ounusadded that “MSA is the only variety
taughtin schools. This is required because of its useviiiten canmunication in formal

s et t (Yougus2016). The people of these countries use the regional dialects in théa day

day oral communication but are not taudgiiitse dialectat schools or universities artde

students of nom\rab Islamic hers&igeare certainly not used in written communication. Unlike

MSA, regional dialects do not have a clear set of written grammar rubrics organized by an



authoritative organization, but there is definitely a notion of grammatical and ungrammatical
communicatio . Addi tional l vy, despite the fact that
possible to create dialectal Arabic text, by writing words via the same spelling rubrics used in

MSA, which are generally phonetic.

PALESTINIAN SYRIA
TUNISIA TERRITORIES — LEBANON

ALGERIA

OMAN

Figurel: Arab countrieshttps://en.wikipedia.org/wiki/Arab_world

One possible breakdown of spoken Arabic into dialect groups: Maghrebi, Egyptian, Levantine,
Gulf, and Iragi. Habash (2010) and Versteegh (2001) give a breakdown along mostly the same
lines. Notethat 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 dJeateres
represented in caseé@mood. For example, MSA has a double form in addition to the singular
and plural forms, while the dialects generallyderuseghe double form. Likewise, in terms of
plural forms, MSA has two plural forms, one masculine and the other feminine, while most
dialects often rake no such gendered differerfZaidan and Calliscurch 2011). Furthermore,
dialects have anore complicatedclassicization 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 systa. In MSA, most cases are spoken with accents that are seldom clearly written, with



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, therkxacal 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 MSAdArabic 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 pnommed but not written in Arabi¢Aoun,
Benmamoun, an8portiche 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.qg.
Levantine “He drinkdri nks” bithsHabadprSoudBgckaltei an “ |
transliteration scheme is used to exemplify Arabic orthography, whagseachArabic letter

to a single, separate character.



e Arabic Dialects vary widely lexically

Tablel: Arabic Lexical VariatieWikipedia

Arabic Lexical VVariation

English Table Cat of I_want There_is There_isn" t
MSsA Tawila qiTTa idafa ‘uridu yajadu 13 yujadu
gl i3 > aa ! a9 o gl Y

Moroccan mida geTTa dyal byit kayn ma kayns
Egyptian Tarabéza ‘oTTa bitag cawez i mafis

Sl e EL 29= =3 aada
Syrian Tawle bisse tabag biddi b2l ma fi
Iraqgi meéz bazzana mal “‘and aku maku

. 2595 JL= =l e Lo
e Arabic orthography allows consolidating some
variations 1s

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 @015), between 1998 and 2013, Arabic
enrollment increased over 600% (Welles 2004; Goldberg et al 2015). Asabm 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 cultufalency. 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; @ierg 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 etl. (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 teéching o
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



Standard Arabic MSA problem is the integrated appro@ebldberg et al2015.

According to Wahba (2006), the integrated approach came as a respongdertg-éstablished
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 teacirreelego use both varieties
appropriately. Wahba (2006, 139) explains that selecting only one variety of Arabic to teach
“wi || seriousl y pr e-pativd learner tot corenurachte dffectivgly inoah t h e
Arabics peaki ng cSantamry Rydingy2006) warns that teaching learners to talk

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

them from achieving their full potential in language proficiency.

The question of how to approach gweiolinguistic 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
devebpers br a long time (Al BataR017). 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,

ABeginners often ask,hef Shualglarl Areaabrinc tfhier sctl?ads
this question is, fAlearn both together. o Get
to use them without appearing pedantic, but learn the correct, classical expression at the same
time, iftherebea di f f @892 B)ce. O

The use of the Arabic language stretches across tvsntgountries from the Arabian
Peninsula in the East to Morocco in the Northwest of the African continent. As the official
language of a fareaching region, Arabic has adagptehanged, and molded across every

country in the Middle East resulting in the p



of Arabic diglossia (Ferguson 1959) describes the distinct functions of each variety in great

detail. In spite of the commonlyxepr essed reservations about Fert
existence of numerous countramples, 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 inan Arabiespeaking country takes place@h mmi puywaiting an entry in a diary

describing that experience generally requFe$i®] n t he article “Di gl ossi
Word(1959), Ferguson defined diglossia as:

a rel ati v el ituasidn anbwhieh, ih additpom @ ghe 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
respeted 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 @r sati on. ” (p.

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), whiclteasnedusing 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 verdaca that constitute the informal
Arabic employed in dayo-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 namestle Arabic as a Foreign Language

(AFL) field concur that both MSA and Spoken Colloquial Arabic (SCA) must be taught, there



is still widespread disagreement about when and how to introduce these two registers in the
classroom. One camp argues they shouldebened separately. They believe that students
should be given a solid, mulgear 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 aountry andshould 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 teachingfofmal, academic language and delay the teaching of
everyday, communicative discourse strategies goes against general principles of foreign language
pedagogy. Ryding (2016) ref er s assertingthatisis pheno
one of he 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 communmatigetence of
students is the goal of any foreignguage 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 needscuammethod for teaching it to norative
speakers.lt is not difficult for Arabs to acquire both forms of the Arabic language -hative
speakers need to learn a spoken variety of the language together with Standard Modern Standard
Arabic in school to & in a position to understand native speakers.

l4Researcherd6s Background

Born and raised in Palestine, the researcher’

the Palestinian dialect). Speaking tlyanmdanti ne



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 s¢halbthe 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
hiscareer as a foreiglanguagenstructor in 2012teaching MSA at an instite in DubaiUAE.

This instituteofferedSpeakingclasses iMSA, whichwasthefirst timethe researcher had used

this high code for oral communicatiohh e r esear c her ' s orghegeEeursese nce o0f
made it clear thagpeaking MSA ireverydayconversation requires more thastknowing the

rules of Arabic grammaiAs a consequence of this realization and in an effort to develop the
students’ communicative abi |approach thatmadhuseof esear
highly contextualized dialogues with native Arabic speakBespite very much enjoying
teachingMSA, the researcher always felt that studemtsild have a better understanding of

Arabic culture if theyveresystematically exposed regional spoken varietiedong with MSA.

Not surprisinglythe students at that institute complained tiveyeunable to understand native

speakers of Arabic and fatgreat challenge communicating with the average Arab person

even though they had &elearning MSA for aconsiderabléime.l n t he r esearcher’
learning MSA first and a spoken variety second is unrealistic because it requires students to
switch from languagecodes that are semantically, syntactically, morphologically, and
phonobagically different. The researcher believes thatdmmunicateaseffectivelyas a native

speaker of Arabicstudents mudie exposed tthe targetanguage iranatural way as a native

speaker would be. Thimeans the learning of a regionapoken vaety of Arabic and MSA

must be donat the same timéf it is not, one form of the language wiknd toprevail over the
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other. Thisbelief may not be correct and megpresent the e s e a rownlpersonalsbias.

Armed with an awareness of this potenbals,the researcher worked hard to try aechain

neutral during the course of the research stndydert o avoi d affecting the
1.5Teaching Arabic as a foreign Language (TAFL)

The rising numbers of students enrolling in Arabic languageur ses i n the UAE’
universities call for the renewal of the prog
Comprehending the insight of teachers toward another approach in the field of TAFL will direct

the establishment and growth Afabic 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 dthe 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 contexiappropriate languageaching environment. The findingsof the

research will function as a backup to developers of the curriculum of Aeigoage to make

textbooks on Arabic communication and teaching resources that use pragmatic ways to teach
Arabic that me et t he Theststady eMibshifd the debiate onadidlecy * s wo
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
Language at programs in the UAGtudentsof 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 aountry 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 dodp ot he
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.

16Rais ng Studentsd Arabic Communicative Compet e
We came here and started out spealdhd- u s [Madern Standard Arabic] to taxi drivers,
restaurant owners, etc. Some kW u sehmd wer e abl e to speak to
were laughed at, not undesetl, and stood out as foreigners. Then, when | began to pick up and

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

on my Arabic, | was asked if | was Jordanian, and | was able to hold lengthy conversdtions wi
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
max i mi z e t &bdity te tonvdreenwiths 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 | ear ni ng ngfollowed thd madel ofn t he
language use and observation in the Arab world. This mom@isted ofwvhat some might

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

varieties of Ar abi c. (p. 84) “
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One of the bestethods 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 naikes Arabic speaking ificiency (Wahba

2006 Younes2006). 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 theyaster both, so
nonnative learners need to be exposed to both varieties to enable them to speak the language
with its native speakers amdad Arabiditerature, hence, a need for an approach that unifies

both is indispensable. According to Ryding,ré&a (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 sidey-sideande# ct i vely synthesized into stude
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
accessiew dialects alongside their own. Thus, a workable knowledge of SCA alongside MSA

wi || broaden students’ opportunities to inter
overwhelming majority of Arabic L2 learners do indeed hope to study abraadtégrated

approach best prepares students to practice their language and expand theultarass
expertise. These are mutually reinforcing
employment opportunities, but furthermore gives them a healdmdr 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. (Rydi2gl3 Karen 20.3)
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1.7Purpose 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 neArabic spaking immigrants who are loAgrm residents in the UAE
normally have some formal Arabic study in schools as it is compulsory by law to teach
Arabic for nonnative speakers. However, it is worth noting that in recent years there has
been much media atteati 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,
di scuss the ‘“negligence’” in Arabic teaching
curricula and teachers.
The purpose of this mixeshethod 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 lighhemttitudes of teachers
of Arabic as a foreign language towaritheintegration 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 universitiad 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 BAthey 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 imaArab 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
communicatewith people around him usindneé 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. ikt®, the above mentioned two cases are a proof

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

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

knew the rules oEnglish but ouldn't speak it. 20 yeasgq teachers of English as a foreign

| anguage were used to f oc u($965 aconceptoblimguistic f ol | ¢
competenceaccordingly, students used to graduate with a poor ability to communicate in

English and despite the fact that their achievement was higthagtiad high scores in
English |l anguage exams, t hei rcongeptrefgavdingna nc e
commum cati ve competence, whi ch was introduce
(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. 75ymes swork 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 notriv&iaer

words, performance is as important as competddeace;the theory of communicative

competence in the Arabic language should be carefully considereordingly, the aim of

15



this study is to uncover the TAFL teachers views and attitudes regdh@ implementation
of an integrated approach that focuses on both reg{81&4 and a spoken varietin their
TAFL classrooms antb discovelif they have a problem in implementing it. The study also
tries to find out if teachers are reluctant to ierpent 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 practicelat 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 TAFLclassrooms but they face a difficulty with #taek of materials that
integrate both varieties. The TAFL teachers
TAFL teachers in the UAE, but also learners, curriculum designers, program developers
and othe 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 progfdmsesearch
is guided by the following questions:

1- What are the perceptions of the Arabic laage teachers concerning the implementation of
an integrated approach in the TAFL classroom?

2- How do Arabic teachers perceitteerole of the integrated approach in
raisingundergraduatestudens tommunicative competence?

3- What are the potential barriers implementing the integrated approachtire TAFL
classrooms?

1.8Significance of the stug

According to Al Batal (2017), the question of the relationship betat&8hmmi Y gal | oqui al
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Ar abi APr-Fusain“df or mal |l iterary Arabic” andetheir
occupied Arab intellectuals and education specialists at least since the early dayshzHheab
“awakeni ntfcentury@hl Batdl 2017). The issue has been and continues tiebated
vigorousl vy, because it 1Is complex and | aden w
we talk about | anguage, we ar-Batah201&)opoirttsaus ki ng
toward the ways in which the question of Arabic touches ditigso religion and cultural

identity. Current pedagogical practice throughout the Arapiaking world makeal-FuH &

the sole focus of curricula intended for native speakers of Arabic, alflemmi yhg means

of daily communication is not admittéato 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 afFuH @that came to be known as Modern
Standard Arabic (MSA). The sole attentiorM8A 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 #t was for the most part censored and corrected linguistically. This
pedagogi cal practice drew justificatian from
FuH (as the high prestigious variety of language arth mmi gsythe low varietyAl Bata

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 experiencesratbic programs in the UAE and

abroad that have integrated dialects into their curricula.
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UNITED ARAEB EMIRATES

Figure 2: Editable United Arab Emirates PowerPoiMa&p with Administrative Divisions

1.9Framework of the Study
The aim of this study is to investigate how teachers perceive an integrated approach for

student s communi cati ve competence i n Ar abi
implementing an integrated approach in the TAFL classroom and if teachers identify any
potential obstacles to implementing an integrated approach. Chapteeviesws the literature

related to the aspects/variables involved in the current study and presents its theoretical
framework.The literature review presents the acknowledged probletefioe 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, languagéeachercognition, and change of practidée 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

gualitative outcomes of the study that atenmarizedand discussed with reference to the

relevant literature in Chapter Five
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1.10. Definitions of Terms

In this section, theefinitions of some terms are presented assenision provides the meaning

of some terms as proposed and used in this sitdy.choice of the researcher to define the
below listed terms was to clear them up all through the sility.researcher chose define

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

Acquired languagetlt 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 proce¢krashen1981).

Learned languageA f or mal | anguage attained through fo
process that involves studying rules and voca
Linguistic ideology:* Any sets of beliefs about | anguage
rationalization or justification of perceived
193).

Languageteacher cognition:“Unobservable cognitive dimension of teachigwhat

teache s know, believe, and think” (Borg, 2003,
MSA-only approach:An instructional approach to teaching Arabic wsihecial emphasisn

the formal form of the language. It is the frequently and usuaby @pproach for TAFL (Al
Batal1995).

Communicatre competenceé theory presented by Hymes (1966), defiasdheknowledge

of the speaker of the language grammar rules dhatusedn communication in social

contexts.

Diglossia: The existence of two varieties of the same langtiaggeare used by nag 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 languagé~ergusori959).

Integrated approachAn instructional approach that involves teachM&A anda spoken

Arabic variety in a single course of instruction. An integrated approach is a suggested
subgitutive approach for TAFL (Youne3015).

1.11. Summary

This chapterpr esent ed and provided the | ogic behind
regardingg he | mpl ementati on of an integrated appr oac
language teach both MSModern Standard Arabic and a spoken variety in a design that unifies

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

maxi mizing the students’ communicative ability
native speakers at home while they learn MSA at school. Paradoxically tordaidly known
diglossicsociolinguistic situationprivate universities in thdJAE northern emirategeach only

MSA in Arabic classrooms. Teachers assuha studentswill communicate using MSA while

this formal variety is not used by the native speakers of the langUlagefae, if learnerswish

to compete with nativepeaker 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 fdhat is not used irevery daysituations

particularly when they visit the Arab world. MSA is not importgAt.-Mamari 2011; Hashem
Aramouni2011). This studydentifiesthe perceptions of TAFL teachearkan integrated approach

and its significancen maxmizings t udent s communi cati vethesido mpet enc
investigats t eac her s’ replaeng the galitionab approactio TAFL with the

integrated approacind revea possible obstacles to applying suwcthange.
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CHAPTER TWO

2. Arabic Language and its Teaching:

2.1Restatement of the Problem
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Arabic-language programs at the privated publicuniversities in the UAE northern emirates
focus onteaching Modern Standard Arabic (MSA) which is the formal form of Arabic that is
frequently written but rarely spoken. The major issue here teaching MSA sol&yLn
classrooms “creates a fake model of ardoficid!l prof
variety that is not used by the native speakers since no one uses (formal Arabalyfbied

si t uat iBatahl995, 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 @nconsciougrocessbut they learn modernastdard Arabic,

which they never use when they converse with each other, at school. Therefore, to maximize the
nonnative speakers’ communi cative competence,
spoken varietygnacquired varietynd a learnt or)end 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 wién language studied at later ages through the process of
formal educationAccording 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
(Shouby1951).The real self of an Arab is demonstrated in their vernacular, which is their spoken
language. On the other hand, the ies=f Arab is manifested in their desire to speak Modern
Standard ArabicSome linguists who conducted observation about thguiage 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 rsanfespeech 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 d
observed and with whom | interactedsva ver nacul ar Arabic.. Thus, [
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 vaet y of Ar abi c Accardmg to Baslawn @04 rhodarn. Hgh 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 perforntégsadded, news bulletirg 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.

2.20utline of the Literature Review

The literature review presents the acknowledged problem to determine its contributing factors, as
established by a survey of linguistethnographicdeaturestheoretical framework, and empirical

research. This section reviews a represt@rg selection of the literature on diglossia, linguistic

ideology, TAFL, Integration, communicative competence, and langigagher cognition.

2.3Theoretical Framework

This study has applied Hymes’'s (1966)fort heory
the theoretical framewor k. |t has -mdclero e mpl o
cognition in addition to/ygotsky $1978) Social Interaction Theoryhe three theoretical
frameworks help in the exami n aftanefficienbArabic he Ar a
teaching strategy that is at the heart @@lopment in the field of TAFLAc hi evi ng st ude
communicative competency through an alternative approach to common instructional practice is yet

to be recognized.
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2.3.1. The Communicative Comgetency Theory

The idea of communicative competency was introduced by Hymes (1966) as a response to
Chomsky’'s (1965) concept -concepttegardiggiconsnunicativec o mp et
competence was based on the thought that speakers raematenal 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 situat i o ikplacdspnportdnbe)on thelsigraficance of bsimgthes wor
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 isiltcrucial, 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 ofwuoations.

These issues are:

1. to what degree is something in fact done, actyp&iformed 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 thetewhin 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 (1972nwie 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 gonunicative 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 competemc@blySwain and Canale (1990). According

to Canaleand 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 variatiomtartte
language applin 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 comprefpémelrules
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 meaningsasuccessfully 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 compence:
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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 cultdr@anmunication in mind
(Hymes 1974). The theory outlines the mandates of soaltural rules of speaking as an
essential part of the | anguage | earners’ prof
usually occurs in a speech society and employs the form of, for instamee] ar a party. Most
of the time, a speech event occurs within the speech situation that can facilitate gtqugrty
conversation. Furthermore, speech can happen within a speech event, and this can, for instance,
be a request of a promise made by io@rtors who get engaged in a pagtgupconversation.

2.3.2. The language Teacher Cognition Model. Borg (2003)
Many scholars have focused on the study of language teacher cognition since-189@sid
The language teacher cognition can be described as aseumable teaching cognitive element
concerning what instructors discern, think ani
teacher cognition framework was introduced in 1997, and it demonstrates that instructors have
different cognitions aboutaeh of the components of their work. Also, it lists the repeated labels
employed in describing the different psychological structures that are jointly refereesd to
instructor’ s2008,@8W.i ti on (Borg
The model hi ghl i ght sperierfite as ieanes,cstimulatihg prtofesaianal e r s’

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

of standardi zed testing, class size and ti me
classroom practice. Bog’ s model can guide this study and
teacher s’ bel i ef about i mpl ementing MSA only
possible convergencer di ver gence between teachers’ belief
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unravel possible sources of resistance to change in comraching practices (see Figure 1)

Extensive experience of May affect existing cognitions
classrooms which defines early although especially when
cognitions and shapes teachers' unacknowledged, these may limit
perceptions of initial training. its impact.
4 ?

[ Schooling )—»[Professional Coursework]
Beliefs, knowledge, About teaching,
theories, attitudes , teachers, learning,

images, assumptions, TEACHER students, subject
metaphors, COGNITION matter, curricula,
conceptions, materials, instructional
perspectives. activities, self.

including practice teaching

Classroom Practice
[ Contextual Factors }—»[ ]

v v
Influence practice either by Defined by the interaction of
modifying cognitions or else cognitions and contextual factors. In
directly, in which case turn, classroom experience influences
incongruence between cognition cognitions unconsciously and/or
and practice may result. through conscious reflection.

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

From the Teacher Cognition in the Teachind ahguage: S. Borg, 2003, Language

Most often, teacher cognition has a core i mpa
critical in evaluating the mandate and behavi
beliefs, pedagogical principleand personal theories are usually filtered and refined. The

teacher’s experiences as a | earner or as a

sometimes contribute to monotonous and ineffective teaching. As a tesidtrstanding &

role of teacher cognition andeveloping 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
teacher s’ ineffective pr acttaacheMSA excluBivelyandve by
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 engagésngmus decision

making implemented to assist students advance in the learning of the language. Teachers of
languages usually develop their decisprrsumablygrounded in their individual beliefs. The
instructors’ Dbel i ef softbefrctlassnoonm practices.dmesedeligfshneostg u i d e
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 nmoeemprehend 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 Y 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 gi@gan

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, decisianaking, and development of classmopractices. Borgs (199 7)) ,
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
seventythree percent of Arabic teackesf which twentyseven percent were normatsjgeakers

(Abdalla and AlBatal 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 textbooksand language instruction.

233.Vygotskyods Soci al |l nteraction Theory (1978
Vygotsky's theories highlight the fact that cognition can be developedjthsmeial interaction
(Vygotsky1978), 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 proxintvelopment (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 dwing under adult guidance or in collaboration lwihore capable peers"”
(Vygotskyl 978) . Vygotsky’'s definition has been mod
L2 development al context. The modifieadd defin
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’” (Oht a, <tieaddgnitive teaefopneert X i ¢ a |
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), sodiateraction 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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comprehendite 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 wasformerly statedby (Ferguson 1959) as thefférentiation between the two

varietiesof a language such as Arabic, German, French and Greelyellingthe formal High

variety (e.g. Classical Arabic,French Hochdeutsch and the Low informalvariety (e.g.
Schwyzertutschizgyptian Arabic, Haitian CreoleJherole of diglossic language use to reflect
“dentity, power and t GupeszgdlO2and MyersSeoste (1698,def i ne
2006).De jure diglossia can beft#rentiatedrom de facto diglossia, where official legal policy

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

in practice (de facto). Ferguson (195&jditionally recognizedthat diglossia carpossibly
change towards a *“ s patioubmaefecenceo Chimese, wheeraktlarins ” , wi

had been a vernacular spoken language, but wasdfastdomi ng “ a thidp436)st andar

According to FergusorL59, some speakers under various situations use two or more varieties
of the same language many speech communitiddaybethe mostacquaintednstances the
standard language aihatal dialect as useah Italian or Persian, whelets of speakers speak
theirspoken variety in their daily communicatiahhome owith friends and family who speak

the same dialect blommuncate using the standard languagéh people who speakther
dialects or on publievents There areyet, otherquite dissimilarinstancesn the usag®f two
varieties of a language in the same speech commirmtyexample,n Baghdad thérabs who

are Christian communicate usin@ "Christian Arabic"vernacularwhen speakingamong
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themselves while communicate usitige general Baghdad dialect, "Muslim Arabic,” when
speakingn adiversegroup.Recentlythe interest irthe studyof theimprovement and features
of standardized languagkas been reneweiglossia is wheréwo varieties of a languagee
alongsideall over the community, with each having certainrole to represent The word
'diglossia’ ispresentedhere,demonstrate@n the French diglossie, which has been applied to
this condition asthereappearso be no woratan beusel for this in English; other languages of
Europemostlyuse the word for 'bilingualism' in this sense as well.gtabablehat thisspecific
situdion in speech communities is vecpmmon thoughit is seldomstated A complete
clarification of it can be ofsignificant assistancen dealing withlinguistic problemsand
historical linguistics.The purpose of a study conducted by Fergud®%9)is to describe
diglossia byselectingfour speech communities and their languadesn¢eforthcalled the
defining languages) whicbbviouslyfit in this category, andharacterizingeaturescommon

by them whichappearelatedto the classification. The @iring languageshosenare Arabic,

Modern Greek, Swws German, and Haitian Creole. (Fergu$6h9.

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

variety, and thécaldialects wil be called L ('low'yvarieties. These are listed in thable below

Arabic Classical (=H) H is calledAl Fusha |L iscalledUmmi yy
Egyptian (=1L) 'ilfasih, 'in-nabawi 'il-ammiyya
Sw. German Stand. German (=H) | Schriftsprache Hoochtiiutsch

31



Swiss (=L)

[Schweizer] Dialekt

Schwyzertuutsch

H. Creole

French (=H)

franc:ais

creole haltien

Greek

Hand 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’ languagéayassomewhatonstantwhile Greek
diglossia ha®rigins going back many centuries, bututrned out to becompletelydeveloped
merelyat the beginning of thEdthcentury with theebirthof Greek literature and tHermation

of afictional languagdoundedin large part orarlierformulasof literary Greek. Swiss German
diglossia developedue to thdong religious and politicaeparatiorirom the centers of German
linguistic situation while Haitian Creoleosefrom a creolization of a pidgin French, with

regularFrenchthat eventually cami play the ole of the superposed variety. (Ferguson 1959)

2.4.2. Functions of diglossia

Diglossia isnotable for itsconcentratn onfunction for H and L. Iraparticularsituation,
only H isapplicableand in another only L, with the two setsrrespondingnly somewhat
As demonstrationan illustrationlisting of possible situations is givenjth suggestiorof the

varietyusuallyused:

Possible situations High Low
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At a shopping mall a
An email to the director of studies at the university a
Sermon in church or mosque a
Instructions teservants, waiters, workmen, clerks a
Personal letter v
Speech in parliament, political speech v
University lecture v
Conversation with family, friends, colleagues V
News broadcast V
Radio "soap opera" v
Newspaper editorial, news story, caption on picture V
Caption on political cartoon V
Poetry V
At the wedding party a
Teaching Arabic Language grammar a
Folk literature V

It is not overvalued if we use the right and proper variety in the proper situationeigner
who studiesto speaka low variety accuratelgnd fluently and then tries to use it in a formal
situation will be an object of mockeryikewise; if amember of the speech community uses H
in an informal situation like shopping isimilarly an object oflaughter In all the defining
languages it is usualbehavior tofind someone readg aloud from a newspaper written in H
and then discusgy the contents in L. In all the defining languages itdamalbehavior taattend

to a formal speech in Bind then discussiih L. (Ferguson 1959)

2.4.3. Diglossia inArabic

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 laggs. 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 prestiffeerguson, 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 Fhis view is anchored in the belief among many native

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

l'iterary or cul t ur e dVhikexlassicalsiglossian(Fe\ghdenkld58)Istill 1 9 9 1

characterizes the linguistic situation of Arabic and while the High (Hetyastill 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, morphady, syntax, and semantics persist alongside differences
that can be drastic among the L varieties themselves. On the other harslyitodimg between

the H language, and the spoken regional vernaculars that constitute the L variety is common
among edudad 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 renghtly ti
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 wa&ontact
situation. In fact, across dialects, communication is naggatimostly through a strategy termed

“accommodation,” whereby speakers change to

V

contact with speakers of other dialects (S’ hirt

it is unidirectional or mutual tends be governed by factors such as language ideologies, power
relations, and hierarchies ascribed to the regional vernacular varietiesg@tL5; Hachimi

2013;S "’ h2002.
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“The Modern Standard Arabic”. M@Bedslamis podtrh e de s c

and of the Qura#w) assuaklly Acablied. “ghe | iterar
unt il about the 13th or 14th century AD is wus
call ed “Moder n St amcdevelopmehtfrandts earlier preslecessousdor g a n

is not identical to theanguage 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 differemlyerms of dialectsThe 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 andhen diglossia appeared in Arabic. The koine theory (also introduced by
Ferguson in 959) is one of the explanatignshich 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 nemtif 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 handleeswitching 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 arexpected 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 whenaircontact situation. In fact, across dialects,
communication is negotiated mostly through a
speakers change to varying degrees the way they speak when in contact with gppedkers

di alects (Abu Mel him 1991; S"hiri 2002) . The
unidirectional or mutual tends to be governed by factors such as language ideologies, power
relations, and hierarchies ascribed to the regional vernaculaties(i@hakrani 2015; Hachimi
2013; S’ hiri 2 0 0 2-pwitchinbois cemumoreamong tehspdken vatiaties ef
Arabic themselves (Albirini 2014 and Schulthies 2014) eswi#ching is also practiced
between Arabic and the foreign languages that wemed 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 andasmoedia 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 imptance 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
communicabn 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 Mukgrous

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 codeswitching is common among the spoken vaggbf Arabic themselves (Albirini 2014
and Schulthies 2014) codsvitching 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 varietyay 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 factorbipevita
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 langbégeacy, 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 asgnftareguage. In response,

a variety of language program models were develof@ee 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 duringélcend 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 approadhisiargued 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 skemnm 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 lram@uses. Only 2% of the

over 304,000 American students who conducted study abroad during th2g@D 8aveled to

the Middle East and North Africa region while around 8% majored in foreign languages and
international relations (IIE 2015)According to he 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, therafe, offers an opportunity for a good number of them to experience life

in Arabic-speaking countries in addition to the dialects that are spoken tBellefailure to

have a dialect that allows them to engage and connect with their host societyspiiessat
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 diffies 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 Arabicspeaking countriesna 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. Theefore, 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 competece. This was confirmed by a study that further emphasized the major role
that is played by dialects in | earner’s cul tu
a huge number of cultural interactions are carriedtiongughthe 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 interactiBgsconsidering the
abovestated findings, the need for a éei at the home campus cannot be taken lightly. This is

to prepare students for both sociolinguistic appragréand meaningful connection with Arabic
speakers and a pathway for getting to learn vital aspects of Arab culture.

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

a variety of applications of the integrated approach emerging thereaftBa(@l 1992, 1995;

Al-Batal and Belnap 2006; Ryding 2006; Younes 2006, 2015). This notwithstanding, (Younes
2015) pesents 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 st Thdstuatiordesenbecoemesanbre | ang
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 alterative solution, some coordinators opt for the study abroad programs as an
alternative solutionThis is because the students will get a4itahd experience with the culture

but at the same time will be learning the target language. However, thesensoaisio bring

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

with as well as théialectof Arabic that will be used (2006, 328). The abowventioned issues
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may not mean so much to students especiadlyithat 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 beenade 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 beliefsnt$ $kunz

2000; Belnap and Kuntz 2001).

2.4.6. Initial Motivation in AFL

Gardnerand Lambert (195%tudiedwhat motivates Canadians whose first language is English
but take up French as a second language, the authors identified two initial motivatiomg The

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 tleebe 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 achiement. 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 Tren@84y, (1

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 asdbimattitudes 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 motiation 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 survey in Canada and the US. The survey he conducted was of 568
students who were studyim§FL. 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 purpbbestage.

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 detoeas 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 dity to interact with native Arabic speakers came second at
82.96. 47% were of the conviction that Arabic was likely to land them a good Ttiose

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

Seymour Jorn, (2004), cardeout 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 impossibleafigone 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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Unl i ke the participants i n reealed thaB0&%notitheBel na p,
respondents taking Arabic with an aim of improving their oral skills. Further, it was noted that

the events of September 11, 2001, did not ir
contributors in Arabic classes. According to Abuhakemal®4p085% 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 pragm in the country, academic and cultural identity orientations

were the most vital inspiring driverklgsseinali 2004

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

as the cultural background should aywde 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 needsThey also need to be kept motivated. This enables them to gain
proficiencywithin 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 lessoi$is 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
devel opments are evident in all spheres of Ar
that genderpolitical and religious facets of the Arab culture are not well covered in class work

(Abuhakemah, 2004).

42



2.4.7. Acquired Arabic Language versus Learned Arabic Language

The acquired Arabic language is the spoken language acquired by Arab children natatally
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 Auglext for differing functions
creates a conflict between the ideal self and real self of the Arab person (ShoubyTh#51).
work for Shoudby goes back to Taha Hussein whose attitude is a characteristic of the current
attitudes that many Arabic speakerschioward dialectsHe 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

AThe coll oqui al | ac ks t heameaitadlanguage.slook atitana k e |
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
and reform the classical oo

The real self of an Arab is demonstrated in their vernacular, which is their spoken language. On

the other hand, the idesélf Arab is manifested in their desire to speak Modern Standard Arabic.

Some linguists who conducted observation about the laegussegof 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 modespéech 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 e

whom |l interactedwaswracul ar Ar abic... Thus, even intellec
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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 akietyic:

the vernacular.” A similar observation was ma
professor in the Arab wo hd (GF), bw vsudlyedeliversrhis Cont e
lectures in the vernacularofh e educat ed” 200@ p.059)d i n Wi |l smen

According to Badawi (2004 modern Hgh 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 alsvéyrsned through

H, can neve be considered as speaking. The only situations in wimdividual 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 fronperssn to

another, can never be termed as native ability. Lack of sufficient geographic boundaries has
caused Modern H to become known as Modern St al
p.86), the spoken varieties are corrupted forms of the Arabgubage. The spoken varieties are

the geographically delimited inherited culture (or cultural matrix) of local speech communities.

I n his article, Wil msen (2006) stated: “A s
newspapers found that Levantineters tend to use the free object pronouy -y @acing 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 thaethe fr

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 Arabicetias, 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 avhre 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 literateArabs 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 s@eak o
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 aadd_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 (20L3) 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 conversatityraes (1972) argues that peoplecheemaster
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. Howestedents are not helped to achieve

oral communicative competence by implementing the M®J strategy for teaching TAFL

students. Furthermore, Younes (2015) provides a detailed discussion of the reasons why
programs opt to focus exclusively on MSA amduse 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 té&ecs 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 Apdzaking country then

they can learn the dialect of that country. In this view, teachers avoid causing theirsstudent
confusion and at the same time avoid making a choice for which dialect to teach. Most

i mportantly, they keep their students’ Arabic
I n a study conduct ed bDjaledtslare Baassirgly useddrontitihg |, he <
in street advertisements and TV commercialhis 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 dialeet® also interacting with each other at levels
unwitnessed before. On Arabic TV programs sucaistdt A The Vo-yahaa- man s
mi |l y@n? fAWho want s, ahdiradbldol, all of nvhidh Ihdave widespread? 0
popularity throughout the regioparticipants 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 theiown dialects in acting out their roles in these series. Such programs represent

new realities in intedialect communication and provide strong evidence that speakers of

Arabic can and do understand each other when they speak in their own eialattissarious
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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 teadhisgho n | y or *ammi yya only
the integrated approach can also face numer ou
which dialect to choose, and how comfortable a teacher can be teaching a dialect that is not their

own all need to be takentm consideration. However, these challenges are seen as practical
hurdles which can be overcome in a wadkigned program. A study was conducted by Shiri

(2015) regarding the role of dialect and MSA in developing intercultural competence in short

term stuly abroad further confirmed the complementary relationship between these two
varieties and emphasized the major role diale
The study indicated that a large number of cultural interactions are medyathd Hialect,

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 numbgrefas s. A | ayman’ s v
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. Tinéwithstanding, 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 correctlyretenritten texts.
(Wilmsen 2006).

Traditionally, language teaching placed a huge emphasistegtual 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 inculcat&ilhile 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 mosbf 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 letegm goal for Arabic programs ito 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, esm 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 erable 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 clos&k n i t relationships; infl uencngmg ot he
feedback; engaging in squabbles; talking for yourself so as to get out of a troublesome situation ;
requesting, reporting, recei ving, ahdhepr oces
topics present a picture of reasonable objectives f@krahic class. This is whereby most of

the function presented are most likely to be presented imftbemal 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 speeciativaspeakers of

any | anguage engage in dail y. unttiores,the sihraed howe v
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 funstiand even political and government speeches and
pronouncements. Even with this as the case, vernacular is also used in these formal settings
thereforereducing the ratef useof formal language. It can, for example, be noted that at times,
teaching eveat 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 ®whitten standard//ilmsen20086.

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 conversingesially 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 criticisnfFor 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
situationsare 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 firstAft@cdwo

full years of full study oArabic, Similarly, Campbel(1986, p. 145), shardss 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 teinterpretationWilmsen2006.

2411Educated Professional sd Arabic

University Arabic lecturers have a common assumption that students who graduate from their
programs will later have higand jobs that are most likely only going to make them use the
language taught exclusively. This, themef, 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 amagst Arab intellectuals where they tend to communicate using vernacular eigin at h
level meetingsWilmsen2006

The aspect of educated spoken Arabic can, therefore, be considered in general communicative
Arabic. This is in consideration of the high paéance of its usage especially in conversing both

in formal and informal settings alike. Educated spoken Arabic can simply be used to mean
vemacular Arabic (pac#litchell 1986. Even though it might not be the vernacular casually
used in the streets, i istill 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 appliediam negat
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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@o$di 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 edectatative Arabic speakers have a difficulty in
conversing in brand classical Arabic. When suchsralése they are rarely called up@md, in

the casesyhere 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 conclwion, 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 amative learner, the teaching of thadells needs to

be accomplished in consideration of the social appropriateness and the given(¥éittmgen

2006.

2.4.12.The two Visions of the Arabic Language

2.4.12.1. The Vision of Separation

According to Al Bat al (lexed @rograms‘inderU& kefers 6nlyton mo s t
MSA which is clearly reflected in the titles of Arabic language courses such as (Elementary
MSA, Intermediate MSA, and Advanc@dSA 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

inthiscase)asahi gh” variety of Arabic compared to
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dialects. Furthermore, it also drawspersuasivenessom the belief in the Arab world that-al

Fuuad (MSA) is the super i ctudyiigdAl Batal@®l7)Accoading ¢ t hat
to Maktabi (1991), native speakers of Arabic believe that a dialect is the language of the street
and has no |ink to |iterary or cultured expre
that calls to adorse the dialects in educatioavie originated from imperialist and orientalist
organi zations intended at distancing Arabs fr
akDamin 1986) . The main goal of many conferen
speaking world witnesseadcently was to protect Arabic (meaningFak &) and def end i
two threats it faces: foreign languages and the dialecthigiMmad 2007, ABanna 2011,

Hi w a 1cArad RP013)such as Arabic Language Conferemeelanuary the WORAL (World
Organisation foRenaissance 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 languadditionally, the percepdin that Arabic

dialects vary in the Arab world which makes it difficult for Arabs from different countries
shaped this view of Ascergirgly,ant onthe basifoMlaiskvieve,-BlT 1991
Fus & , i's what ties t helyand &adlisats ppominunitation hettweegn a nd
them. Therefore, it should be the form of instruction in teaching and learning Arabic in the Arab

world or elsewhere.

According to thisvision, there is a total disregard of dialect in classrooms whereby educators

use Modern Standard Arabic and matetitadg are wholly ifMSA). 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 exad¢ any spoken variety in the classroom. Some of the

52



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 erhasize 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 effethe dialect.

There are some difficult aspects that are associated with this firewall vision of Arabic. It makes
a separation that is not legitateand goes against the reality of the language within the Arab
world. This is particularly where both fomof Arabic, MSA, and dialects are in a harmonious
interrelation and are therefore bound to be used continuouslyymairthe social circles
(Younes2015). As a consequence, failure to expose students of Arabic to dialects denies them
a chance to commuratewith people in the Arab world who in turn do not use MSA and dialects

to communicate at all times. Similarly, the students Hmendeprivedof the ability to learn

about various Arab cultuseFurther, as explained by Heath (1390e proficiency mdel that
purportsto 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 therefantyf shows that they misrepresent the real
situationin 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 satt contradicthe 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
andin Arabic classrooms thatlaimto be teaching Arabic within an authentic communicative
framework. Each of these two varieties, MSA and dialects, accomplishes particular purposes
and tasks and isquallyv i t a | to the gener al concepno of “ Ar
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 ndnemofcan 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 approachingibtes@parately but holistically

in order to let learners fro the primary levels of instruction to enhance their understanding of
the relationship that exist among the varieties. Accordingly, learners realize that there is one
Arabictodealwitr at her t han gABatar28l7)e “ Ar abi cs”

Unlike separation, th@ision 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 threesdecad
have brought about an important progresshe 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 dtabgh

Arab world. As aesult 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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betweenMSA and other dialects on one hand and MSA and different vernacular langmages o
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 espegialliterms 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 interactidhe chatroom. TV shows, news, and radio
progranming 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 integnatibthe dialects within soap operas
and movi es. I n 2008, there was the release of
in Syrian Arabic. It got immense admiration across the Arab world and even steered dialect
labeling that appears to have aetew 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 ofitsmovi e titled “Frozen”. It was however me
ideology brought about by linguistic purists within the regidulianna, E2014). This he notes

is because of the refusal to adopt change after centuries of literary gralischistory.

Narration and dialogues in many Arabic countries employ the use of both MSA and iedblloqu
Arabic. This is in literalvorks such as novels and poems in countries such as Lebanon, Egypt,

and Morocco. Actually, in the modern Arab world, newalitees 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 indealectal interactions. In the case of classrooms,
approaching dialect asie 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 B3t&) (Btes

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 proficiensykt or content based
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 anaiodi 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 meth@dsgyuage teaching

and learningThe ktest emphasis on tablased and conteiiased instructions offers more
reasons to integrate dialect in teaching.

On the same, a question iss&dl in regard to communicative tasks that are entirely performed

in a dialect in reality. That is how the tasks can be presented and students preparedieshow

in an Arabic variety thas not the same of the variety used in the task

Similarly, the inplementation of contentbased instructions at advanced levels will
fundamentally consist of video materials in various forms of iraHere, there should be a

way guide a norintegrated approach to Aralticatwill 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 proficiel@gsed curricula that maintained the firewall
partitionbetweernMISA and the vaous tongues. For that reason, proficiedaged approaches

to the teaching and assessment of Arabreductedvh at Ry ding (200&) refer
privileging of MSA”. Al Bat al (2017) stated t
developing an integrated approach to Arabic. This change was initiated in the publication

of ACTFL Language Standards in 2006 which offers new curriculumtateutor the teaching

of languages worldwide while putting a major focus on communication and culture. While these
standards remain anchored orlE, they still provide strong support for integrating dialect

within the Arabic curriculum. Al Batal (2017p»i hi s book “ Arabic as One
the oneness of the various dialeetgireat indication of the spirit of the vision of integration.

While the Standards remain focused oflX they nevertheless provide strong support for
incorporating dialecinto the Arabic curriculum. In the preface of his bpAkBatal writes the

foll owing statement that refl ects ttHhattanspi rit
essential part of knowing Arabic is knowing both thes &and one or moré a mmj apda s

mastering how, when, and to what extent to mix them, either by introducing colloquialisms into

Fus &or by bringingFus &structures intoa mmi'y.y aNSFLEP (2006, 116.)
According to Al Batal (2017), integration of dialects in the curricula is mangéio 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 aified 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
favorable to helping students have a wider and deeper understanding ctiunad.

Third, it endorses the learning of culture and intercultural competence. A curriculum based on
“Arabic as One” that integrates dialect 1 s m
and deeper comprehension of Arab culture. The prewenisiécades 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). Therstss 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 mpt to postpae dealingvith 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 tat 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 comiineréacel
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 rdiitiensional, Arald 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 ansl ieieds 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 interebtsa study of students studying Arabic in the US,
Belnap (2006) stated the top three reasons why studentésstudying 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 (20p@ame 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 vaasenormous rise in interest in study abroad in
different Arabiespeaking countries. Yet, the majority of the students who tadkrpthe study

abroad programs were nsufficiently prepared to use the language functions due to the fact
that the majority of them had studied MSAtire US which is not used 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 integraticromvpletelyor

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 foreigmalge 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 culiBednap 2006,
Husseinali, Palmer 2007, Shiri 2013, Wilmsen 2008hile studying proficiency attitudes and
profiles of collegdevel teachers of Arabic within the US, Abdalla, andBaltal (20112, 16)
observe that acceptance of integrating colloquial Arabic in instruction should start at an early
stage. From their stly, 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. Rinekerfigures

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 tha¢dso conduct all functi@related to the American
Council for the Teaching of Foreign Language both at the novice and intetenélials
(Abdalla and AlBatal2011-2, 16).

Abddla and AlBatal (20112, 16). further see alossobcn nect i on bet ween t h:
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 contradictionetween the beliefs of the teachers and the actual practice of
teaching. This disconnect mighe as a result of the ladk agreementvithin 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 thei® nota standard spoken varietyetle is no certaintgbout which

dialect is spoken bthe Arabic speakerthatthe prospective students will be interacting with

and thust 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 po@ss should it be introduced in the curriculum. Should it also be before
after or at the same timees 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 asremb diffe
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 multisectoral approach in addressing them. Thm m@ticism against the integrated
approach is that it is confusing to learners. Although this issue was addressed as indicated in
Younes, (2015Ch.5), more recent encounters concerning the same have emerged especially
due to the practical applicatiorf 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
guestions when designing integrated materials or activities whether or reading or
listening. This is ptting into consideration the fact that designed questions for the
written texts are mostlyinBuda, wher eas di scussing these q
in ‘Ammiyya.

2. There is also the uncertainty of the level of spokep &u t h a't shoul d be u:s
discussions.

3. The other challenge is whether or not the

should be accepted.
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Younes (2015) addethat the answers expected for the above questions may differ across
different curricula and also various educatoisy 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 deeffectively 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 uatgositthat is isnilar?

(Younes2015H

The second guiding principle revolves around trying to sustain a positive,-fstressnd

conducive environment that encourages learning as much as pdssbieportant to note that

as much as there are educators who are caablertn using and speakingg@, ot her s f i n
quite stressful especially in a conversation. It is also goagpeeciate that the use aigha is

not as bad provided this usage will not end up in a stressful classroom state for a teacher. The
cases whe 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 preferabletouse flu as a n at unrteamsofdhptog on bot
and for theeacher Younes2015.

These two guiding principles are also applic
instance, standards of native usage do not pc¢
P r o g rpaliay’is$o 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

ard also the ultimate aim of graduating students who can speak A@ectly is met (Younes

2015).
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2.4.15.Integration in a Multi Dialect Environment

Student’s needs should al ways babouthe nasietyd er e d

that students should learn. The million dollar question here is, what do studehts Veann?

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 egpei 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 anda@gnition 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$eeds leaving no room fadolizing 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 learningensyariety so as to enable

them toconverse witmative 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 Aralsidstudent
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, thadtus o r  * yyanlven so, it is good to
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appreciate that the integed approach comes along with masallenges that need to be
considered. Some of these challenges are | earners’
whether an educator is able to teach a dia#atr than his own. However, these challenges are
considered positively dsurdleswhich can be negotiateid a weltdesigned program.

The past decade has seen a positive uptake in the implementation of an integrated approach in
teaching Arabic as foreign language. (ABatal & 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 multidialect environmentin thismodel, 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 snibsat 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 variefiéss linguistic situation
definitely brings forth challenges to an integratedrapch.

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 collogari@ties. 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
affectsanomati ve | earner’ s p o efcacy within a conomurstytmmu ni ¢ a
predominantly speaks in ArabiSimilarly, Ryding (2006) advises against the uséusf &in

teaching students to express themselves on their everyday undertakings since it forms a gap in

their communicative competenceurkher, 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 contesx This is whereby one is B 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 reaty from the beginning helps a student move along well with their situation.
Zaki and Rlmer (2017), further argubat it is significant to put to light the fact that a successful
integration in the class does not lead to a barrier between MSA andatlket.diThis is
particularly essential in an Arabgpeaking country in which learners can observe that native
speakers routinely switch the code from MSA to the colloquial or the otheraveaynd
depending on the situation. In their study, Zaki and Paliné017) 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 reasos i n spite of student s’ needs.
power of both MSA and the dialects in bringing out cultural aspects of the landudgeir

book “Al-Kitaab fii Ta'alum at' Ar a b with ytsacompanion websiteKristen Brustad;
MahmoudAl-Batal; Abbas AlTonsi(2011) present it in aay thatdevelops skills in formal

and colloquial Arabic, including reading, listening, speaking, writing, and cultural knowledge,
integrating materials in colloquial and formal/written Arabic. It providesomprehensive

program for students in the early stages of learning Arékee 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

Il n his book “-Batah(BOL7¢ presents fovanimtegratidn 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 CorridUniversity Model (CU) in which ABatal (2017) sts that it is

the oldest modetf 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 couiSksnentary Arabic meets five hauper

week and Intermediate and Advanced 4 hours a week and the other courses three hours per
week. The program uses the ArabiyyaiNalas textbook series that reflects the Cornell
progran’ S ap pr o0 a CAlabid (A BatalR@L¢é)h i n g

The guiding principldor integration within the Cornell mainstream Arabic courses is to reveal

the Arabic linguistic situation as it is in reality: conversing naturally in the spdikésctwhile

at the same time conrgeng formally in MSA (AlBatal2017).

Thetwopr i nci pl es | eading educator s hismodahareer sati o
firstly, the classroom should be as encouraging to learning as possible which means that both
the educators and the learners need to lease in a stredsee classroonandsecondly 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 edugedbs, reading and writing

MSA comes easily just as speaking in the spakalectcomes naturally to them.
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The second model is The Brigham Young University (BYWHdel. According to Al Batal
(2017) , the BYU “core” Ar abeeting figerhougsrper meelka f f er s
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 hegleaking proficiency. After the study abroad program,

all students have the choice of taking advanced level colees of these courses are two
credit hours and meet twice a week. Most returning students take more than one class with
majors enrolled inhree.

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 Lemardand MSA throughout the first

year. In the second year, the emphasis is aboutofbMSA and during study abroad.tird

of the students’ time is on Jordanian which i
of the classroom speaking practitéost of the advancelvel courses focus on MSA, but the
informal discussion is often mixed.he program places communication as a first priority while
accuracy is also important but for advanced legéfsrmal communication.

The third model is The Wesn Michigan University (WMU), model. It offers a thrgear
sequence in Arabic. The first semester is all spoken M8A being presented in the second
semester.There is, however, a great stress on acquiring of reading and listening skills. The
secondand third years incorporate MSA and the dialect, mainly focusing on reading activities
supplemented by discussions and dialogues in the sfpekgumaggAl 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, studeatpresentedvith
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 writingt@suio 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 yvaative 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 &kona (UA), Model. The Arabic program at the
University consists of five yearPuring the first three years, students meet for five hours per
week and fourth and fiftlyear courses meet for three hours per week each. More to this, the
program offers thre 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 thirdeeaers

attend four hours of class for MSA and its four language skitlseading; writing; listening

and speaking and one hour thevernacular per week. Fourth and fifgear students attend the
conversion tables for dialectln this program, wan learners mix MSA and other dialects, they
either selcorrect naturally or they are askied the instructoto correct themselvesStudents

do not usually mix MSA and dialect in writing (Al Batal 2017).

The fifth model presented is The University ok@s (UT) at Austin Model. This program offers

a threeyear language sequence. The sequence consists of the main languageuhma

program. First and second year offer six hours a week which reduces in the third year to five
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hours(Al Batal2017). After completing the three years, learners can engage in caratesd
courses in Arabic. I n this wuniversity, howev
“Modern Standard Arabic”. This is as & means
language and not subsets of various languages.

The program uses the Klitaab textbook series in which lexis items are offered in various colors

to reflect MSA, Levantine and Egyptian and | 8
dialect offere 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 ingal life situationgAl Batal2017).

These models show the diversifymethods 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 progams also reveal that there are different methods and approaches to deal with mixing

both MSA and dialectsThe programs have different pedagogical approaches to mixing, but it

is evident that their ability to mix will improve gradually as long as they exposed to
meaningful input and teachers’ feedback. It i
with more comprehesion of the language. (Matal2017).

In the light of the above mentioned, although there are different approaches andsnaéthod
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. Mdieanthis, 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 levecourses 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 ieglao unwarranted burden on

the student. This is because of the feeling that they are being strained to learn two languages
simultaneously (ABatal 1992, 287). This was actually echoed by students from the University

of Michigan and in HasheA r a mo utmdy where they claimed that it was quite hectic
keeping two registers mentally separated (2011, 94). A group ofahrdgnd students studying

both MSA and Omani at the same time claimed that they felt as though they were studying two
languages at the santime (AFMamari 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.

Hencethe 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 &iofilcomments are in harmony

with Paul at i on’ s proposal whi ch e xquucathenbardert h at
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 whypthers 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 gttrrot

support the needs of studenfhese 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 Egy[8@A. 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 abaventioned locationascompared to the préeparture
situation (Shiri 2014, 573).

While considering native speaker teachers of Arabic, Abdalla ashtdl realized that 60% of

the teachers were comfortable teaching both first and sg@artlasses in a dialect that is not
their very own (Abdallah and ABatal 2011, 167). Trentman \ile studying dialect and MSA
transference among Arabic learners noted that students who had some backgroun@@re&SCA
more likely to comprehend foreign dialect as compared to a student who had only studied MSA.
On the other hand, spoken texts in whictive 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

theupper hand (Trentam 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 thagforritten texts are what their study

field relies on. According to the NMELRC student survey, there was a positive response on the
guestion on the need to study Arabic so as to enable easier interaction with people at an (87.4%)
index (Belnap 2008, 5576.8% stated that their reasons for studying Arabic are so that they can
travel to the Arab worldPalmer 2007, 116). It can be concluded that competence in the Arabic

language is important for both travel purposes and career goals (Husseinali 2006h#&02).
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revelation was further rubbstamped by the NMELRC survey at an agreement scale of 73.2%
(Belnap 2008, 57). Another survey took a diegi into study abroad students within the Middle

East. It concluded that most of these students take their studyas vital for improving
language skills at (82% vs. 43%), for advancement of career goals at (62% vs. 47%) rather than
for having fun {TGMm&y andShanndn220dB,318). IlEaates that students
aremore likely seek out skills in languagad 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. ResearchMethodology

3.1 Theoretical Foundations of the Methodology

Paradigms or rather a researcher’s worldview

to be selected. Guba (1990) ;therefore, opines that philosophical beliefs held by the researcher
help in clarifying as to why a particular design is adopteldisfher 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 basissumptions 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) ingte emancipatory, pepbsitivism, pragmatism and
constructivism. Postpositivism, a more conventional inclined paradigm, is mainly based on
guantitative approach. Pegbsitivists are, however, of the idea that the means justifies the end,

in that causesare the main determinants of the outcomes. Constructivism is mainly based on
gualitative 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 approathiss.
research, however, needs to be connected with revolutionary agenda with an aim of changing

the social situations facing marginalized people and groups. This studgidited pragmatism
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and constructivism. From the one hand, pragmaisnbased on the fact that claims of
knowledge normally arise from actions, situationd emnsequences that are different from the
preMous onegCreswell 2003, p.11gndfrom the othe hand, constructivism is mainly based

on qualitative researdbecause aonstructivist paradigm would hetlpe researchéro * f ocus or
the specific contexts in which people live and work, in order to understand the historical and
cultural settings of thepar t i ci pant s’ (Creswel |, 2009b) .
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 priorittAs of t he above, there has been
debate. However, according to (Creswell, 2003; Greene et al. 1988aloand Onwuegbuzie

2004), pragmatism has come into view as having detached itself from the tag of war between
scientific and naturalistic points of viewCombining both qualitative and quantitative
approaches has been seen as a new research paradigahtirere 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 adatocs 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 imfsmce of pragmatism as a philosophical
paradigm. (Cherry Holmes 1992; Morgan 2007; Tashakkori dedidlie 1998 Due to the
connection between pragmatism as a philosophical underpinning and mixed methods approach,

there is an agreement from various reseers 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 campaigimechampioning for mixed methods.

I n conclusion, the r es aathecehsans fosthepragmgtimlagicinc as s
putting together both quantitative and qualitative ideologies at various stages of this research
study. This, therefore, dicates 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).

3.2Research Approach and Design

The purpose of this mixeshethod study is to investigate how teachers perceive an integrated
approach for students’ communicative competen
implementing an integrated approach in the TAFL classrodm?® if teaters 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, quantieatdata 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 reskssign 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 filmer 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
gualitative studies takes into account the lived experiences therefore enabling the
contextualization of the analysis of phenomeral, as they allow for an-itkepth understanding

of phenomenon as they are often structured to collect data over an expendedof 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 rebeascwho utilize this mixed method
approach within their studies is continuously increasing. The rmme&ttiods 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 acond 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 thie gessaicn

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 telepshodnd breadth. In

other words, in combining both, the quantitativiel ahe qualitativenethodswill 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 theesearch 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 el aborate the statistical outcome gather

viewpoints via interviewswith 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 ¢s&aqunaires 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 quiaktaata analysis within this
research design of the study.this research study, the researcher purposefully select interview
participants for followup in-depth qualitative data collection based on their demographical data,
which he obtained during ¢hquantitative dataollection phaseEach interviewee represented
different demographic characteristics and groups that are used to compare and contrast data
analysis during the quantitative pkagO'Cathain, Murphy &Nicholl 201Q p. 1150). The
outcome 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): theipants 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
guantitative approaches adequate, by themselves, to cultivate the details and the trends of the
research problems.

3.3Site and Population Sample
The study is conducted at some privatel publicuniversities in the UAE northern emirates

represented in Dubai, Sharjah and Ajnuging a mixedmethod approach because it is the most
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appropriate method to be I mplemented ioin thi
the topicto be studied in which some topics lend themselves to certain methods and preclude
ot her s” ( Bhe research 3tddy i5 yndertaken by a researcher who was once an adjunct
faculty member at some of these particular priveate publicuniversities. The reason for
choosing these sites is that the faculty members at the paivatgeublicuniversities in nrthern
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 thpeatese countries. Additionally,

since the researcher was once an adjunct faculty member at some giriveesnd public
universities, accessibility and the speed with which data gathered are guaranteed. To get the
official approval for the study, theesearcher 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 nonnativesspeaker
of Arabic at those privatand publicuniversitiesin the northern emirates as its population
sampleThe 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 iqeiatéits of

this research because the faculty members who are the participants in this research, are accessible
wi t h conveni e pampgling“stsatedysucht as magpdona sampling, convenience
samplingand st r at i fBurked013% aAsngshtistinagniethdd 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
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costly, causing it to benaextremely attractive option to maostientists. Furthermore, the
number of instructors who are gaipating in the survey are 40 due to the fact that it in each
university | visited, | could not find more than 2 or 3 faculty members who teach Asabic a
foreign languageThe 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 interviewe&, tésearcher 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 #tady.

Purposeful sampling approach is used by the researcher to select participants for the interviews
in the qualitative stage of the studihe researcher asked five of the participants in the study if
they are willing and have no objection toibeerviewed aftethe collection of the survey at any
appropriate time for them. Henclgtrandom selection of participants® usedas a sampling
method. Purposeful sampling method enables the researcher to learn much about very important
issues withregards to the aim of the study which includes recognizing and selecting individuals
or groups of individuals that are particularly wielformed or knowledgeable about a
phenomenon of interest (Cresswell and Plano Clark 2011). The researcher then a&tked wh

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 ensuresrdpresentation of the whole
population. In this process, criterion sampling which involves selection of participants based on
their qualifications to meet the predefineiteria usedoy the researcher. The criterion that is

applied in this study is theelection of the TAFL teachers who take part in the survey and have
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unique demographic data (Patton 2001). The participants in the interview include TAFL teachers
with different educational background, gendergd ageBoth criterion and purposeful methods

assure the quality of the study.

3.4Data Collection Instruments

The mixedmethod approach is exploited in this research. According to Guetterman, Fetters, &
Creswel | (2015), “Mi xed methods research i s be
complext opi ¢cs” (Guetter man, Fetters, & Creswel |
are the instruments utilized as rules for collecting data and research tools;

Quantitative data: The survey usegdint Likerts ¢ a |Amltsic.Teac¢hers perceptions of

ani ntegrated approach as important for student s’
(Quantitative data; see Appendix B).

Qualitative data: Opeanded questionare usedor semistructured interviews. (qualitative

data; see Appendix C)

The survey is adaptl from he Abdallaand ABat al s (2012) Arabic Teac
In their study, the sample population for the survey was 209 college teachers of Arabic which
represented about 50% of the Arateacher population in the United States. Survey results

provided detailed analysis of i nstructors p
experience in teaching Arabic as a foreign language and attitude concerning different topics as

well as spoken Arabic teaching. Their experience in teaching Aesbi 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 nundoés 6bm

Abdalla and AlBatal2012 To ensure validity and lability, the researcher consulted three of

the figures in the TAFL field who work at universities in the UAE to make sure that the selected

80



items fit the context in the UABE.hose tools are added to the survey to respond to some queries

that may arise &fr analyzing the Arabic Teachers Survey. The survey, as an instrument of
guantitative research, i's always wused i n res:s
behaviors or characteristics of the p@tpul atic
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 integr at e desaapxh, relabiltytandtvatidityfoA F L .
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 represerit he t ot al popul ati on under study” (
measur ement error, validity and reliability
instrument refers to an instrument that accur &

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 & Adatal 2012).

“ Re | iy aflan ihsirument refers to the degree to which scores obtained from an instrument

are consistent measures of what the instrumer
study, the researcher measured the internal consistency of the instrumeah fdor@ain of the

Likerttt ype scale by using the Cronbach’s alpha co
which the tool will measure what it is expected to measure. Internal consistency coefficients will
estimate the degree to which scores miéasure 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 noteotable 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 resgser 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)

3.5Data-Collection Procedure

3.5.1. Stage I: Quantitative data collection

The adapted Arabic Teachers Survey ATS (Abdalla &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 4point Likertt ype scal e. “Quantitative re
testing hypotheses derived from theory and/or being able to estimate the size of a phenomenon
of interest” (Johnson 2008). The methed used
disagree and strongly disagree. (See appendix B)

Revision of the items and final survey draft preparation took a week. The researcher visited the
targeted privatand publicuniversities 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 Il: Qualitative data collection

This stage of the study is mainly based on further explaining the statistical results, which is
extraced 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 progrémsuaiversity level with

an integrate@pproach aralso describedlhe 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 integiati whether to teach the MSA before the spoken vagty,
thesame time or after MSAdowever 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
appoach 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 sugopdlteir reputed
departments.

Collecting of qualitative data in this stage of the study proceeded for about three weeks. The
protocol of the interview containefive openended questions (see appendix C) and each
interview took between 15 and 20 minutéspenendedinterviews consist of several key
guestions that help to define the areas to be
Analysis of qualitative data took around two weeks in order to analyze the data that is collected

during the interviews.
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3.6Data Analysis

The quantitative stage is a survey adapted from Abdalla arBlaAt al * s (2012) AT
researcher has requested a written permission from the author in order to start with the
adaptation process. (See Appendix D). The adaptation involves some chamndesptha
responding to the purpose of the study and fit the context of the research.

Thequantitative data are analyzed using SPSS by the researcher to prdadsteorrelations

and oneway ANOVA among variables, descriptive statistics, and correlational analysis. The
interviews are conducted, recorded, and analyzed by the researcher to identify common,
recurring themes and patterBecause 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.

Table2: A Summary of&search questions, data sourcemalysis tools type of approachand participants

Research questions Data Analysis tools Type of Participants
sources Approach
I\Nhat are the perceptions of the Arabic | - Adapted Descriptive statistics/ Quar_ltltgtlve 40
anguage teachers concerning the ATS T-test correlational Qualitative 5
implementation of an integrated approa -Five open analyéiié ANOVA
in the TAFL classroom? How disposed| ended
are they to adopt this approach? questions
How do Arabic teachers perceive an Adapted Descriptive statistics/ | Quantitative 40
integrated approach and believe such § ATS T-test, correlational| Qualitative 5
approach is criti ¢-Fiveopen | analysis ANOVA
communicative competence? ended
questions
What are the potential barriers to - Adapted | pescriptive statistics/ | Quantitative 40
replacing the traditional approach to ATS T-test,  correlational| Qualitative 5
TAFL with an integrated approach? -Five open | analysi¢ ANOVA
ended
questions
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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 result hr oughout t he
principle of voluntary participation requires that people not be coerced into participating in
research” (Creswell 2015). Their information
interview and survey are developg&ee 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 stug, 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 infoah#tethactual names will

not appear in the report and their identities will not be revehiedkeepinghem 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 tfe data begafhe participants were informed by the researcher
orally and in a written form that theparticipation is completely voluntary. All information
obtained in this study will be kept strictly confidential and anonymousthayhave the righ

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.

3.8Validity and Reliability

According to Thorndike (1997), the reliability and validity the tools are vital for the
reduction of errors that probably appear from measurement problems in the study in

guantitative research. Reliability is defined as the extent to which outcomes are stable over
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time and precisely characterize the entireydajpon of the study (Thorndik&997). To avoid

the measurement error, validity and reliabil:@
of an instrument refers to an instrument that accurately measures twhagupposed to

me a s uMogt 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 establisheceguralidity (Abdalla & AlFBatal2012).

The advatage 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 usageby conducting a pilot study and making sure that the iténtise context in

the US in addition to further consultations with informed circles to guarantee validity and
reliability. (Abdalla & Al-Batal2012).

Reliability of an instrument refers to the degree to which scores obtained from an instrument
are constent measures of what the instrument measures (Frankel & Wallen, E@B@)is

study, the researcher udedty-five item that fit the context in the UAE and deleted the rest that
are nonapplicable for the same. Additionally, since whidity of the nstruments were
established initially, the researcher consulted few specialists in TAFL to make sure that the
instruments are valid and reliable.

3.9Limitation of the study

Using mixedmethods research usually enhances understanding of the topic unddrustody

some limitations. Mixednethods 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 resultraited 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 selfeporting 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 easidl beato 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 tetions as well, such as difficulty in future replication
and lack of the ability to generalize results. However, employing a rmrettods research
design mitigates the shortcomings of a quantitative research instrument because the availability
of qualitdive 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 anyntmgency. 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 anay}sis

4.1 Introduction

The purpose of this mixeohethod 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 lighttbe 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 againstaibhdif TAFL teachersdentify any potential obstacles to
implementing an itegrated approach.

The outcomes of the data analysis are reported in this chapter for the five research questions that
guided the study presented in this mbradthods study. The study was in two phases. In the

first phase, the researcher collected thentjtadive data through a survey that was distributed

to TAFL teachers at private universities in UAE northern emirates to refiectd examine the
perceptions of the TAFL teachers of an integrated approach, and whether a correlation exists
between theiperspectives and the independent variables. The second phase was the qualitative
data collection of the research through interviews with Arabic teachers who voluntetalezl to
partint he i ntervi ews. Hence, to invesintegpeed e t he
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 perceitlge role ofthe integrated approach in raisingdergraduate

studentscommunicative 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 anatgsigdnd to the research
guestions. 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 qualitativeifigs.

4.2 Quantitative findings

The main focus of the study 1 s t oanintegratecst i gat e
approach as important for communicative competence in Arabic. The questionnaire used in this
guantitative analysis is reordered in a way ttaatesponds to the research questions. The first

21 itemsrepresentt he anal ysi s odémographec chamatetistiand pwakn t s’
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 consistedfdelchers 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, asaselork 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 questionnaire4@ding to respond to the three research questitamsi(2, 23,

24, 25, 34, 35 and 3prespondo research question 1, while iteif6, 27, 28, 29,30, 31 .32,

and33) respond to research questidnbesidesitems(37, 38, 39, 40, 41, 42, 48respond to
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research question Jhe detailed findings of the above items are analyzed in tables. (See
appendix G)

4.3The questionnaire analysis

4.3.1. Descriptive Analysis andFrequency Tables

Demographic Chaicteristics of the Participants:

The data presented in tfiguresbelow reflect the perceptions of the teacherdmibic as a
foreign languagen UAE Northern Emirates private universitiaad 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 aforeignlanguagbes des, the receptiveness of +thhe Ar at
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 deteosnined
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 arCAratiry, | believe that MSA should

be taught only to nonnative speakdtshas beerdesigned 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 integtad 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 traning for spoken Arabic varieties only at later stages (middle to advanced stages) of

Arabic | anguage instructions helps minimize s

form of the Arabic language that is worthy of teaching and learriihg.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.

22. Students learn Arabic to be able to read Arabic texts.

Strongly disagree - ;alegOIW
1, 2.5% rongly agree
Strongly agree @ Agree

7,17.5%
/

[ Disagree
[ strongly disagree

Disagree
13, 32.5% 7

Agree
19, 47.5%

Figure2Y wSall2yasSa (2 a[SFNYyAy3a ! NI oAO G2 NBIR
Figure2expl ains the participants’ Vi ews regar

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 paitipbene that students

learn Arabic for the target of reading Arabic texts despite thefatsome of them disagree

23.1 personally believe that teaching MSA to nonnative speakers is the solution to the Arabic

language diglossic situation.

23. | personally believe that teaching MSA to nonnative speakers is the solution to the

Arabic language diglossic situation.

Strongly disagree Strongly agree Category
i 3, T5% 3, 759 0 B strongly agree
: I Agree B Agree
@ Disagree
3, 7.5% [ strongly disagree

Disagree/
31, 77.5%

Figure3Yy wSall2yasSa (2 a¢SHOKAYy3I a{! (2 y2yyliAdS alLlslI 1 SN&

Figure3 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 Afabic, | believe that MSA should be taught only to nonnative

speakers.

24. As anonnative speaker of Arabic, | believe that MSA should
be taught only to nonnative speakers.

Category
St rogg [ strongly disagree
1,11.1% B srone

Strongly disagree
8, 88.9%

FiguredY wSall2yasSa iRix@$!&a1BBIN] FRE 2y 8¢
As clarified in figure4, all the participants who are notive sgakers of Arabic disagree with

the fact that MSA should be taught only to naative 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 irAasb country, | believe that MSA should be taught only

to nonnative speakers.

25. As a native speaker educated in an Arab Country, | believe that MSA should be
taught only to nonnative speakers.

Strongly disagree Strongly agree Category
2,6.5% 2,6.5% [ strongly agree
. Agree @ Agree
3,9.7% [ Disagree
4 [ strongly disagree

Disagree
24, 77.4%

FiguresY wS&alLl2yasSa (2 da{! &Kz2dzZ R 068 {ldaAKi 2yfte

Figure5 reveals that the majority of the parpants who are native speakers of Arabic do not
agree that MSA should be taught only to smative 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 indicatorlao that as much as a spoken Arabic variety is important to be tAghtis

also of great importanaes well for both native and nerative speakers of Arabic whether They

are from an Arab or neArab origins.
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26.MSA holds a high prestige by teachershia AFL over spoken Arabic varieties.

34. MSA holds a high prestige by teachers in the AFH. over spoken Arabic varieties.
disagree Category
1,2.5% [ strongly agree
| [ agree
[ disagree
strongly agree
/12, 30.0%
7
agree
27,67.5%
FigureeY wSallRyasSa (2 dqa{! K2fR& | KAIK LINBadAa3asS oe GaSkOKS

As stated in figuré, the responses reflect the prestige that MSA holds among AFL teachers. The
responses reflect the participants’ ideol ogi e
in the previous questions, is for the integrated approach, 97.5% believe that NéiSAa ligh

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 grdt later stages (middle to advanced stages)

of Arabic | anguage instructions helps minimiz

35. Offering training for spoken Arabic varieties only at later stages
(middle to advanced stages) of Arabic language instructions helps minimize

- | Category
rongly agree Strongl| ree
4,10.3% = peiiiadn
[ Disagree
Agree :
3.7.7% [ Strongly disagree

Disagree

Strongly disagree
9,23.1%

23,59.0%

Figure7Y wSalLl2yasSa (2 ahTFSNAYI (NI AYARVAZRBY (&1Q92 DEY TR @YV O O

It can be observed in figuithat the majority of the participants disagree with offering training
at | ater stages reduces students’ confusi on.
80% of the total sample. tcandee duced, according to the parti

relation between confusion and training at later stages.
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28. MSA is the only form of the Aabic language that is wortBaching and learning.

36. MSA is the only form of the Arabic language that is worthy of teaching and learning.

Category
Strongly agree [ strongly agree
3,7.5%
h = Agree
Agree [ Disagree
—  2,5.0% [ strongly disagree

Strongly disagree
19,47.5%

Disagree
16,40.0%

Figure8Y wSalLl2yasSa (2 da{! A& GKS 2ytée F2N¥ 2F (GKS ' N> oAO tI

Figure 8reveals that 87.5% disagreed that MSA is the only form of the Arabic language that is
worthy of teaching and learning.dan be concluded that TAFL teachers believe that a spoken

variety is a variety that is worth learning.

RQ2: How do Arabic teachers perceitre rolethe integrated approach in raisimgdergraduate

studens tommunicative competence?

The secondesearch question has been tailored to find out how Arabic teachers perceive the
integrated approach and its i mpact on student
them. The items of the questionnaire that are intended to investigate resestoabnowo 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 witiAMBly 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 ashéor @mmunicative competence or not.
29. Teaching spoken Arabic to students help the students themselves better understand the Arab

culture and its people.

26. Teaching spoken Arabic to students help them
better understand the Arab culture and its people.
strongly disagree

disagree 1, 2.5% Category
1.2.5% [ srongly agree
' O agree
& disagree
[ srongly disagree

agree
11, 27.5% 7

\strongly agree
27, 67.5%

FiguredY wSalLlRyasSa {2 N&wSIOOKRY 3 (&drRSlySiya (2 dzy RSNRGFYR GKS I N

As shown in figured, 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 nigedegtracting with people.
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30. Students who learned only a spoken Arabic variety have communicative advantage over

students who learned only MSA

27. Students who learned only a spoken Arabic variety
have communicative advantage over students who learned only MSA

s Strongly disagree Category
glsggg&e gy 1, 295% [ strongly agree
g e O Agree
@ Disagree
[ strongly disagree

Strongly agree
(15, 37.5%

Agree
22,55.0%

FigureloY wSall2yaSa (2 4d{NIaR®Oy Ryt KKk oBLIF R®Y yil IS 235N &idzRS
As shown in figurel0, 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 @an 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.
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31. Students learn Arabic to be able to speak with native speakers.

28. Students learn Arabic to be able to speak with native speakers.

Category
Disagree [ strongly agree
6,15.0% Strongly agree 0 Agree
> 9,22.5% [ Disagree

[
Agree
25,62.5%

Figurelly wS&alLl2yasSa G2 a&{ddzRSyida fSI 8IS NBBAODPI2Z 65 6t S
Figurellr eveal s the responses of the participants
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 whgrgtitearn 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 wathly MSA which is the language of books and formal

seminars rather than theniguage of daily communication.
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32. Students learn Arabic to be able to speak with native speakers and read Arabic texts

29. Students learn Arabic to be able to speak with native speakers and read Arabic texts

Disagree Category
2 50% [ Strongly agree
’ O Agree
[ Disagree

_Strongly agree
17,42.5%

Agree/
21,52.5%

Figurel2Yy wSallkyasSa (2 a{ddzRSyda tSINYy ! NI o6AO (2 &aLISI] 6A0K

It can be seen ifigure 12 that 97.5% of the respondents agree that students learn Arabic to be
able speak with native speakers and read Arabic textgeshbs in this figure reflect the need

for an approach that unitesth 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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30. Students who know only MSA can comprehend the language
of native speaker when conversing with each other.

Strongly agree Agree - ;?‘fggl;yagree
1,2.5% 4,10.0% & Agree

[ Disagree

[ strongly disagree

rongly disagree
20, 50.0%

Disagree
15, 37.5%

FigureldY wSalLl2yasSa G2 a{GdzRSyida ¢6A0GK a{! 2yté& Oy 02YYdzy

As presented in figurg3, the majority of the participants disagree that students with MSA only
can understand the language of the native speaker wagrammunicate 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 glaolearn a dialect in addition to MSA to socialiwith

native Arabic speakers.
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34. Students who speak an Arabic spoken variety are more welcomed by native speakers and

perceived as trustworthy.

31. Students who speak an Arabic spoken variety are more welcomed by
the native speakers and perceived as trustworthy.

Category
[E strongly agree
[ Agree
[ Disagree

Disagree
2,5.0%

Strongly agree
13,32.5%

Agree
25,62.5%

Figureldy wSallRyasSa G2 a{GdzRSyida oK2 aLlSlI]l Iy ! NNoAO aLR|1Sy &I
As seen in figurel4, the majority of the participants in the study agree that native speakers
welcome students who are familiand can speak an Arabic variety. Around 95% agree with
that. It can be deduced that this result is a

of learning a spodn variety in addition to MSA.
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35. Students need to learn at least opeken Arabic variety and MSA in order to be able to

speak with native speakers and read Arabic texts.

32. 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 disagree Category
1,25% [ Strongly agree
\ @ Agree
[ strongly disagree

Agree
12,30.0% -

\Strongly agree
27,67.5%

FigurelsY wS&all2yasSa G2 a{ddzRSyida ySSR (2  SIdao be abletb spealilith2y S a LI ]
YIEGA@®S aLISIH{SNAE YR NBFR !' N)oAO (SEGa¢

As shown in figurel5, 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 meads aroun

98% of the participants agree on that. It can be observed the participants are for spoken varieties

to raise communication.
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36. Students who learn both MSA and a spoken Arabic variety have advantage over students

who learn MSA only.

33. Students who learn both MSA and a spoken Arabic
variety have advantage over students who learn MSA only

Category
[ strongly agree
@ Agree

Strongly agree
/13, 32.5%

Agree
27, 67.5%

FigureleY wSalk2yasSa (2 aLYLIOG 2F (1y2éfSR3IAS 2F 020K af{!

It can be observed in figufis that all the participants with no exception agree that students with
both varieties havadvantage 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 mentioqeulies represented

i n: First, t he TARRBIhIht @aaovher 't ya it lhietry ttha nt t h
belief abouteaching a spoken variety to roative learners, and the readiness for coordination

between classes when there is more thanseeton 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?

37. To what extent do you feel capable of teaching a spoken Arabic variety other than
your native variety

To a small extent Category
1,2.5% [ To large extent

l [ To some extent
[ To asmall extent

To some extent
10, 25.0% .

To large extent
29,72.5%

Figurel7y wSallyasSa G2 a!oAtAde G2 GSIFIOK | alLkR1Sy ! NIoiAO O

As shown in figurel 7, most of the participants in the study feel they are able to teach a spoken
variety othetthan their own72.5% 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 natiwe variety or any other variety
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38. If you have several clasdes Arabic taught by more than one instructor, to what extent do

you have coordination between classes?

38. If you have several classes for Arabic taught by more than
one instructor, to what extent do you have coordination between classes

Not at all Category

2, 5.0% B To large extent

To small extent : [ To small extent
5,12.5% [l Not at all

To large extent
33, 82.5%

FigurelsY wSall2yaSa (2 aO022NRAYylI A2y o0SGsSSy Ot aa
As shown in figurel8, nearly all the participants in this study agree that coordination between

classes should be done. Thithyee 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 A& varieties is not easy because there is not a written form of it.

39, Teaching spoken Arabic varieties is not easy because there is not a

written form of it.

Strongly agree Category
Strongly disagree 2, 5.0%0 Agree [l Stronghy 2gree
6, 15.0%% 2, 5.0% [ agre=
[ Ciszgr==
@ stronghy disagres

Disagree
30, 75.0%

FigureldYy wS&alLl2yasSa (2 a¢SFOKAy3a &aL21Sy ' NIoAO O NASGASE Aa
As seen in figurd9, the majority of thgparticipants disagree that one of the barriers to teaching
a spoken variety is the lack of material to be taught. Tsityteachers disagree on that
representing 90%. It can be deduced here that the implementation of a spoken variety is possible

and thdack 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?

40. Does your program offer spoken Arabic variety classes separate from MSA classes

Category
B ves
B Sometimes

=

Figure20Yy wSalLl2yasSa (2 a52Sa @2dzNJ LINPEANIIYNI2FS SMNBAYLIRE {Sly O {Nd 30K
Figure 42above 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 varietmsparated from M&. 23 teachers of Arabic as a
foreign language representing 57.5% indicate that their programs at their different universities
alwaysoffer spoken varieties separate from MSA. 20% of the participants indicate that their
programssometimeffer spoken varieties separate from MSA, while 9 teachersatalthat
their programs daot 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 offetsat, Arabic prerequisites does your

program require for these classes?

41 . If separate spoken Arabic variety classes are offered, what Arabic prerequisites
does your program require for these classes

More than 2years Category

2, 5.0%0 [l Mo prerequisites
[ 1 wear prereguisites
[ Z wears prerequisits
[ Mors than Zy=ars

years prerequisits

Mo prerequisites
8, 20.0%0

12, 30.0%0

1 year prerequisites
18, 45.0%0

Figure2lYy wS&alLl2yasSa G2 a! NI oAO LINBNBljdzAaArdisSa GKIFG ' NI oAO

Thefigureabove reveal s t he Ar adparding theeAnagiapeegguisitee ac her

that the participants’ programs require if
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 spokerrabic variety is incorporated with MSA introductions, which spoken Arabic

variety you believe it should be introduced?

42, If a spoken Arabic variety is incorporated with MSA introductions,
which spoken Arabic variety you believe it should be introduced

- Sudanese gl:iry'
Iragi 4, 10.00% [ L=vantine
1, 2.5%n - Egyptian
[ Arabic Peninsuls/Gult
Arabic Peninsulaf Gult O 1raqgi
2, 5.0%% B Sudaness

Levantine
16, 40.0%0

Egyptian
17, 42. 5%

Figure22Y wS&alLl2yasSa (2 &«2KAOK aLk21S8Sy ! NIoAO @FNmSGe

Thefigure above shows the spoken iy 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.

preferencas 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 wayshoulda spoken Arabic variety be taught in an Arabic language program?

43. In what way a spoken Arabic variety should be taught in an Arabic language program

First MSA then spoken ) Categary
2, 5.0% At the same time Il At the same time

6, 15.0% [ separstety
[ First MSA then spoken

separately
32, 80.0%

Figure23. Responsest Ly g KI G gl & | alLkR21Sy ! NIoAO @I NARSGe akKz2dzZ R 0S5

As observed in figur@3, the responses of the participants to the technique that should be
followed in integrating a spoken Arabic variety in teaching Arabic as a folanguage vary.

32 of the patrticipants 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.

44, Nonnative speakers should learn a spoken variety first then MSA.

Strongly disagree Categaory
9 g B st hy agres
- 2, 5.0% Strongly agree 0 aronaiv=
Disagree 7,17.5% O oo
rer [ stronghy disagres

Agree
28, 70.0%

Figure24: Resgy 8Sa (2 a{ LR 1Sy OINASGE FANBRG (GKSy

As seen figure ir24, 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 spokeariety should precede the MSA.

4.3.2. Inferential Statistics:

4.3.2.1T -test analysis

Evidently, the sample size is small looking indepertiggairwise in eaclquestionnaireHence

it is suitable toapply a T-test to know the significant difference between the wWanables.
Comparing difference ofneans between two variables tested category wise wherever
necessary. The results for each variable and its significant level@t v are tabulated. The

level of significanceis aso provided for each category the table against each question.
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Corresponding significance leved falling under acceptance region against the Riesl

provided.

T-test analysis

taught in an Arabic language program

gender | No. | Question Mean Standard Significant
differences | Error value
differences
Male 1 Studentdearn Arabic to be able to speak with| -.37879 .17826 .04
Female native speakers and read Arabic texts.
Male 2 To what extent do you feel capable of teachir| -.41919 .18615 0.03
Female a spoken Arabic variety other than your nativ
one.
Male 3 | personally believe that teaching MSA to - 47475 .19880 0.02
Female nonnative speakers is the solution to the Aral
language diglossic situation
4 Students learn Arabic to be able to speak wit| -.37879 17826 0.04
Mother native speakers and read Arabic texts.
tongue |5 To what extent do you feel capable of teachin -.41919 .18615 0.03
a spoken Arabic variety other than your nativ
one.
6 If separate spoken Arabic variety classes are| -.50505 .26022 0.05
offered, what Arabic prerequisites does your
program requirdor these classes
7 | personally believe that teaching MSA to - 47475 .19880 0.02
nonnative speakers is the solution to the Aral
language diglossic situation
degrees | 8 Teaching spoken Arabic to students help thel .40909 .12586 0.04
betterunderstand the Arab culture and its
people.
9 Students who speak an Arabic spoken variety .27273 11736 0.03
are more welcomed by the native speakers a
perceived as trustworthy.
10 | Offering training for spoken Arabic varieties | -.59091 16979 0.002
only at later stages (middle to advanced stag
of Arabic language instructions helps minimiz
students’ confusi on
11 | . Students who learn both MSA and a spoken -.77273 .09145 0.0
Arabic variety have advantage over students
who learn MSA only
12 | MSAis the only form of the Arabic language | -.59091 10729 0.0
that is worthy of teaching and learning.
13 | If a spoken Arabic variety is incorporated with -3.31818 -3.31818 0.05
MSA introductions, which spoken Arabic
variety you believe it should be introduced?
14 | In what way a spoken Arabic variety should i .22727 .09145 0.02
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In the above tableresults are obtained b$PSS using T-test is established. It shows the

following results:

The p—valuefor each test shows less than 1@t vt is evident that the results hold gdod

each research question
4.3.2.2Correlation between variables

By definition, correlation is the density of relationship between two variahbre. we consider
each research question as a variable. Ancctieelationbetween thevariablesare found to

analyse the density of relationships between those variables/questions.

RQ1:What are the perceptions of the Arabic language teachers concémingplementation

of an integrated approach in the TAFL classroom?

The correlational analysis reveals that there is high correlation¥b6t&een q18 and q19 and
significant at a=0.0

RQ2:How do Arabic teachers perceitreintegrated approach in raisingdergraduatstudent
communicative competence?

It is obvious through the correlational analysis that there is an intermediate correlation r=0.52

bet ween t hese t wo pakdnarabictoetadergs:help‘theEra Betteh undergtans

the Arab culture and its people” and “Studen
communicative advantage over students who | e
a=0. 008. Ahkdnalysis also aevelaly that there is an intermediate correlation r=0.51

bet ween these statements: “Students | earn Ara

“Students |l earn Arabic to be able te.5s5pAakaw
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signi fi can ©.e007IBesdesthe andlysisoreveals that there as intermediate
correlation r=0.54 between these two statemen

variety have communicative advantage over students who learnedy MS A, ”

a n &tudents learn Arabic to be able to speak with natiyee a laralthessignificance is at
a=0.001.

Furthermore; the analysis also shows that there is an intermediate correlation r=0.53 between
t hese t wo Stasdengstwkortearnethky a Spoken Arabic variety have communicative
advantage over students who learned only MSAa Stubents learn Arabic to be able to speak

with native speakemndandthersagnAfabiacnckeexts” at

RQ3: What are the potential barries to implementing the integrated approach in the TAFL

classrooms?

The analysisrevealsthat there is an intermediate correlatior0.68 between these two
statementsariables Teaching spoken Arabic varieties is not easy because there is not a written
for m @fn Gtudehts need to learn at least one spoken Arabic variety and MSA in order to

be able to speak with native speakers and read Arabixthata™ e si gni fi cant at

4.3.2.3ANOVA Analysis:
The oneway analysis of variance (ANOVA) is used tetermine whether there are any
statistically significant differences between the means of two or mdependent (unrelated)

groups.
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The researcher applisfNOVA teg, but it did not show any significancdifferencebetween
and among theariables ats i gni f i ¢ 4 ®G9. So,alvte lquegtiannaires used in this

research suppottie research hypotheseghout anyclear differences through ABVA

The oneway ANOVA test results obtained using SPSS are tabulated below.

ANOVA Analysis
Sig.
Sum ofSquares df Mean Square F 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
30.4923 0.78185 1.56566
Rows 1 39 4 4 0.018322332 1.425416775
201.830 16.8192 33.6805
Columns 8 12 3 3 7.4539E56 1.772878798
233.707 0.49937
Error 7 468 5
466.030
Total 8 519

Parametric analysis of questions 35 to 38

ANOVA

Source of Variation SS df MS F P-value Fcrit
Rows 56.925 39 1.459615 1.187793 0.256485789 1.553239
Columns 86.15 2 43.075 35.05321 1.37819E11 3.113792
Error 95.85 78 1.228846

Total 238.925 119

The abovdables reveal that the parametric analysis for the questions 17atd3oom35 to
38 strongly supports thrensistencyf data. The variance within roguestion$ highly falls
in the acceptance regions against the provided significance level. ,Hbaceataanalysis

providesgood evidenc¢hat the questions aoensistant and reliable.
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4.4Summary of the quantitative Findings

The purpose of the study wasitvestigatehe 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 reseaguestions that are able to investigate the depth of issuekeand

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 foseigner
Thus, the sample consists only of teachers who imdfee field of TAFL Another important

factor in sample selection was themprehensiveness of the sample.

The findings reveal the perceptions of the Arabic language teachers concerning the
implementation of an integrated approach in the TAFL classrdtmse findings arpositive

and most of the participants are for teaching the two varieties éirétéc language which are

MSA and a spoken variety. Additionally; the majority believe thadents 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 unifiembethes
whichis the integrated approachherefae; 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 agrekthat 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 integratatagpdespite the fact

that they are still using the traditional approach in their classes, and are capable of teaching a

119



spoken variety other than their own ones in their classes. The outcomes of the quantitative stage
al so concl ude tprefardancetisir etheplaevantineon Egyatian dsi€ 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 developt he student s’ communicative co
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.

4.5Qualitative Findings

4.5.1. Interview analysis

Thefollowing section presents qualitative findings from interviesthough the study adopted

mixed methods approach, the major method is qualitative and the rationale behind that is that
gualitative esearch refers to investigative research. This methodemerally used for
understanding views and perceptions. It offers visions to different problems and helps in
developing concepts or theories for potential quantitates=arch.This method helps to
discover and uncovarew thoughts and individual viewR. uses irdepth analysis of small
groups of people for building theories. The results of qualitative research are not predictive, but
descriptive.Thus; since this study investigates thebict eac her s’ percepti on:
implementation of the integted approach to teachiAgabicas 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 wetfbrmed or knowledgeable with

a phenomenon of interest (Cresswell and Plano Clark 2011). Theralese conducted five
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interviews with five Arabic langage teachers, two maded thre female teacher3he five
participants are asked about their perceptions of an integrated approach and whether it has an
i mpact on students’ communicative performance
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 Arabicyvahetild 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:

| have always favoured an approach that might now be called an integrated approach. Or rather,
and more precisely, | have always been an advocate of an Aamiyya first approach. There are
several different conceptions of an integrated approach, Aamiyyaémsy one of them. But

the usual conception, and | daresay implementation, of the approach is to teach a spoken variety
of Arabic (or varieties) along with MSA in a single classroom. | think that this is a distant third
best . | 6ve notndeitbal to behoaerwhedmed wite the asnounteof 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 seful 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 the The second best approach would be to teach eacibgide

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

121



a spoken variety should be taught sijeside in separate class® avoid student confusion.
Furthermoreihis 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 towayidg cha

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 happytiatiraditional 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 viety 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:

Il &m only receptive to it insofar adoatcepti s t he
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 pregnting 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 sameartasdqrly at earlier stages

that may lead to confusion for the students.

This view is supported by the second female interviewee when shé says:
For me, the integrated approach in teaching Arabic should be in a way that mirror the integrated

way of larning that native speakers of Arabic follow. As native speakers, we simultaneously

* Male teacher 1 opinion
"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 &pgepriate
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 colloda@lsing on the spoken form.

The second female interviewed teacher's view coincides with the first interviewee's view.

Forthe second female teacher who is interviewedhedeceptivenesshe stated thdirst of

all the students’ needs s hou khdrewll be no pointean 1 nt o
integrate. She adds that some students learn Arabic to communicate and they need to learn MSA

only when they read Arabic texts. She expresses harbyesaying:

Personally, | am very receptive to follow an integrated approach, but only in correspondence to

the studentsd needs. The notion of studentsoé n
and tradition of TAFL as research shows userBfore, the teacher should always take into
consideration the studentsd purpose from | earn
Arabic solely for understanding the Qurdan, f
colloguial. On the otér hand, if the students want to learn Arabic to interact with the locals in

an Arab country then they donéadnly orM8Afirstt o | ear
approach (which dominated the TAFL tradition for most of tHec2tury) does not make sense

if it doesnd6t take into account the studentso

It can be observed through the second interviewed female teacher that she refers to learning a
language according to the purpose of its learningther words, the teacher should always take

into consideration the students pur pose frol
integrated approach and her readiness to change the traditional approach is controlled by the

interests and needs oktktudents, 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 regantpig thentation
of suchanapproach 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 connectingp 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 MSAisnotthespk en anywhere you go. However, itds no
intheTAFL cl assroom because most of the ti me we
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 implatientbut 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 readitedsdher
belief that the curricula should be designedunh 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 haiarpby saying"

" Female teacher 3 opinion
"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 ofanintegrated 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 shis heiselfall 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 noe tvariety which is usefr daily communication;
therefore, she supports the integration in Wwhioth varieties are used, the MSA and a spoken

variety. She expresses her view by saying:

| 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 wisalsed 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 tinemunicate 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, whiobt 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 becauker 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:

| am very receptive and supportivette integrated approach. | personally introduced it at my

work place and | use it. Although | suffer because of lack of materials in different dialects such

as gulf dialect, | am still using it, because of the amazing results and feedback | 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 bygdyi

| 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 hiseadiness$o 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 wide#ne does not serve them to

understand spoken Arabic or use it in communication.

" Female teacher 4 opinion
“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 isreecessityfor the TAFL classroom to enable the leamef 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 spokeariety of the language that native speakers of Arabic use

and communicate with each other andaily 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 theaditional 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 i mplement such approach based oimpleambne st ude
it as the only solution for raising the | ear:H
are in disagreement regarding tirder in theiimplementation. Whether to start with MSA and

then a spoken variety, or to begin with a spoken wadat 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 respondresearch question 3 positively.

Research Question 2:

How do Arabic teachers perceiviee rolethe integrated approach in raisingdergraduate

s t u d eomrmunitative competence?

The five teachers, male and female, respond to this question in a way that reflects their beliefs
thatsucranappr oach i s the best way nipetencedldilagfthemst uden

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 staded 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:

|l 6ve already begun using an i nheéeitselficaly appr oa
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 r@gdeto enhancing communicative
competence. This hardly needs to be said. Unfortunately, it must be said and repeated, given the
stubborn attitudes held by mainyperhaps the majority in the field of teaching Arabic as a

foreign language.

This perceptin is positive towards the tegrated approach and reflects fhet that suchan

approach is helpful for developilgh e st udent s communi cati ve cC:

supported by other teachers who are interviewed where they all agree that an théggmatach
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 student s c o mmern if communicative ¢ 0 mp et

competence includes the four language skills, #Hreintegrated approach will be the key. She

expresses her view by sayirg:

The answer to this question depends on how you
Of course ther 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 writfrige answer

is yes, then an integrated approach is going to be key in the learning experience of the students,

* Male teacher 1 opinion
"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 benoted 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 believa$ shadents
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, thepaeken 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 tc
making them practice real life situatiarisearners 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 teachersgree 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 integredadhapp

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 placésey 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 dserbuying something from a

supermarket or even communicating at work amongradkers. Others complain about that

they do not understand Arabs when they communicate among themselves because they use a

" Female teacher 3 opinion
"Female teacher 4 opinion
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spoken form that is different to a big extent from MB#at 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 listeningp 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 onlyby learning a spoken variety. He strongly states that smcipproach 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 approdch as a teacher, make sure that the learners are
exposed to the spoken variety of the language side by sidbevittandard 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 conclude 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

i mpact on raising the students’ commuasacati ve
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 provest to be an effective approach in helgithe learners of Arabic to interact with

the people around them.

" Male teacher 5 opinion

130



Research questid
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 atabes, the researcher tries to find out

if any barriers exist in replacing the traditional approach afitintegrated approach. The first
interviewed male teacher believes that students vary in their motivation towards Arabic. Some
students whose purpogeto 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 thems it does not meet their interest. He expresses this by saying:

| 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 naturbflye no interest in teaching
anything other than c¢lassical Arabic, and 1 6v
gaining competence in a spoken variety of Arabic. But those have been the minority of my
students, most of whom have been-Muwslim 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 st ude n ialeteachersags: Thesatherbarer t h e

" 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, | think on the pradéeal the most

important barrier is the issue of choosing which colloquial to teach and how to match that with

both the studentsd needs and the teacherdés abi
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 thrd interviewed female teacher says that the major barrier is not the material or the
selection of a dialect to be taught; on the <c
implementing such an approach. She expresses that by shying:

Themos di fficult barrier is the teachersd minds

teaching it havenot really evolved or <changed

majority of teachers to accept such big change in teaching Arabic lgegua
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 approasnying:*

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 availatd¢erials 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
"Female teacher 3 opinion
“ Female teacher 4 opinion:
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methods, especially with lack of professional developments. Less researches to find solutions for
the confusion problenthat 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 imthedkid.
However, the last problem can be easily overcome as | 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 prasdatrriers to the implementation
of the integrated approach. She belmmsees t hat

butit is alsothe selection of dialects that stand as barriers in this regard.

The fifth interviewed male teacher alsmimts 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 potentiabarriers 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, tlsermti 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 | ack of materials is a barrier in additio

change from traditional approachaointegrated approach which hiedthis 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 aretor@ne interviews in whic the participants
are asked about five op@mded questions. Generally speaking, all the participants in the
interviews believe that the integrated approach is the only wagntancel ear ner s’
communication skills as it integrates MSA with a spoken tatieatis usedealtlife 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. Thefere, 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
varywher e the most complicated ones are those
participants’ perceptions in the interviews
reality as teaching Arabic is almost impossible without appeal to the spokeradpmn 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 participant
the one thais a compromise between MSA and a spoken varietydaegnot reduceone 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-thiati$wo
of the problem arsolved. Theoutcomes 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 serdie lear e r s’ communi ca

competence
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CHAPTER FIVE

5. Discussion,Implications, Recommendations, and Conclusions

This chaptercontainsfive major sections. The first section presents a lsuefimaryof the

study togetbr with the needs of the study atite purpose of the studyhe 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 #hstudy, 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 emphatexadl skillsatthe expense of aurskills.

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 erapis 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 thiswill 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 professtoe avhias 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 communicatorapetence methodology is

needed. Developing language proficiency of thei¢préearners can be through interactions
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with the people around becausenost alwaydanguage is speech illustrated via writing. The

speaking skills normally come before writing

In some languages theaeetwo 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 B somewhatinited language across the Arab World, and

the widespread range of spoken Arabic varietieieh comeunderthelow (L) variety.

Neverthel ess, many researchers claimed that Fer
Arabic varieties. For instance, according to Fishman (1972), igeibility and changeability in

the use of Aabic varietiesmor e t han F e d. ¢loles(k995s p. 89) aansidered

Ferguson’s <classification of Hi gh and Low as
researchers favored the description of Arabic linguistics as a diglassimuum (AlBatal

2002 Wahba 2006Wilmsen 2006 Younes2006).

There are many challenges facingFL teachers in teaching a spoken variety represented in

how to teach it and whether they should teach it before or after MSA dnsiglde with MSA.

The need for learning Arabic is increasing and the classrappoachin 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 dominanceM8A over spoken varieties in TAFL

classrooms, teachers will find it difficult to address diglossiatandl 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 studerits communi cati ve competence, teacher
teaching MSA and a spoken Arabic variety is needed. Rich literature, written by famous Arabic
language researchers, promoéedntegrated approach to teaching Arabic, in which MSA and

a poken Arabic variety are taught in a single course of instruction in order to maximize the
student s’ communicative competence, however,
is still the norm. The principle of the integrated aggtois to include botMSA anda goken

Arabic varietyalongsidgPdmer 2007 Wahba 2006Younes2006. 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 imoameunconscious

manner while théigh variety the MSA is learnt at schools. Consequently, foreign learners of

Arabic should learn both varieties

Since very few empirical studiémve investigated he per specti veosthe of TAF
integrated approach to teaching Arabic as a foreign language, this staicypmgribution to

filling the gap in literature. The outcomes of this study will be of great importamoet only

the educators, butaldorc ur ri cul um desi gner s’

The principal purpose of this mixadethods design study wasitwestigate (a) how tehers
perceive an integrated approach for student ¢
whether teachers are receptive to implementing an integrated approach in the TAFL classroom

and (c) if teachers identify any potential obstacles to implementingegrated approach.

The concept of communicative competence gui deé
theory of communicative competence as the basis for the theoretical fram&werklea of
communicative competency was introduced by Hymes (1966) @ r esponse to CF

(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 lgni1974), communicative competence can

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

critical situations (p. 75)Hymes s wor k pl aces i mportance on th
language in real life situationghich 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 lguage 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 fouhout 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 Arabi

In his study, Wilmsen found that

The vehicle for discourse of the educated professionals whom | observed and with whom |
interacted was vernacular Arabic é. Thus, ev
whose very work requires them to write afetlaim 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 studyBvasrs 2003) model of language

teacheit ogni ti on. The model highlights the i mpa
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stimulating professional education about their teaching practices. Borg included contextual
factors such as the pressure of standardizeddestass size and time, and course load, which

mi ght alter teachers’ classroom practice. Bor
sources of Arabic teachers’ bel i ef about i mp
without ruling out possie convergencer di vergence between teacher
Most often, teacher cognition has a core i mpa
critical in evaluating the mandate and behavior of the teacher in the classroom. Thestéacher
outlined beliefs, pedagogical principles, and personal theories are usually filtered and refined.

The teacher’s experiences as a | earner or as

The third theoretical framework that guided the study Vsggotsky'stheories highlight the fact

that cognition can be developed thgbusocial interactionMygotsky 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 developnt 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 idependent problem solving and the level of potential development as determined
through problem solving under adult guidance or in collaboratioh mibre capable peers"”
(Vygotsky1978).Vygotsky said that the ZPD is where the child will be given the nerstitve
instruction or guidance, coupled with a lot of encouragement, from tive Kkhowledgeable

Other (MKO). The wordsselectedve r e “ i nstr uct i oaoppositecabdsolliteg ui d a n c
“full assi st anc e dreKndwledgsabldtberwillehelmimguiding thb ehildM

and the child will depend on himself/herself in developing his/her sBjisllowing him/herdo
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it individually,t he chil d’ s mental f unct leanstospeedingthe b e

chil d’ s According to tvygaisky (1978}he key to learnings social interaction which
needsa skilled educatorwho maymodel manners and/or offeral instructionsfor the chid.
Vygotsky considers this asooperativeor collaborative conversation. The child trieto
understandheordersconveyedy theeducatofoften the parent or teacher) thehuststhedata
using it togovernhis/herown performanceAs social interaction playsraessenal role in
developing cognitiongognition development, according to Vygotsky, icansequencef an
“active’ I nt er ac tbotlothe indigdual anel rthe society. Thictive relationship
represents relationship osupportbetween the two. Just as society hasrflmenceon the
individual, the individual also has aeffect on society.Children can never learn if they are
separated from thgociety, or argrohibitedto interact with it.Fromday one at school, a child
gets to know his teacher and later s/he get to know other teatherprocess of learning also
required hinther to work closely with other peopli additionto his/her teachers, such as
classmateandolder studentsThe olderthe childis, the more his social learning will be through
social interactionsChildren argaught and learneid social environments, and theften come
upwith social meaningddence; the outcome tifiese social learning experiencesi/dren were

able togradually 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 anrdepth understanding ofeéhguantitative 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 Arabicteachers perceivilie role ofthe integrated approach in raising undergraduate

student s communicative competence?

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

classrooms?

5.2Summary of Findings

5.2.1. Quantitative Findings

In the quantitative phase, the researcher used a survey adaptefibidaita and AIBat al ' s
(2012) ATS. Intheir research, they stated the outcomes of the TAFL teachers in the US colleges
to deliver an inclusive profiles of TAFL teachers and tlpproahes and needs. The survey
showedthat 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 notvewsefl ect the educators’

In this study, the adapted Arabic Teachers Survey ATS (Abdalla-Batdl 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 ghatitbe 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 persownafriable 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 thabI®RSS analysis of the
persoml variables and work environment are attached for further details.

(see appendix F)
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5.2.2. Sample comprehensiveness

5.2.2.1Introduction

The purpose of the study wasitwestigatethe 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 resehrquestions 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 foeighess,

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 personalblagasuch as demography, as well as
thework environments of the participants. The sample comprehensiveness was tested through
the use of Statistical Package for Social Sciences (SPSS) for an@gsisppendix F)lhe
following sections detail the rel¢si of the analysis.

Gender of the participants:

The study applied the usésimple 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 participargtin 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 howed& Béars 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 part i evegea nhatsmajority plodardicipants apeake t y .
Egyptian and Levantine varieties. However, still, amongst the sample, there were those who
speak Sudanese, Chinese, Urdu, WOLOF and Russian varieties.

Mot her’' s tongue:

The study further revealed that there were teachers who dspeaka 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 thanhatwe TAFLteacherdhad 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 infleiémeir 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 experiencetire 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 wainment of fully accredited qualifications in the teaching of-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 Aratai€areign 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 participamsl more than 10 years @xperience. 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 signifiadetkpwardsthe
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 altwrels 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 fdlime basis with only 10% working as pd#irne. Of these, 52%
indicated that they were hired to teach Arabic primarily while 42% wieed ko 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#ted 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 sampleas more than 8 contact hours in a week. The majority of them
further have an average of-16 students in their classes. The strength of thgkahere is
quite well revealingn that the contact hous 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-20% of their studentwith Arab origin. On the other hand, a
majority had 2040 % of their students from nokrab Islamic heritage. It is therefore evident
that majority of the students are nApative speakers who can highly benefit from the integrated
approach.

5.3Research 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 Aralfmregn language.

The findings reveal the participants have a positive a#titodvards 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 thaathing 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 TAL 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 Araliadaraye

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 (26tI¢s thatApproaching

Arabic as one and creating space for the dialetttinvthe Arabic curriculum would help us

develop curricula that are more in tandem with new approaches to language pedagogy whether
they are proficiencypased, taskased, orcontetii a s e d . The current study
research that has beeonducted by Belnap (2006), Husseinali (2006), Palmer (2008), and
Wahba (2006), all of whose studies argue that
and that the students’ key inspirationrs.for st
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 analysishalas 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, attituddseliefs 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 thei
priorities. Thesecond study was conducted by Abdalla aneBatal £017). It surveyed
approximately 50 percent of all college instructors of Arabic in the US, describing their profiles,

needs ang@erspectives. Theurrent 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 <cl assroom. The pamtsrent s
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use an integrated approach in their classes. It also seeks to understand ebdhess teachers

to adopt the integrated approatiow they resolve some of its challenges, how they integrate

MSA and a dialect in their teacher talk, and what samaeacteristics 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 enoud material that integrates MSA and spoken vernacular.

Furthermore; thisresearch 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 integated 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 appndacih focuses

on MSA and ignores the spoken vernacular. It can be deduced that they are afraid to change their
style of teaching although t heylanguagehTeacheri ke t o
Cognition Model (2003) which highlights the impdacte ac her s’ experience as
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 muchfo t he teaching was carried out i n
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 thaki 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 positiatitudes toward the integration of colloquial Arabic, theyd

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 innpdement
an integrated approach. These are the lack of training for teachers of Arabic as a foreign language
andthe reluctance oblder teachers to break away from the traditional teaching practices that
focus exclusively on MSA.
To conclude, the findings real 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 patsiciparithe
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 perceitteeintegrated approach in raisingdegraduatestudens

communicative competence?

The second research question aimed to investigate how Arabic teachers perceive the integrated
approach and its i mpact on raising students’
The findings of this research question reveal that 90% of thieipants 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. Henstudents 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 MS#e apibken

vernacular. It can be concluded that the flamguage skills are inseparablie.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 majootythe 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 commueation 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 tleatfube 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 arefleatn of t he participants’ Vi e
learning a spoken variety in addition to MSA. Thirtiype 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 Arabidexts and communicate with native speakers of the language. These results can be
considered a call for an approach that wunites
varieties of Arabic in order tonproves t udent s’ abi |l it yndingsofthis mmuni c

research question are in harmony with the findings in previous studies that concluded an
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integrated approach raises students’ communi c
the integrated approach is built on the assumption thatelesastudy Arabic in order to achieve
proficiency in all language skills (listening, speakimgiting and reading). This cant be done

if you are teachinffus &onl y or ‘ aYomesg0pg onl y (

This agreement between the findings of this researchigunesd 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 utéz both MSA and the spoken vernacular.

5.3.3. Research questior8:

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
implementiry 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 dlitrey 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 t
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 hutaa more limited extent and One
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 consistétdjauth

C. (2017 p.171). Inthisstdy , one of the interviewed instruc
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of every Arabic teacher to have the ability t
i nstructor argues that: “As t eac lolespeakersdnd Ar abi
users of Arabic, and we are being called upon to show that we can and we should be able to teach

at | east the basic structures [of a dia
Results from the present study also revieadrtearly all the participants believe that coordination
between classes should be arranged if there are several classes for Arabic taught by more than
one instructor. Thirtthree teacher, representing 82.5% of the total sample, believe that
coordinationis 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 emphasizedHeyguson (1959), who states that scebrdination
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 comnitmwever 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 tlaek 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 calledaab fii Taaltlum al Arabiyya
andArabiyyat at Naas 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 slasrtage of appropriateaterialand
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 behosen 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; howsvemaoi

the belief held by the majority.

5.4Qualitative 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 aretor@ne interviews in whic the participants

are asked about five op@mded 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
guesion by the participants. The first theme is the different forms of integration in the
implementation of sucanapproach in the classroom and with what form teachers sgwmad

priority to. The participants agree on the concept, but some prefer tovgtaMSA 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 Weat 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 thd theme is the difficulty in implementing this approach in TAFL classroom
because most of the time “Arabic | anguage tesc¢
hardly fit in the timeframe given for each course. Hence, the five participants wiomdesp

this question agree that they are in fasmplemening the integrated approach in their TAFL
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classes but in different formSurthermore; thisesearch 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 tthange 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
comoespondence to the students’ needs as the no
long time in the history and tradition of TAFL as research reveals. Therefore, the teacher should

al ways take into cons.i fbreleaming Amlpic. Tthé third shéemed ent s’
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 s$bift smoothly from the MSA to spoken

Arabic varieties.

The second research question tends to explore
approach and i f they regard such an approach
competence.Two major themes emerge from the interviews. The acceptability for
implementingheintegrated approach is the first theme that helps in providing a key answer for
research question two. This theme reflects their beliefs in the integrated approacimgperits

on maximizing the students’ ability to comm
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 theaseiden c o mmuni cat

competence and whuedr itincludes 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 taccbemmunicatively 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 |tetagratee MSA with@a spokeruvarietg at i on
that practices redife 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 spokemi 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 iegrated approach. Four themes emerge that direct the answer to

the research question. The first theme is th
language itself and the approaches to teaching it have not evolved or changed like other
languagesHence, it is not easy for the majority of teachers to accept abalp 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 iir#iiec

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 colldgedtto teach

and how to match thatamwdtthhéottdadcher ssuvalkeinl ist |
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 believetttigere 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’ mi nds «
express athreflect 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.

5.5T e a ¢ hAttiude$ 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 anany 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
curriculumwith MSA remains an ongoing debate betwel AFL 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 sraridtibe
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 deelopers should be aware of the fact that different forms of integration in the
instruction&design might aid the studentsatiain communicative competence, in other words,
it is not one formula o$uchintegrated approach that without it no communiGatompetence
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

servst he students’ needs Thidlg, toenablesteachatsdeadveth ni ng A
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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 communidat¢he target language. In other
words, the new design shdube implemented properly eradicating and removing the MSA
ideology and concentrating on delivering a purposeful communicative approach which is
supposed to be theytraining objective. The field of TAFL deserves exploring and requires a
holistic approach to develapg 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 teachingAdahipporting

the benefit of teaching Arabic stressing the value of comeatime 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 riglgosufor the Arabic programs in the
country that would consequently have positive outcomes on Arabic classes and the increase in
the students’ enroll ment number forskikedArabioul d | e

educators.

It is clear that rany aspects should be taken into consideration before we pragoSEL
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 lifEnatatedy
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 isd@vradic 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 battMiSA and a spoken Arabic variety. All participants believed that
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communicative competence must be the main target any Arabic language progisiorief

should highlight and shed light @he integrated approach a way that guarantees balance in
emphas 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 essergiahancing
communicative competence. Furthermore, they all agree that in order to understand and use the
Arabic language to convey different functions, learners need communicative competahce

the language functions conveyed via spoken Arabic and/S#. 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 additiorfdamal or informalcommunications. If the
nonnative learners are able to understanth 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 barrierto teaching a spoken Arabic variety is dialect choice. According to Holes
1995) *“speakers from geographically neighbor
each ot her ' sYetsapiovestigatiorAaf studentcand teacher attitudes and abilities

reveal that a curriculurdriven dialect choice is not a ddaleakerf or many ” . Hol es
Arabic speakers of different spoken Arabic varieties rely on language accommodation and
diglossic codeswitching strategies, avoiding words that are less frequently used or words that

are specific to their regions and replacing tiveith common words that are understood by most

Arabs from differentregons, or wi t h MSA Aovarding te the NMEIRIC e s
survey, 86% of students are interested in learning either Levantine or Egyptian SCA. These are

popular dialects for whicimany weltdeveloped materials are already availableBatal &
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Belnap 2006, 396). Shiri found that students’

focus changed after students had actually visited the Arab world.

Younes (2015) provides 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 M3#&cording toYounes (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-Apshiéng 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

i mportantly, they keepd tcheeiarr s toudd eamntys 'p oAsrsa bbil c
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 coast 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 dteelot

comfortable interactingindfus @ and | i mit their ability to | e

According to Al Batal (2012), in the sphere of literature that has traditionally been dominated
by MSA, colloquialArabicis being used as a medium of expressitmngside 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 hipp artists are utilizing mix of MSA and dialect as a new medium
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of artistic expression. Spoken Arabic is also found in materials such as-Kimah textbook

series and Mastering Arabithese materials presents and focus on spoken Arabibgisiede

with MSA. Another famou$ook series entitled Arabiyyat-&laasn, by Younes, that focuses

on teaching students readbooks and magazines in Arabic in addition to communicate with
native speakers of Arabic. Younes’'s textbook
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, MSfeapken 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 appliesanintegratel 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 andirtfgemal 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 irhé 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, Iragi, Sudanese, Arabian Peninsula and
Moroccan. Support telkboks would constitute six major tracks representing the major spoken

varieties: Egyptian, Levantine, Iraqi, Arabian Peninsula, Sudanese, and Moroccan. Every path
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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 thay 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 wil|l be the | earners need and t he
to the learers. UnlessMSA 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 thght formation of sentences, the other kgo

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 Aratiatanedia, local poetry, and

comingof-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 dialsds 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 natur al phase of the student
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4- Despite the different approaches to integration and the different ways of implementing
it, mostArabic programshare the conviction that it is the responsibility of the Arabic
program toempower learners to communicate in a way that approximidtes
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 dad irdsmts

and are a useful guide to aid in successfully implementing the proposed Arabic instructional
design.

Teachers need professional training tbatises oithe reasoning behind the integratpgm@ach
(Halliday & Matthiesser2013. This training eeds 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 stft in attitudes in both teachers and students on the integrated approach te Arabic
language instruction.

Departmental support should be offered in colleges and universities in regard to the integrated
approach to the Arabic language (litay & Matthiesen 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.
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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 htigatgapresent in regards

to attaining fully accredited qualifications in the teaching of-ndive speakers (Alwazir &
Shukri 2016). For examplehere isthe case of English whereby the Certificate and Diploma
courses in English Language Teaching\tults (CELTA and DELTA) are preconditionfor
anyone that may wish to teach English to-mative speakersTill now, there is a lack of any
formal teacher training qualifications either in schools or in higher education. The study notes
that the teadhg of Arabic will continue to trail behind the teaching of English if it continues to
be a profession viewed aetdeserving development, by both departmental heads where Arabic
is taught and the teachers of Arabic themselves.

Universities should stopifng unqualified teachers since this turns Arabic teaching to a
subordinate profession, thereby leading to unprofessionalism in terms bihtepedagogy
(Alwazir & Shukri 2016§. Teachers also need to be convinced that spoken dialects are an
essential pa 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 navigattegnated
approach (Wahba, Taha & Engla@@14). 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 institutiolski®SA and spoken Arabic
structures together. It is especially crucial to ensure the smooth running of the approach which

makes traininghe key (Halliday & Matthiesse@013). Another possibility here could be
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designing and delriavienreirng cao u‘rtsreaiinni ntgh et hienttegr

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 approacfhis 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 (Warddaa & England2014). This will

further help in dispelling their fears that itnst 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 collalwrations 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 &hukri2016.

An online public platform for open resoursiearing also needs to be established. This is due to
the fact that resources that support an integrated approach are quite ddfioudt (Wahba,

Taha & England2014). This barrier, especially for teachers and students, can, therefore, be
eliminatedthroughthe 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 teacbenserningan 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 fetgrectations and

developments within the fieldt reveals that there is a shiftanges in the perceptions of
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teaching MSA swell as spoken Arabic. This is regardless of the narrowdisppesiorthat is

present in its implementation. The delay in inmpéntation 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 Arabdaortheir 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 40 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
ofitsdi gl ossi¢c nature is not true. The real barr
perception of the same. Therefore, considering the results of the study and the recommendations
offered will hopefully enlighten the practice of teachers armhescholars 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 Arakatthe same level as othiareign languages.
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Appendices

Appendix A:
Consent Form

Arabic asaForeignLanguagd eacher s6 Perception of an I nt
to Teaching Arabic as a Foreign Language in the UABorthern emirates
TESOLStream
The British University irDubai

The present research is being conducted by Walid Salameh, a doctoral student at the
Department oEducationat The British University in DubaiAs part ofa doctoralthesis
the research is done under gupervision oDr. John McKennyThe purpose of the study
isto examinfAr abi ¢ Teacher s’ Perception of an Integr
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 datfrom Arabic language teachers at private universities in Dubai and
Sharjah to see whether they believe that an
communicative competence or not.

Your participation is completely voluntary. All information obtaina 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:

| wish to review the notes, transcripts, or other data collected durin

resarch pertaining to my participation.

| agree to be quoted directly (my name is used).

| agree to be quoted directly if my name is not published (I ref

anonymous).

| agree to be quoted directly if a madie name (pseudonym) is used.
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| agree thathe researchers may publish documents that contain quoti

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 theesearcher 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 angresentations, 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 Iimportant for st ude nArabic. Thhisresearcmproed iscondacted o mpet enc
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

0 Disagree

2- Gender
0 Male

o] Female

4- Are you a native speaker of Arabic?

0 Yes

0 No

51 f you answer e4 whatyse/@il nativeospoljen Arabtic vadety?

0 Levantine( Syria, Lebanon, Jordan, Palestine)

0 Iraqi

0 Arabian Peninsula/Gulf ( Saudi Arabia, Kuwdghrain, Qatar, UAE, Oman, Yemen)
0 Egyptian

0 Moroccan ( Libya, Tunisia, Algeria, Morocco)

0 Sudanese

0 Other (please specify)

6l f you answered “No” to question 3, what is youl

7- If you are not a nativepeaker of Arabic, how many years have you lived in an Arabic speaking
country?

8- Highest degree earned
B.A

B.S
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o O o o

O O O O o o o o

o O O O

O O O O O o o

M.A

M.S

PhD

EdD

9- Discipline in which you have earned your highest degree.
Arabic Linguistics
General Linguistics
Literature

Applied Linguistics
TAFL

Arabic Studies

Middle Eastern Studies
Social Sciences

Other (please specify)

11. Type of institutiorin which you currently teach:
State University

Private University

Two-year College

Fouryear College

12. How long have you taught Arabic at the institution where you are teaching now?
13. What is your rank within your institution?
Professor

Associate Professor

Assistant Professor

Senior Lecturer

Lecturer

Teaching Assistant

Adjunct Instructor

14. What is your job status?
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o O O o

Full time
Part time
15. Where you hired primarily to teach Arabic or was teaching Arabic a secamheigeration?
Primary
Secondary
16. I have chosen to teach Arabic because....
importance
(1 being extremely important, and 4 not important)
I love the language
It is financially rewarding
To share knowledgof Arab culture with nornative students
I love teaching
17. MSA holds a high prestige by teachers in the AFL over spoken Arabic varieties.
a. Strongly agrele. Agree c. Disagree  d. Strongly disagree
18. Teaching spoken Arabic to students help theretbettderstand the Arab culture and its people.
a. Strongly agrele. 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 agrele. Agree c. Disagree  d. Strongly disagree
20. Students learn Arabic to be able to read Arabic texts.
a. Strongly agrele. Agree c. Disagree  d. Strongly disagree
21. Students learn Arabic to be able to speak with native speakers.
a. Strongly agrele. Agree c. Disagree  d. Strongly disagree
22. Students learn Arabic to be able to speak with native speakers and read Arabic texts.
a. Strongly agrele. Agree c. Disagree  d. Strongly disagree
23. Students who know only MSA can comprehend the language of native speaker wieesirapn
with each other.
a. Strongly agrele. 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 agrele. Agree c. Disagree  d. Strongly dsagree
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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o O O o

O O O o o o o

a. Strongly agrele. Agree c. Disagree  d. Strongly disagree
26. To what extent do you feel capable otteéag 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?
No prerequisites
1 year of Arabic prerequisites
2 year of Arabic prerequisites
More than 2 years.
29. Offering training for spokenrabic varieties only at later stages (middle to advanced stages) of
Arabic |l anguage instructions helps minimize
a. Strongly agrele. 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 agrele. 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 agrele. 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?
Levantine
Egyptian
Arabia Peninsula/Gulf
Iraqi
Moroccan
Sudanese
Other (please specify)
33. In what way a spoken Arabic variety should be taught in an Arabic language program?
At the same time

Separately
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0 First MSA courses then Spoken variety
o First spoken variety then MSA
34. | personallybelieve that teaching MSA to nonnative speakers is the solution to the Arabic
language diglossic situation.
a. Strongly agrele. Agree c. Disagree  d. Strongly disagree
35. As a native speaker educated in an Arab Country, | believe that MSA should beitdyidint

nonnative speakers.

a. Strongly agrele. Agree c. Disagree  d. Strongly disagree
36. As a nonnative speaker of Arabic, | believe that MSA should be taught only to nonnative
speakers.

a. Strongly agrele. 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 agrele. Agree c. Disagree  d. Strongly disagree
38. Nonnative speakers should learn a spoken variety first then MSA.
a. Strongly agrele. 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 valbgd/our 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 yeach per week?
1-2 hours
2-4 hours
4-6 hours
6-8 hours

More than 8 hours

O O O o o

44. What is the average class size you teach?
Below 10 students

10-15 students

15-20 students

Above 20 students

O O O o
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o O O o

o O O o

45. What is the percentage of students of Arab descent in the glaasesich?
1-10%

10-20%

20-40%

More than 50%

46. What is the percentage of the students ofArai Islamic heritag@Pakistanisiranians,) in the
classes you teach?

1-10%

10-20%

20-40%

More than 50%
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Appendix C

Interview Questions
General Instructions: This interview is principally composed of 12 -@peled questions

aiming to address teachers perception of an |
is 20 minutes long. The interview questions will be given to the participanweek 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 hawery rightnot to answer any

guestion(s) that they feel uncomfortable answering.

. Could you tell me about your career as an Arabic language teacher?
Where do you teach?
Number of years teaching Arabic

Your educational background.

. 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 languagenthud s

not be taught to nonnative speakers?

Are Arabic teachers vocal about their negative view of Arabic spoken varieties?

. 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 Bi@aare 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 teaapimMSA only and how it is seen as

ineffective for a realife communication with the native speakers?
9. If the Arabiclanguage programs in higher education institutes are required to
implement an integrated Arabic language instruction design, what woultdebe

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

185



11.1f 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:

186



Appendix D:

Permission to adapt and use the survey

Dear Dr. Al-Batal, February 19, 2017

| am a doctoral student at the School of Education of the British University in

Dubai. My thesis is about: Ar abi ¢c Teachersd Perceptions
Approach for Teaching Arabic as a Foreign Language in Jordan.

| am seeking your permission to adapt your survey instrument implemented in your

journal article published in al-6 Ar a bVioly4y/45 (2011), pp. 11 28 and entitled:

The college-level teachers of Arabic in the United States: A survey of their
professional and institutional profiles and attitudes. | 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:

- | will use this survey only for my research study and not for any further use.

- | will include the copyright statement on all copies of the instrument.

- | 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

| 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

(\k\\%ﬂ%&
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Appendix E:

Introduction to the Third Edition for Teachers
RGeS e e mo e ———————

b fit T allem

We are delighted o present this third edinon of the rextbook ALK
Wl Arabryya Part Owe and its companion website (www.alkitaabtextbook.com) and

accompanying DV, This edition represents a new phase in the evolution ot these matenals

both technologically and ped . Like previous editions, the materials revolve around 2

STOAZIC

story about a set of characters and focus on vocabulary actvation and developing speaking,

listening and reading comprehension, and writing and cultural skills. With this edition we add
3 = (s

A

a companion website with interactive, autocorrecting exercises, and we place greater emphasis

on the comprehension and production of spoken Arabic, oftering a choice between Egyptian

and Levanune dialect components'. Adding other dialeets to the materials as options to the

onginal Egyptian was part of our original vision, and we are very pleased to be able to realize

this goal in part with the addition of the Damascene (as representative of Levantine) material
here.

The increased presence and integration of spoken Arabic in this editon represents a
natural evolution of these marterials within the philosophy outlined in the first edinon: Our
goal is to present and teach language forms that refiect the linguistic behavior of educared
native speakers. Increasingly, in written as well as formal spoken contexts; Arabic speakers
produce and consume mixes of registers that include both formal and spoken elements. We
believe it is important to introduce learners to this reality from the beginning, Our experience
n the classroom with these materials and the approach outlined here 1s thae learners’ skills
n all arcas ‘Ic\cl.;lw fasrer when basic spukun forms and CXPIessHons arc |;l'.|:.{hl L‘df]'\ in the
students” experience, and that these forms do not “fossilize” but rather continue to evolve
In other words, teaching spoken forms carly results in an enhanced fluency that transfers to

formal Arabic as well. In this introduction we will 1alk about our materials and our teaching

philosophy. There is a separate introduction for students that we urge vou ro read and discuss

with your studenrs.

Learning Outcome Goals

In our expenence teaching with this approach and these materials, students reach solid
intermediate proficiency in all skills by the end of one year (two semesters). This means that
by the time you finish working through this book, 4l «L& 41, vour students should have

acquired the following skills:

we wse the terms “formal™ and “spoken’ Arabec to refer o diffe sters rhat are not musually exclusive

wese remsters are also known as Modern Sundand, Seancarnd, or Claissical Arabw on the one hand, and collogqun

1 the other, We avoid the use of werm “oolloquial” becanse it has derogatory connotations, “Formal™ Arabic re

1 writing and eeading (mcluding reading alowd, as 1

not exclusively use

< and forms iz shares with tormal

registers and soluding: many

are used i spoken aned informal contexts, including wrirten ones.
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Introduction to the Third Editior

Tea

h

The ability to speak about herself, her life, and her environment, to initiate and
sustain conversations on daily-life ropics with educated native speakers who are
accustomed to conversing with learners of Arabic as a foreign language, and to
paraphrasc as nec

ssary (o make herself understood,

The ability to read simple, authentic texts on famuliar topics and understand the main
ideas withour using the dictionary, and have confidence to gucss the meaning of new
words from context and other clues,

The ability to write informal notes and essays on familiar topics connected
to daily life.

The ability to comprehend and produce accurately the basie searence
structures of Arabic

FPamilianity with the ditferences in sounds and basic structures berween
formal and spoken Arabic,

\ general understanding of aspecrs of Arab culture connected 1o evervday life,
including culturally important expressions commonly used among

friends and acquantances,

In this third edition, Part One consists of thirteen chapters, which represent the amount
of marterial that can rease nmhl\ e activated in 2

vear of college-level Arabic with an average
of five contact hours per week. We use the word “activated” rather than “covered™ pe ntedly:
\lthough it is possible to introduce vocabulary and structures at a faster pace, activating
them so that students can produce them fluently in context and without prompting takes
much more time. These materials are designed so that students can activate vocabulary and
structures; in our experience, teaching the lessons included in this volume with full activation

takes approximately 125 classroom hours plus 200-250 hours of preparation vutside class,

Structure of the Chapters

The chapters in this book are structured according to a philosophy and methodology of
teaching that has evolved with each subsequent edition of the ALKiza

Fach chapter is structured as closely as possible to the syllabus we use w hen we u.uh with
exercises 10 he done before elass and acrivities to be done in class. Each chaprer, thus, consists
of cvcles of exercises, usually one for cach section—vocabulary, texes, grammar, and so
forth—starting with one to three exercises labeled ol § followed by one or two labeled
<aall . Each one or two cycles in a chapier represent one contact hour of class time. The
exact number of cyeles per class depends on the length of your class sessions as well as the
length of the exercises. Some of the grammar exercises, in particular, are short, and multiple
grammar poinfs can sometimes be activated on the same day.

Each chaprer begins with extensive work on v seabulary acquisition and activation because

believe that building vocabulary—uwith attention to its accurare use in context—is the
core activity of building proficiency in Arabic. After vocabulary has been activ ated, learners
are prepared for the story, which s followed by focused grammar work. The progression
from learming new vocabulary to the story to grammar Is Important 1o mantain;: Without

activating the vocabulary, the story will be hard to understand, and grammar should emerge

STTPV TR LTIV £y
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from a context—here, the context of the story, Culture, reading, and listening sections and

their activities, along with additional speaking and writing activities, normally appear later in

the chapter because they are designed 1o push students o expand their skills and use rtheir

vocabulary in new contexts. I

ach chapeer ends with a new dialogue i the dialogue sccnion,
which presents the greatest challenge linguistically but is also meant to be fun. A section
containing two or three review drills comes at the end of each chapter. The placement of
the drills here is designed to give the instructor maximum flexibility. Most of these drills are
autocorrected online exercises, which means that the student can do them at his or her leisure,
perhaps as a review for a quiz,

Those of vou who are familiar with the second edition will notice that the order of
presentation of the formal and spoken versions of the story within each lesson has changed.
Following the highly successful testing of a new approach, we have decided 1o introduce the
story in dialect before working with it in formal Arabic. This approach has the advantage of
helping students develop listening and speaking skills in real-life Arabic and comprehension
skills in formal Arabic, which follows the usage patterns of native speakers, for whom spoken
tormal Arabic is a passive language tor the most part.

\s in the thied edition of A4 Baa, vocabulary is introduced in ALKiaal Part One in three

vatieties: Formal, Egyptian, and Levantine {Syrian). Also new here is that all active vocabulary
words are presented at the beginning of the chaprer, including words that do not occur in
the story but do appear in the reading texts or the new dialogue. We hope this will make it
easier o activare these words more fully and help learners keep track of the vocabulary for
which they are responsible. The presentation of grammar has also undergone some revision,
most notably an increased emphasis on morphology, especially noun and verb patterns. The
sequencing of structures has not changed, but the introduction of plurals and verb patterns
has been spread out across several lessons, allowing time for learners to recognize and activate
these parrerns.

The mechanical work necessary 1o actvare vocabulary and grammar inevirably means
long hours of homework for learners and equally long hours of correcting for instructors
and assiseants. New in the third edition, however, are mechanical exercises with a closed set
of answers that are all provided online as autocorrecting drills, which provides students with
instant feedback. It s our hope that autocorrecnon will allow both students and reachers to
work more effectively and that by giving instane feedback, it will help them focus their efforts
and build their confidence

Finally,

this edition of Part One contains new reading and listening comprehension texts.
And the few remaining old texts are paired with new ones. We are happy 1o have succeeded in
placing most of the structurally simple texts, such as lists within the first few chapters, so that
beginning in chapter 5 the reading texts are in prose. We think you will find that the reading
exercises are more challenging and more rewarding than those in the previous editions,

In the new dialogue section at the end of each chaprer you will find a linguistically
challenging and culturally rich video dialogue in spoken Arabic. Each dialogue includes many
of the vocabulary items that the chapter has aimed to activate and presents them in different
kinds of scenes from everyday life. This dialogue can be used cither as a comprebension
exercise or as a second “basic text” of the chapter, depending on how much time and attennion

vou decide to give it and how it fits 1in with vour overall goals for the course.

_
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Language Production in Speaking and Writing

AL-Kitaab Part One introduces two varicties of spoken Arabic in addition to a formal
register. The goal here, however, is not for all three varieties to be learned. Rather, the goal
i for the class to choose one varietv of spoken Arabic and learn it along with the formal

A\rabic. You will notice that, aside from a few regular differences in some soungds (such as

the pronunciation of 3 and hamza, and the tendency of Syrian speakers to elide some short
vowels and turn others into kasra}, the overwhelming majority of words are shared among all
three varietics of Arabic.

We have tried to be as accurate as possible to represent the way words are pronounced
in the Cairene and Damascene dialects in particular, but we do not believe it 15 necessary to
demand all the nuances of local dialect from beginning learners, Those of us who teach and
Jearn outside the Arab world are usually in contact with speakers of multiple dialects and we
often communicate in a tvpe of panregional Arabic, Subconsciously, at least, we seek out !

chared forms and use them, Our students need to function in this environment, o, and they
will be well served by an inclusive view of what spoken Arabic 1s,

It is up 1o you to decide which varietics the class will use and how they will be mixed, but
cemember that vou do not have to be a native speaker of a dialect to allow it 1o be a presence
in the classroom, If you speak a different variety of Arabic and want to teach 1, vou can
introduce forms from your own dialect and adapt the story, too, if you like.

Proficiency guidelines for intermediate-level language specify the achievement of language
production in informal situations and contexts. Arabic speakets use spoken registers exclusively |
in these circamstances, even when interacting with speakers of dialects other than their own. ‘
In our view, the ability to produce formal language in speech and wniting is a skill that rakes
even narive speakers (who have a big head start) years to develop. To expect it exclusively from
beginning learners, we believe, 1s counterpre sductive. Therefore, our expectation at this level
is thar learners will produce mixed forms. some formal and some informal, according to the |
tools they have available to express themselves. For example, it is not reasonable to expect ol ‘
1o be used in writing before students have learned it. However, they have acquired the spoken
forms of negation e and Ui that are used by native speakers in informal contexts. This
mixing will not always be natural, just as the grammarical forms themselves will not always be

iecurare, Accuracy emerges gradually, including accuracy in langy

Teaching Vocabulary

Because Arabic has a long history and is spoken across a large geopraphical area, it has an

¢ register,

expansive vocabulary, This will be learners” biggest challenge in reaching Huency in Arabic,

and vou should encourage them to devote as much effort as they can o acty cly acquire the

vocabulary in each chaprer. “Actively acquiring” means dey eloping the abiliry to produce the

word accurately in the appropriate context without being prompred—thar is, without secing

the word 10 2 list or word bank. Put another way, activated vocabulary is vocabulary that the

carner owns. that he or she uses in the context of his or her life. Tt is crucial that students

prepare vocabulary before class by listening to the audio and doing the drills designated as ]
homework drills
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Each vocabulary item 1s contextualized in a sentence recorded in formal Arabic as well,
These sentences are meant to serve two purposes: (1) to contextualize the new vocabulary,
and (2) to give students practice in close listening skills. Ask the stwdents to wnte out the
vocabulary sentences in cach chapter so that they can develop their recognition of sounds
and word boundaries and their ability to use grammartical and background information to
construct meaning, This exercise will help them prepare to interact with authentic bstening
texts and to comprehend language just beyond their current level.

\s in Al Baa, vocabulary in Part One is introduced in three color-co wled varieries:

& pakl, ‘,aL.':J'-. _oadll, Words shared by more than one variery are in black, 1t is important
to remember that the vocabulary list is not a glossary and that the words given for each variety
do nor constitute an exhauvstive list of equivalents. The vocabulary words presented also have
not been chosen randomly, rather they are included because they occur in one of the video
sepments or reading texts in the chapter, Since most of these texts were originally composed
in formal Arabic, the vocabulary lists originated in the formal register. Not all spoken words
that are in use are given in these lists. Only those words the actors use in telling the Cairenc and
Levantine versions of the story are included. The words are listed separately when the word or
its pronunciation, as it occars in the story, differs from the formal we ird, You will notice that
these vanants arc often very close, separated only by a vowel sound; we have included them in
the chart so that you ean click on them to hear the differences in pronunciation. Itis imporeant
for students to learn and study the spoken forms aurally, because rome spoken Arabic s¢ unds
cannot be represented accurately in Arabic seript.

The “Ask Your Colleagues™ exetcises are designed to be done in class using a combination
of formal and spoken Arabic that has been very successful in our classrooms. This exercise
helps students activate and personalize new vocabulary as they interview their classmates in
\rabic. Because they arc using the new vocabulary in context, there is a substantial amount of
grammar practice that takes place during the tme devoted to vocabulary, This combination
ensures more active study and, we believe, faster acquisinon,

The questions ate provided in English for three reasons: (1) to help reintorcee the association
of words with particular contexts, (2) to force students o produce the aew v cabulary in
context from seratch rather than reading the Arabic words on the page, and {3) to help students
avoid using English, since everyone knows what the questions mean from the outset. Take
advantage of that shared knowledge by encouraging your students 1o work with their partners

on the best way to express their thoughts in Arabic,

Teaching Grammar

Before speaking about our approach in teaching and learning grammar, we, as teachers,
would ask ourselves an important question: What is the basic grammar of Arabic? Whar do
learners need to know, passively and actively, to produce and comprehend informal Arabic on

topics involving daily life? “Informal™ is an imporeant distinction because learners” grasp of
formal language registers is assumed to follow, nor precede, informal registers, Thus the most
formal aspects of Arabic grammar—case endings, in particular—are not level-appropriate for

clementary- and intermediate-level learners.

_
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What is important for intermediate-level learners is basic sentence structure, especially
sentence types, agreement, verb conjugation, noun phrases, and subordinaton, These
structures are not difficult o grasp—in fact, most learners can comprehend rhese structures
in reading and listening long before they have been formally introduced to them, but learners
need lots of practice to actvate them. Mechanical practice is necessary bur not sufficient to
reach that goal. The grammar will have been internalized when students use it unprompred
in their speech and wrinng, Accuracy will not be 100 percent. Recall that it is narural for
mtermediate speakers 1o make errors even in simple structures. These errors have nothing 1o

do with not knowing or understanding the rules but simply indicates that the structure needs
maore activation.

At this level of basic grammar, most structures are shared by spoken and formal Amabic,
Word-order patterns, including subordinate structures such as indefinite relative clauses, aoun
phrase grammar, and the basic components of verh conjugation, are all shared grammarical
structures. The main differences are in negation, verb mood, and subordination, in which
modal particles differ. ‘These variations are quite manageable at the comprehension level, and
the degree to which one or both forms are activared will depend on the goals of the instractor
and the program.

As in the previous two editions, the sequencing of grammar in Part One third cdition
materials is based not on a prederermined design bur, rather, on the story itself, which was
written independent of any grammatcal considerations, We believe that privileging context in
this way vields a more narural sequencing of structures for the learner that she or he can use,
Following well-established models of spiraling in language ACQUISILON, MOSt grammar points
are presented gradually, with information increasing in level of detail cach time according to

3

abilities.

the language functions approprate to students’

Have confidence in your students” ability to comprehend and activate grammar. Keep in
mind that the first part happens quickly and the second takes ime and practice. It is important
that you guide your students to prepare for class by reading the lesson’s explanation and by
doing the accompanying mechanical drill that helps them begin 1o use the structure. Outside

ass, cach student can work at his or her pace and be ready to begin using the new structure
in class, Their use of this new structure may be tentative at firse, but practice, not explanarions
or lecrures, is what will build their confidence.

Our approach also relies on an understanding of interlanguage that says students
acquire language by construening their own internal grammar rather than by internalizing a
presentation of grammar. It is the goal of this approach to help learners build their own
grammar using induction, analogy, and hypothesis formation and resting, Learning a language
mvolves critical thinking no less than memorization, You can help this process along by
asking students questions rather than providing them with answers when they do not know
something, Encoutage a entical thinking approach to grammar and reward students verbally

for asking questons,
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Reading for Comprehension

“Reading” for many native speakers of Arabic cducared in the Arab world means “reading

sloud” because they studied formal Arabic in school, and formal Arabic is most often read

aloud. For us, however, reading means reading for comprehension, which is a very different

activity that requires different skills. We use the term “reading comprehension”™ 1o refer to
activities that develop the skills that all fluent readers of Arabic use subconsciously. W are
not concerned now with developing the skill of reading texts als wd, which is unrelated o
(nmprl-}u-n,\inn andl. in fact, often interferes with it, Reading aloud helps pre munciation and
reinforces vocabulary and structure, and we have provided composed texts for just these
purposes in the review drills secion of many of the carly chapters. Reading acnvities in this
book aim to develop skills such as guessing the meaning from context, using background

2]

knowledge to help set expecranions about what will be in a rexe, and using grammatical
knowledge to construct meaning. As in previous editions, cach chapter in this edition of Part
One has at least one reading comprehension text. All of the reading texts in this book are
authentic—written for educated adult native speakers of Arabic. This 1s important because
the learners using this book are adults and deserve adult reading matersal,

Make sure your students know that you do not expect them to understand everything
in the reading texts, and that they should trv 1o focus on what they do understand rather
than on what they do not. We want students to approach these texts with an expectanon of
exploration and discovery, guided with guestions like: Whar kind of text is i, and what clues

does it give vou as to whar kinds of information it gives? Can vou guess the meaning of amy

new words from contest? Fvery piece of information your students can recognize or extract
from authentic texts represents a step forward in building students” Arabic language skills.
Reading comprehension texts, thus, are designed 1o be explored, uf 1o be read aloud or
read in a lincar fashion. 1n fact, students should be discouraged from reading aloud, even to
themselves, and should be encouraged to try to look ar phrases or lists, These rexts are meant
10 be skimmed, scanned, and discovered, since their main purpose is 1o teach srraregies and
skills necessary for flueat reading OF course, focusing on close reading and grammatical
details 1s a crucial part of building fluency in reading, and you will notice that these kinds

of questions increase as students learn more structure formally. The tradinonal wav 1o focus

on such derils is through transiation, but we believe thar translation of authentic texes at
this level is counterproductive because the quantity of unknown vocabulary words would
force students to process the text in lincar fashion, which is counterproductive to our poal of
balancing fluency and accuraey and allowing accuracy o develop gradually

I'he reading comprehension exercises included in the book are designed 1o teach
themselves, Your role here is not to explain but o motivate and encourage students and to
celebrate with them as they discover the text themselves. We recommend that these CxXercises
be done in class as much as possible, especially ar the beginning of the ho ok, unnl students
develop confidence both in themselves and in your expectations of them. (This method also
helps prevent students from using the dictionary or asking others about the meanings of
unknown words in the text.) Many of these exercises work well when students work in paies,
and this cooperative learning approach helps to create the desired atmosphere of exploration

and discovery that makes readin

Xix

194



Fach reading comprehension exercise begins with open-ended questions that focus on
sal comprehension. The key here is to let the students lead by reporting the meanings that
are able to construct. Asking the students specific questions is counterproductive at this
we. Following a global look at the text, second- and third-round questions ask students
tocus on specific sections of the text that present them with “muscle-building” exercises
t work on bottom-up processing skills. These questions involve guessing the meaning of
words from carefully chosen contexts using contextual and grammatical clues and the
ic root and pattern system, recognizing and processing grammatical structures in new
wthentic contexts, and developing discourse management skills—keeping track of large
ctural issues, such as recognizing sentence and paragraph structure, identifying parallel
structions, paying attention to connectors, and parsing long sentences in which the subject
predicate or verb may be located far away from each other.
Because the purpose of these reading exercises is to build skills and strategies, we strongly
ourage the use of the reading exercises as vocabulary cexcrcises. Each text has been
fully chosen so that students can comprehend a great deal and develop processing skills
wgh reading without any additional vocabulary. Providing lists of all unknown vocabulary
e text will lead students back to linear processing and will not help them develop reading
ficiency.
We hope that this new edition will be a useful learning and teaching tool for Arabic,
that those of you who have used previous editions will find the changes we have made
vable, and rewarding expenience

oful in achicving your goals. We wish you a successful, enj

hing Arabic!

! alll elib U] §1691IUg
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Lesson 5

Definite and Indefinite 5,5l & =4

S
“ygign casu Le” idialell S0
Lo Yy " M0 5 557 A

(1) acianin

eda [ laa
Yoo =) alash
“agdl puakll” iples
(Y) a=tnl

Adverbs z2dll (veS
“d)y93900" ol anm
Lol 23" "Gmssl g 3Ll V" 2o
“Caalls wlzls” duily jg.8 (A5

dazl Al 08
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Caeall § Tas o> bl

ﬂ Vocabulary C;Ia}.&ll

Listen to the new vocabulary in formal Arabic and vour spoken variety

u’-ﬂ-u .“.".Jn:-l" wwl v.:u.:,ii |

of __ descent Inisba adjective +) JJ" Ry
cold [ady.) lof (hlngs) . 7>,;. strL;av)Lg .

SNOwW ol 3_1_;, -
very . 543 I =5
weather 4 3= . ikl ' J...EL.II.- 5,—41
well ladv.) A 39 | s . lA%s
hot {adj.} [of weather) ‘ > . gk . 8/ 5l
the best' . . ' o.‘..pi
sometimes . | . busi
autumn . . . ._gg)zjl
degree . N ' ‘ EESE
temperature . . . 81yl dayd
spring (season) ' . 2
humidity . l . VoA
crowding, crowdedness . Lozl ' das3ll plo-33¥l
on account of, because of . g.......;
winter i) b,«w E
he feels, has feeling of e, o e

sunny et v o
summer Aaall
high A . . é/‘)l‘
cloudy I ey IEN [ Al
season ' J9*°5 a Juad
semester . . . s el
only v e . o ‘ -
a little bit (adv.) a5 53 R
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Lesson 5 )2

,_,;a.U é;@LI k—,aal.,.i.Jl wadll
a lot, much ladv.) S 25
rain - s i B Sha
as far as __is concerned’ o Yilalla J 4, “7'0. \ fe—
loneliness | } Suzgll

Notes on Vocabulary Usage

- - « ¥ N -
1. In both spoken and formal Arabic, jwu= is used with an indefinite noun to mean

“the best

Fael” o dals uel Nizole gus] o lizal>
-u}ltbow“gﬁ“gﬁatij“@—*‘ i 5 ‘l

It functions as a noun in this construction and does not take either A or &,

2. The expression J dewdll is one way to express an opinion. Literally it means “in relation w
(me/you/her...).”" Listen and learn the appropriate forms:

S rahl |

el

il €8

Jl 4l
o) &0
) &l
dan

L)) ity
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visall @ o o adkl) N

€0 (Sl @) Bl SIS ) (s s

Complete the sentences with appropriate formal words from the new vocabulary:

L et Basly sl J idpmo Silils )
$ Jad Gl 38 Lo (Ll (b ] 30 oJ dudlly ¥
s 3l Sl Labst L ¥
€0 - ¢+ 9 anall izl ddgmadl § €
: 3 by ciall 3 las 3ly=ll § puihll 0
LI ikl st 15 Lwgy @ G dilain § Gald)) 0Sas ¥ 1
iz gags @ “Cactw plual” ALy V
a8 Sty ool s S0 gL i ] YA
fBamglly 325 OLd § 589 ()l § ds 8
Adeally 9 o, ey ¥ lisele § 1+
R padl olie § puihll 1)

Shasy 3 oNs
I sl sy Cinall @ gyl J1 il ol Y

A=) 9

aalsl 585 de3al aalsl Vs lao Ageie LI AY
oLl @ 5LV

o il o ddlly ¢
skl Sl § dxale

€0 (Cudl @) oz & SI)ELI Y oy o
S ) el s e Jazdl 15819 CilsyaL) Jaz ) lgmeiul

() (el §) “g58 5o 920" / “Iorgd 937 iF 0
Yool g1yl Sudlall \.‘-.S :|9A1S59 lgszazul

Watch people talk about the weather in this video in class, if possible, or as instrucred by
vour teacher. Then, with a partner, make up a dialogue about today’s weather,
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(hall @) eSellej bl € (3 yas

1. Where do they o in the summer and why? Do they travel in the winter? Where
and why?

2. Whart are their national /ethnic origing? Do they know a lor about them?

3. Somerhing they always do, something they do a lor, and something they do
sometimes,

4. What do they do when (Ladis) they feel lonely?

5. How is the temperarure for them today? How is the temperature in their room
or house?

6. What classes do they have for spring semester?

7. Which is the best city in the United Srates ro live in, and why? (Get two reasons,)

1. What 15 their favornte weather? Their favorite nme of vear (season)? What
(kinds of) weather do they not like?

2. Is this the first semester for them in college? IF so, was it a good semester?
If not, was their first semester good?

3. What are the best things in this city as far as they are concerned?
(Hint: to ask this question, you must choose a specific noun,
such as gszhas in gskaa ;\....:.l, Remember to use indefinite nouns. Ask about three
different “best™ things.)

4. Do they like crowds? Why or why not?

5, Where do they go in the summer and why? Do they travel in the winter?
Where and why?

6. What do they do sometimes?

7. What classes do they have for fall /spring semester?
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a"ansgi*? ylo bl

duoll daddll

“Oygr9 divde ol " | “Yygr0m Camy ” 10 o paS
€D (aall gg cul §)

Cudl § .

Listen to = using the strategies you have | Listen to J2 s using the strategies you have
learned, Write & short paragraph i ich | learned. Write a short paragraph for each
estion. Yol 1y USe omaall question. You may use _owasl
ind/or g aal j expression and/or el words and expressions
FULTISESTR VI g9 § (2 ped oy 9 )
aJt0) G Lag $ Teow b gdy
Yoty b o lse Y \:,‘;-:J9 O g J“D':',' ""‘x“..< A

Plote ol Gpmb g T G S e S T RIT I g

With a partner, come up with some ways in which o2 e/ Lga can improve her outlook on

Iife. Then switch partners and take turns pliying o2 ol e and giving her your suggestions,

€0 (Bl 33 Cadl §) “Aolo V3 .Y [ “Sisdl 987 1V (o

Watch tl ilogue “Ydzl> Vg | Watch the dialogue 2 3w
ind answer and answer:
‘o ‘v What is the situation? 1 ‘u.m o What is the situation?
What did she ask him, and whal was the | 2, What did she ask him, and what was the
500N 5E response?
Whal expression did she use with the 3. Notice the word O3 T O eye. Itis used
l S nd what do you think it in expressions of endearment and to signal
it he respons one’s willingness to do anything for someane

How is it used here?
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€ (Cudl @) Joz & I9ELI VY (o s
Byl J] s 5 Jal 1951y GlEkY ez JI lymazal

V delgdll

In this section we will review the derails of noun phrases in Arabic, focusing on the

"o

differences hetween constructions such as “the big family,” “this big family,” and “this is a big

family™ in Arabic.

Definite and Indefinite in Phrases and Sentences 54,?3."9 a8 b

noun-adjective phrase da0y el
adjective ‘ Ol tu
definite noun or adjective ' 53;25
indefinite noun or adjective 4 3,53

In Arabic, noun-adjective phrases such as 0.1.15 e, and sentences without verbs such
[NECRIR resemble each other closely. Only tlu presence or absence of the definite article 2
on the adjective distinguishes one from the other. Keep in mind that all nouns and adjectives =
a single phrase must match in definiteness or indefiniteness, whereas sentences usually conssss
of a definite |as and an indefinite 3 (duaw! Jaz). Paying attention to definiteness is 25
important strategy in reading because it helps you recognize the relationships among nouss
and adjectives in complex sentences, even when the vocabulary 1s unfamiliar.

Compare the use of 1 in the three sets below: What do vou nonce?

C B A
Complete Sentences Jaz diymo dio + pul 8,5 ddo + pul
The class is small ‘)M aall | the small class Ml iall | asmall class =0 -
The city is big. 1 a,.,j 4,.,.,\_1.\ the big city o,,.SJI duall | a big city 5,_\._5 Loae
The students are | x_,&h“ the busy -..J.\Ua.” [some) busy ..
busy O9s=ia | students | Ogle=ad! | students NTUTS

202



iall § e Hlo puibl]

Columns A and B contain noun-adjective phrases that are cither completely indehinite
(column A) or completely definite (column B). In an indefinite noun-adjective phrase, such as
“a big ciry,” all nouns and adjectives must be 3,55, Ina definite noun phease, such as “the busy
students” both the noun and its adjective(s) must be 48,=a, In contrast, column C contains

complete duew! Jao, showing the most common pattern: Definite | i and indefinite p&
- Y : - i

Remember that possessive suffixes make nouns definite withour JI. For example, LAde,
las B}, and Lt as are all definite, Therefore, the adjective that modifies a noun + possessive

'

suffix must also be definite, and takes J&:

my Egyptian friend Srabl e
her Palestinian relatives Oexhudall Ly 51
our beautiful city sl Lxbss

(Cudl @) Ll + @bl 2 oy yas

Complete the sentences below with noun-adjective phrases by marching the nouns and
adjectives from the lists with the sentences below. Remember to make the adjectives agree
with their nouns and to use J| where needed. Some sentences will require plural forms.

€
:GlM'
L/l - IS - Ll - dihis - 3/ abge - 3/ Brdo

Joy - Lk - 3 Jes) - Ble - dupas - udb - dhd

Olde

While possilik

Such as, 22% i e owdy Todwod ok i These sentenves tend 1o be

shlelyt both Ll and ps:

0t 1o sepante anxd h
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Bizgll o £
AR SN IS5 E:
Lol J2d Jgamu Y A
B Able o
sl § s Y A

o

G Ul Ay Olgie 1 lases ol Spall s .
&)l é 4%
3

() (St 3) $E@8LS) ol diog ol 18 o yad
This exercise is available online only.
ol /lia

The demonstratives 1ia and ¢4 are used both in sentences, for example “This is an cas
test,” and in definite noun phrases, for example, “this test.” What differentiates these mwn
constructions? Compare the phrases in A and B:

This is a large city. BaS das 38
A This is an ltalian restaurant. Jla] p=bas i

These are old houses. Agdd Ogu 228

this beautiful city oSl dlsudl ol
this Italian restaurant Juasy

these old houses
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| =1
)= A

You can sce that section A contains sentences, whereas section B contains phrases. This
distinction is made grammatically by the use of JI: The definite phrases in B refer to definite,
specific ennties, and so the nouns and adjectives must be definite. In the seatences in section
A, the noun-adjective phrases function as »&dl, and are indefinite. We can, of course, use

definite noun-adjective phrases 1n sentences by adding a 22, which 1s usually indefinite:

This big city is very beautiful. Jio dleas 5,50 duall oia
This Italian restaurant is the best! lowlaa O] Jlsyl p=hall 1l
These old houses are historic. At 30 dgadll Dol 0dn

Demonstrative Pronouns in Spoken Arabic
The following words are commonly used demonstratives in elidland s all
(also spelled 03) 1o Sa ¢ Iola B
B $la ¢ sola oin

<
~

You have heard and used these demonstrative pronouns in sentences like the following

In Levantine Arabic there is an additional short form of the demonstrative pronoun thart
is used in definite noun phrases: . This pronoun has no gender and is pronounced as if

artached to the definite noun it modifies:

these houses Gadla
this street gl
this region dabilla

There exist arher vanant torms in both regions bt they are all related o these hasic foems
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(ol § 9l Cucdl ) TUgds S :d =l dll] J] Igazy5 1Y+ (s oS
1. The old ( ;uS) man is tired.
2. 1s this test hard?
3. This semester is long!
4. 'T'his 1s an casy class!
5, This is a beaunful leter.
6. This is 2 cold winter!
7. Cairo 1s a very large city.
8. The new library is very cold.
9. Is your new friend a student here?
10. The short woman 1s Sauds and the tall one is Kuwain.
11. They remember their difficult childhood,
12. | live on (&) this wide street, and overcrowding is a problem.
13. The new student is French of Moroccan origin
14. I don’t feel lonely in my big family.
15, This weather is very hot and sunny!
16. This historic area is very old.

(hall § ) BLEY! / diall + gadl 1) (5 s

With a partner, combine the following pairs of words into a phrase and use each in a
sentence, Think about whether you want to use d8L3| or aw! + die and think abourt the rules
for each,

Gl + e Aoy + duyds )
pale + SV Rt
aSlgd + dlaku A dao + dbls ¥
ez 4 Oz A Soder + Jusj £
Sl + e Ve b+ dyyed
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G Yooty sl

Learn the numbers from eleven to one hundred. Listen to each of the numbers in the formal

Arabic pronuncianon, and then listen to the same number as pronounced in your dialect

15 ey v
o | W UG s £
- 2 1 ¥ \¢
A i v 1 \o
ot { gsilaa A £§ duo> b dussz> \O
3 a3 3 Y 1
\ ¥\ A\
) ) dl ‘ £ dn Y -t A
8 m YA A
\ v
ey 4 Y S § pus T

Numbers 11-100 with Nouns

Unlike the numbers from three to ten, which are followed by a plural noun, the numbers
from cleven to one hundred must be followed by a singular noun in all vasieties of Arabic.’ In
formal Arabic you will sce singular nouns that tollow numbers cleven to ninety-nine written

with d=a3 (95 ending, the same rules that apply to the interrogative oS-

nding:

o V9 (ads) Y- = HUEFEAN @S

2a) V1 508 - § diw 8 Wyas

€9 (Sl @) SasYl Y1 plazu¥l VY (o a5

This exercise 1s avaidable online only,

€0 (Cadl @) QLS Olonio Y (o s

This exercise is available online only,

e alicrmte (older) spelling Sle for 2s does noe affecn s proaunciation

Formal Arabic imposes agreement rales that affeer the gender of the numenal. Yoo will learn these rules 2rer. Spoken Al
ses fxed forms thar yary slighely froen dadeor to dialect but are easth understonsd once vou kv the b nderlving form 1
prysented hee
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A 3 o . -

(Rl §) loin V€ o o

Play bingo! Draw up bingo sheets with five rows and five columns containing numbers

from one to ninety-nine. One person at a time acts as the caller, calling out numbers at random,

and the others check off the numbers they have. The first person to get five straight across or
diagonally wins the round,

gloiw !
) (Gl 3o Cudl §) “paull BRI V0 (o o5

There are two parts to this exercise. Warch the video and complete the acriviries,

¢
X
W | é J
Watch the weather reporr. Watch it at least once through without stopping to get the main
ideas, then make some notes and plan your second listen: What further information can vou
getr Make a list that summarizes the information you heard, including the name of the city and
its weather forecast.

rhall § .o

Share and compare your notes with a partner 3 ;=)L If you could rake a trip to some of

the cines mentioned in the video, where would you go and whar is the weather like therer

owadlly dadll
n (Sl g}) “auall 3 |J~‘> PIER T I h NS

There are three parts to this exercise, Watch owadll dadll and answer the questions
below. The dictation exercise can be completed in the book or online,
1. Listen to Maha well her story in _=waill, What =<3 words docs she use thar differ from

\

dialect words? List them:

2. Listen for Maha's explanation of how she feels. In sentences Y and ¥ she uses a connecns

word thar introduces an explanation, similar to “since’ or “because” in English, Write whae
s B

vou hear. (Hine: Remember that one-leteer parricles are connected to the following word
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|
Cinall @ lag Hlo guihll

g2l .IJ-::S ygrga dda g:oiV.\
iy xSl dudll o § Bumglly bl jmil ¥
15515 Lga I lgmazal .Y

() (¥) dges duds My

(V) 5. ©) s (€)

Ggb)| (4)s M) § oz (v)

OY) § s (\V)s (\)

2 J (vo) (\¢) (ar)

oda 3 (VA) blo (W) . (1)
(ryv) 5. (v-) (13)

(Ye) ds . (Yr) O¥sria (¥r)

EREY (*V)s JJ (v1) hais (vo)
x-) (rs) (¥A)

Y aslgdll
s it O asd
Adverbs C“J O

L » = = e =
ISE - M=d - L - T - Lal
s - Blol - e -0 - 3B
The words that you see above all shate the grammatical ending p2all g8, One of the

[ 8T 29

main tunctons of this ending is to make a noun or adjective into an adverb, 4 word thar
modifies or describes a verb. Most adverbs that end in padll (95 are spelled with alif, which
can be written with or without | 15255 or L In regular, unvocalized texts, the symbol Z is
often omitted, leaving just 1, as in Ll or Jas, Knowing this helps vou identify adverbs in
texts: Look for words ending in alif: [f they are not proper nouns, chances are they should

be read with the (055 ending L A few words that are commonly used as adverbs end in 3.
Remember that 8 does not take an alif,

In addiion ro irs functon & an adveeh marker, grammancal ending =2l 5155 has ather functons s w
wall

recognize i as a gramemoncal ending We will retum o this eadiog again m lezsson 12

and bear nouns marked wirth the ending i

wly. Orecasionally

mmackmng inlefinite objects in formal Arabec

contexts. For now, you onke need o
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Adverb placement is fairly fexible in Arabic and generally corresponds to English word
order, with the exception that in Ambic adverbs tend to follow the verb. In addition, adverbs
may also follow the object of the verb or come ar the end of the sentence:

125 Slaladl o Ls Ggile g ylonol Ls s
Tauz CllS)) oda 09,535 Ja e 3 las ol ¥

Like their English equivalents, the adverbs Ly, Lasl, and Med may separate Jazd) and
23] Both of these word orders are possible:

Lal il Ul or Aless Ll b
M=d (yg3la,s o or L0silay Usd o2

Note, however, that the adverb Las must follow the adjective it modifics in formal Arabic:

s Oalsiin o0 iz &lihe o

(Sl @) DS AV o yoo

Write ren sentences thar describe what vour friends and familv and others do/do nor do,
and how much, or how often they do it, by using verbs and a varety of adverbs, Use all of
these verbs, and vary the persons o practice all of them:

- dlEata - G - LA - g - G - o uedy - desm - oIS
Jody - ladoy - Jilay - g - SIm - gy - USL

(aall §) zxdd) e VA 3
3 ) o)) 295 WA (o pas

The zzall (3395 ending may be used on many nouns and adjectives that refer to locanos
in ume or space. Rephrase the following underlined phrases by making adverbs out of thess
(Remember to drop J and use the Sda forms of the adjectives.)

LLQJ - glf!l QJ-N'-_! b Gz =

glall § Ogr5adall Aalsl ¥ 3

dadd clukl § ool B

Sasaladl 5o du )8 Ogo § 0sSs Ja 8

o3 JS dsb Slelo ol

o JS Buuss Hae () 038

J ég Hlgd) \3 fb.)jl a3 dakail) ois

<Ll 35 arall 3710 ) €0 (e S )d Olu § 8l 2
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* . 1 Py -
(Ghall §) pSedloj Igflul 138 (4 y05
\sk ,_of.‘x‘.:j for the following information. Remember to rephrase the questions to use

..75.
SLets el G oo 1 sLels a5l JI il 55 30

ko] OLdS S Y o Hlas Ol e ¥

$dmaled! o Luyd 5w e A 13U, 38 duakl oda Low Y e ¥

second person with So) S31 o) When you find someone who is like vou, say Lal

sz Ggudy 3ol 8 S 3l 0 8
?SL.‘.JS i)'%-’ \JB"J“:‘_’ 13Ls .1 ?u'b Jug e .0

. v
o¢l )nJ |

. . M ow g ow -

(aal g) “\’J)9._)3:J” Selyd Y Oyl

Betore you begin to read the following article, take a look at the utle and, with a partner,
brainstorm what it might be about. What kind of an artcle do vou think it is? What kinds of
information do you expect to find in ir?

As you read the passage for the first ome, remember that vou are looking only tor things
you know. Skip words and strings of words thar are unfamiliar and go on to the next sentence.
Use vour knowledge of sentence structure to identify where each new sentence begins so that
you can keep moving, As vou have learned to do in listening, work strategically to maximize
comprehension. Aim to read with these straregies:

L Phase One: Skimming and Scanning
Work through the text quickly. Your goal is to idenufy parts of the texe that you will focus on

in the second reading. It is not a good idea to write any English (i.e., translations or prompis)

on the page. Trust your brain to recall and reconstruct the meanings of the words vou have
figured out from the context. You might want to mark the sentences or lines vou would like

to focus on in the next phase.

2. Phase Two: Information Gathering

Before your second reading, compare your notes from phase one with your partner. Go

through the rext together and focus on the parts thar you both identified in the first readi

What is the main topic of cach paragraph? List the new words whose meanings vou guessed

trom context, background knowledge, root, and orher grammatical clues,
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Lesson5 )9

3, Phase Three: Close Reading and Analysis
a, The word @/ 203 recurs throughout the text shown on the nest page. Whar kind of
word is it? What kind of contexts does it occur in? What do you think it refers 102 What
other words recur with it and what do you think those words mean? Look at 3155 (sas)
and d= s in partcular.
b. Where does the text discuss people? What grammatical forms help vou identify the
right section? See if vou can hgure out what the phrase 435 Ols gase meins.
. Find at least one example of each of the following. How does recognizing the strucrure
help you guess its meaning?

dils| 3,55 diog ew! d8y%a0 dioy el
Jelilly ddedll ool padly landl :deaud) dlasdl
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(Rss3a) < 55 é

LY Gl A Aise SE A ((New York City) <) s a8 e
Al Al s Sl A Ay S el saniall
—las e i.}S:v)a‘f\ 2asa)l .;;.,-\',.li é).‘..’l JaLlu d_"-_
Cladae 28I VE 1g5a 289207 Ltaleaa J5 (gt i
Omail sl O saleall a8 e ) g iy Aila
5l 138 a g edaaiall aaSl 1 jie oY1 Canpal 2240 6Y)
= Cilas 5 gall g b fmall 5 Aadaall A Chakiiall g Azalal
&30 Apia Aallall QAN 5S) e el Caaal LaS ¢ il SIS 52y

Sady (M 5y o0l ey 4 Uiy (oS g s Feile A (llilan ek () Aiaal) ads
Use g2 LS 2o aluy ZaSAA Lgtaliee li 31 tleaaly W il y Y gl Aailas 301 (filgda
oA A gl s aliddl ST Ls oThadally el el il Ay A G alddl Caiaiy
ity aTAY £l 0 Y A7) Gle b B i i Lgailan el ey M3 0" 0" e
Aol Dakil el e ol G855 A8V £l L Y AVY le sl g3 el 5 jlaal S e
PpSYAN (€ 5 5 Alidlae dalia 3oy oY o ) uias V) 8 gallall 50t S50 Jlgih 35y el
o talues A5 Sy 0l elin S je 5 eliia A 5 A Ogalall m gy Gaigale gad glSly
grtd o g8 el N1 A sl A Dihie b 5 et el e g U il LS o0 il g 280 £ 7
Jlaa Loy Rt Gigde i LS dae aluy ZaSTYT Lginlu A Cun (Qaalls dkilas, S
LSy Za8Y A Lgtaluca s o jplai hdailaall JB 60 5 g ja axdy ) g€ ey o) 8

A LA SO

A Sl iy Bm I i (5B i ¥, VY, 018yl g R (A 0 - el ey
coua Rigaall 3 2 55 A0 L g aall g (Bl ke el el IS cpn YY1 Ll ata 2 Tl
G 1Y0 Fiag Vm 5 1380508 e300 scsnBla) (Cispsh g1 el 5 A 3k i gunn
JLLEiJ_‘I,:i_‘j,.&LS_SIU‘_;JZ\’- d3edl By KYO agdic gena »Si_\,._j!_‘h__;’gw‘a&
Ol 1 IS By VY G5 i iy 44 o 7 € gl o0 Ll Ll i
AT e i) aanie oSy o0 pdall 0 Bl pde audd) G a ANl e ) pSay
Sad) B Alfas 3 e Ad e Cile e Aa g cia e gaaall sda ) ASSYL, Y4

il g Gl y e g Y

3y A8 paW! ) LS Ay et el o Wi Lgand) S 08 g 400 5 5 paninen & gl S
- N . e\ i 1 {
el s GV oo 8 Lad 4 o Al G JWy Sl Sl
gt Aallall & gty S L2 5 ST 3astall Qb‘a‘,ﬂ&.‘}_ﬁ\wwl&jﬁ.mw-yom State)

(P AR GG ey Saadall aall A te g sa g

http:/ /armarcfa.org/index.php

213



Lesson § )2

(aally Cudl §) ddloweg LS bLG 1YY Gy
You have heard lgs describe new people twice so far:

&30 lgo! D> ) lganl @0

This kind of sentence can be used to introduce and desenbe any new person:
Loyl QQ" P.zh.n 3 Jam 3o
A VA Lajas Csl

Ohidly duas § oSS das

G G

G

On small cards or pieces of paper, introduce and describe various people in your life 1n
sentences based on these models. Write one sentence on each card. In class, your reacher will
collect the cards and mix them together, Take a card from the pile, read i, and find its owner
by asking questions. Use the appropriate pronouns for the viriery yvou are learning:

S .. el s...all §...el

¥ S %o o) Yo
These questions give vou models ro follow:
fdle lgaul Sl el Ja Ydmalodl § ) 4 os Wl Ja
Sdwaig)l posd as ool el $lygi90 disig Sk Jls &l
Pl G oo W Sohisly § dexd gl S

gl
a3laly dal)
Al all - deMIN § all dos / lally Al - LML) § AUl dasyl

4! here means safety and/or well-being, and this expression is used to welcome

someone back from a tnp or an illness,
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€0 (Sl ) sl 5Ll 397 / “un s g Sl 397 Y 5 s

Why do ne woma y 1.Why does one woman say
gl Lax? dalodl & all wamll?
} does she d ibe the place 2. How does she describe the p
Jive as many det 35 you can Give as many details as you can
Compare the weather 3. S bl IS CAS Compare the weather
in both places

} es thi nversation end 4. How does conversation end?
Wi rategi ) for endi What strategies do you hear for ending
1tions politely con ?

wersations politely

O3 “Choally 257 Zaly 518 25U

3953 is a Lebanese singer. She is one «

f the most fa

mous and popular singers among all
generations in the Arab East today because of her beautiful voice and the many different musical
genres in which she sings. These genres range from classical
poetry to folk songs to modern “Arabicized jazz” Her carcet

began in the late 1950s and was 1

unched mainly by the
musical plays that her husband Sl I g2 le and his brother
spais wrore. Many of her most famous songs, including
the one that vou will hear, come from those musicals. The
GbeJl brothers were themselves very influential in the field
of modern Arabic music and created a school of songwritng
that combined elements from folklore, the classical Arabic
tradition, and Western music. More recently, her son, AL
Sl has written songs for her that show the influence of
Jazz and other Western musical genres while retaining Arabic

clements.

3528 sings most of her songs in the Lebanese dialect

including the following—one of her most famous songs,

You can listen to her sing rhis song by either going to the
website:

ATWTLY O

sbe.com/warch?v=QPNIvXsSwtY or following the link on the Al-Kitaab w chsite

You can also follow along by reading the lyrics cither by going to the website:

'/fnanen.net/klmat-aghany/

htp vroz/ Thytk-balOyf heml or by f llowing the hink on the

\-Kitaab website I
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- b 4 23 2 e -
(il ‘?) dw y! dzl)) J) lgazys VWV oy
1. My grandfather used to have beautiful pictures € of old Kuwait.
2. Did you have a doctor’s appointment this week?
3. There are no classes today because of the snow! .
4. She doesn’t have any time today, so we € an’t sit and chat with her.
5. The members of my family do not have opinions like mine.

6. Do you have any news from your family in Yemen? -
) abor.
7. My new roommate has a sister who works for the Ministry ¢ f

8. 1 don't like this job because it has no future.
9. There are good Chinese restaurants in this area.
10. Our city has more than five sports clubs.

) (aall @ of ol @) dued) BLRN WA 5 s

Read the following passage, first silently for comprehension, then aloud to practic
pronunciation. When you are ready, record the passage and submit it to your teacher, cither

online or as directed by your teacher.

Cow 923 ol LUl S @ oW oSl . @yl Bz Uly v A Jol ol

Ml@wlguuuﬂ, ‘.L’luuﬂ..u!l&)bgmw W@m,mw

989 xS D9Slig BS pgi Byk Mg dmaly gl 858 ad Culy aizgiy Byl ad S
anJl 3ylod § Jomy dooy alll @ol;u,,,uts Al ady e do 3 ML&\MG
ada-“-bu'J—Sw'seﬂ)w'uwédwussﬂs‘ﬁhqv‘Me-hvswgwg

Y oSy owlg Jio (Hhadll I),b PRI Ol W LS WY gode) Lls us &1 3 JdagSod)
Jesl s> Mg Y Cdg owis NI Ol Wy 08 yaley ol fwl dd gy Jagb 2
Sladyl 8)lyg @ Lﬁb’o euolg uo,ia}\

Jolo @o (S itz iz Oy Sl § lpar Al 3ok ol il dg) Cle O ey

JAY e os.l,uu_..dwn B OY Cadl i 0T O Wl Yl 13 § Ve¥ly
Lngdl ol 39 Cudl Y § Welly yale aslul ol gl
alis §)lby .. o,muo)hdlwvgls S pal 3 s Ty OSensd s 1S gl U
u&m,wlgdwum,»vwm, wwsbwyso,wnmv llé
laogd] ¥ ol pay Bz Cond il § (iligh) O350 3Vg Jas degSadl Jas
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/’ Blocl) Juazul)

(lal 3 9l cu 3) 420 Bel AN :¥Y a3

There are tWo parts to this exercise:
.ad the text silendy fir )
1. Res rst, then aloud
) S E several times actice
When you are ready, record the S 1O pracuce pronunciation and fluency,

passage ar it 1
uclcd by vour teacher., & 1d submit it o your teacher, cither online or as

instr

otice this word:

] (oW +) 13y

Sl IS Jie iUy dslwll @il 3 b 9ag WIS 951 9a Us) o3l Sgese Jsls
ok Olely GBus] me pUSUIy Ghrwsb) JI gloiwdl camy 5SUs BS1AL) s ¥ 0pes 3
g0 095 LA izl § dmeladl Blowdyl Wy Jole LS RY) Je“chat” 31 B §
Ll @ dele)l P Sl § s od c9a Gl i dis dmelad) 1gls> 03Baols B
o) ) 7535 Lo g dges s Al cdal gad ile ()
ol L 98 Wz Al e Jasy Al els O] L) ods el Ll § Jsle o 13
588 Wl .z 55l amy &S0 50l 8,5 § Josy O Lasl s o9 WIS Jia Bl 44S U5
Bl w03 T2 Je Lalauyl dRlL Lo 300 el ! saling & sulaoyl ARl ey
AZSRY) o eadym S pely oS Ol J) 4548590

2. Grammar review: In the above text, find and circle two examples of each of the below:

daall + gl N
skl ¥
Byl X
sty Taad) [ dea) dlasdl £
Alsd)l dlasd) O
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e means literally “Veou/) per Y/
P . l\ ™ol S ermissib, e”
|h£ J\l? JJI > - ”n‘)“ .-l‘i(\l] i\ l]
~ na

ar 1
1d, l\_\ extension Yy

gl

SL’ .
Bl ool ¥ iy -aslanlg s

good person.”

t this is
s 1s the per
he person you will marry

(9 (Sadl @) “all els o) 19087

Al els ) 19968” N0 oo a3

5,88 IguSlg \_;laa-kb Jleadl 1 lgmas
ZJ‘;«; IS paragraph

"Lﬂ‘“t“"\.»““.d)-i\}b;w@ \

Yoo S @l Joso Y

Sad $Y Vg Jsidl § bgus 9o ¥
\3’;_,:" ARO ey Jos” @l s &
S ldzud) e il Jgio 0

paragraph 8,88 Jq. -

aph 8,83 19.uS1g gal.‘.‘Jb Hlead) I | gsai)
e U
Saiwlyd 5o Ldye o § g0 e .
N il i Sdlsis bguws 9o Y

Sguiidla 5§ ‘ "
odle 92 58§ ko i JasT s o
Sddiud) e Johu ob .0

This exercise 18 available online only.

iz b) ()%
ﬂ (Caud) @) youakl 1V e S

A A
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vl . Suag - s = g
TModg T e, ‘e Dby
N Oy ~ ) Oy = (C
Loy, - Vs (@, W) G o Lo gol N
Jeol ay, gy, Sl {0
ta o) . s
s 235409 G 1 iy oS o
s Alga .\ -

N <
ad the following texy < “ . |
. g text, firgy stlengy for ¢
\ SO
feading
V' vour teachey

©) & 140 Bel B AR oy yas

Mpreheng

Lang suby

e ruld_\. rece »111 _\nu,-\d"
u -
VO

1 1t ¢
e Or as Instructed | oy

0N, then Practice reading aloud. When

pnlin Mt for your teacher’s feedback either
C

St dlo; - R
g e e T~ R
4 didiod) < @5y oSie Lt |w’““?@12&9ha\qgumg\§&ea)
N . ﬁ"’s"”h‘“sy'@ﬁdl‘ b o ) M :
: ; - < S0 G me Ly LIS G dselod) e
&wh&'*"%l%‘:{&%-ﬁsbdsaaaw ; ) €t 3 3
£ 5 Lals ) s ~‘~§~e\\w\§w&ﬂvw\.\;¢\v~sw9
po 22 052 "*”'“‘“’M“édﬂvw@;auw.ww-b.-esa
Ma¥S 1) gazas ¥ o 59
OW)e Wallgg 25 Vs
«Jygsgu \3 L‘f;h-“ eSS S
.“g&gﬁ”mﬂi}k}‘mé
055 Dgize disde )59 oo™ ek g Lilag TS eyp05 e wod o3 ‘
Cpgz IS o

daasis 85 § Cabgs oY) 99 dlagy Liyue 3o Ll
59 a';l“_, o2l sl 5)9253 23 d.ogU a*!_'u Ry \@3-&1\33

) Soskai 13l 1\ 5 S

This exercise is available online only.
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T ey

i sy
Bag 3y

to provide a (good) atmosphere | -

> Jae

P . R - itive atmosphere. av
I'his expression can be used to deseribe any kind of posttive @ 1 Tt may e Caly,

I k'l‘\‘""‘ te sStive—anything appropriate to the circumstance

€0 (Sl §) 5. bloial § bl agl” / “TaDbloaly Sl o587 2¥ e oy

2 R
Uoz I5aiSls (g pally slssdl JI Igsasial \ Sl .._,AL-J\» )‘Su’d\ Homay
W S E—sb | i

< c 7 -« %, 5 oo LN S .
TRIOS T oo e oS0 T e 50 ) Som John 58 T 325 Ladr o8 55 Yha o |
Sad ,2' ay S 5
Sl Lad Syl Jas ¥ e tidas sy
= ) ae & .5 Sa - "
Tad Sdmalad] § dy) oy jols oo ¥ Foid Fdsaldl oy 0y g5 v
L

S : .
Al fyds] ks hedt 0= Jol o5 ¢

——

dsor) bl O sl

() (Cadl 3) Siog Eipe By559 8yme YN (1 s

This exercise is available online only.

() (sl @) el 5lad ¥ (o s

This exercise is available online only.

_

[
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This exercise is available online only,

€ (Sl @) 6dm NN 3 5y a3

This exercise is available online only

ﬂ (M|@5| Sl G) 4.))@.79” del, ANl VY S

tice
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Appendix: F
Participantséo

demographics

Descriptive Analysis and Frequency Tables

Demographic Characteristics thie Participants:
The data presented in the figures below reflect the demographic characteristics of the

and work env

participants and if it may have an impact on the perceptions of the teachers of Arabic as a

foreign language in UAE Northern Emirates privateiversities. These demographic

characteristics are represented in gender, age, native speakers, experience, highest degree,

rank, discipline and type of institution.

1-

Gender

1-Gender

Female

22, 55.0%

Category
B Male
[ Female

wSalLl2yasSa

G2

GDSYRSMIGHAREEKPS LI NIAOALI yiGa Ay

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

Table3: Crosdi | 6dzf F GA2y 2F wSalkyaSa

not great, 22 male to 18 female teachers.

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 oéspondents 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 represagt45% 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.

Age

604 57.5

504

40

30

20
20+

Percent of Age category

10
104 75

20-29 30-39 40-49 50-59 60-60
Age category

wSalLl2yasSa G2 a! 3S 2EdzRESE LI NIAOALIyGa& Ay {f
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.
Tabled:Cossiéi | 6dzf | GA2y 2F wSalLkRyasSa G2 «!3S 2F GKS LI N
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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 thap#imicipants 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
TAFL teachers native spoken Arabic variety
60
55

50

40 4
S
c
g 30
o
o

20 20
20+
10
25 25
0 | — | | —
Levantine Arabian Peninsula Egyptian Sudanese mising value

wSalLkryasSa (2 ac¢! C[ (SIFHOKSNEQ yIlI{iA@S aLkrRiSy !
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.
Table5: Crosdi | 6dzf  GA2y 2F wSalLkRyasSa G2 ac¢! C[ GSIFHOKSNERQ Yy
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Frequency Percent Valid Percent Cumulative Percent
Valid Yes 31 77.5 77.5 77.5
No 9 225 22.5 100.0
Total 40 100.0 100.0

Table 6 explainghe 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 thenative speakers

of Arabicare 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

TAFL teachers native spoken Arabic variety

60

50

40 -

30

Percent %

20

10 -

01—

-

2.5

—:—

20

25

Levantine Arabian Peninsula Egyptian

Sudanese mising value

As observeith figure 6, the spoken Arabic variety for most of the participants is

wSall2yasSa

G2 ac¢! CJ

S OKSNB yI GA@BS

£ I y3dz

Levantine representing 55% of the total participants, whereas, the Egyptian spoken
variety comes next with a percentage of 20%.
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Table6: Crosdabulationofw Sa Ll2yasSa G2 a¢! C[ GSFOKSNBRQ yIl GADS

Cumulative
Frequency Percent Valid Percent 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 25 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
other spoken Arabic varieties includiedthe study adding to the comprehensiveness of

the sample selected.

5. TAFL teachersNon-native speakers mother tongue

5-TAFL teachers -Non-native speakers mother tongue

Category
Urdo Chinese [ English
1, 12.5% 1, 12.5% @ woLoF
g . = urdo
[ Chinese
[ Russian

Russian
WOLOF 1, 12.5%
1, 12.5% ¢

4, 50.0%

wSallRyaSyil irg8basSI {SNA 2F I NI oAO Y2GKSNJ (2y3
As shown in figure 7, the number of TAFL teachers who arenative speakers of Arabic

is eight. The majority of the participants are English native speakers representing of 50%
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of the sample

Table7: Crosgabulation of Responsés2 & ¢ | C [-NothySH (OKEBNBEA LIS { SNEQ Y230 KSNI G2

Frequency Percent Valid Percent Cumulative Percent
Valid English 4 10.0 50.0 50.0
WOLOF 1 25 125 62.5
Urdu 1 25 12.5 75.0
Chinese 1 25 12.5 87.5
Russian 1 25 125 100.0
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 arenative 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 roative teachers are English natiyeakers
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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6- If you are not a native speaker of Arabic, how many years have you lived in an
Arabic speaking country

25 4
1,12.5% X /1, 12.5%

22
1,12.5% 7

6
(1, 12.5%

/12
20 1,12.5%

1,12.5%

17’ 14
1,12.5% 1,12.5%

wSall2yasSa (2 cobdtyo/SHS 2FLIRIST NBE f AGSR Ay ! NI oAO aLls

It is obvious thatthenen at i ve speaker s’ of Arabic teac
Arabic speaking countries ranging from 4 years through 25 years. This might suggest that
they are familiawith the spoken varieties.
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Table8:Crosdi I 6.dzf I GA2y 27F wS-adile eackesst ERNE ! Nx GAYI yRY |V

Frequency Percent Valid Percent Cumulative Percent

Valid 4 1 2.5 125 125
6 1 2.5 12.5 25.0
12 1 2.5 125 37.5
14 1 25 125 50.0
17 1 2.5 125 62.5
20 1 2.5 12.5 75.0
22 1 2.5 125 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

I NF 6AO

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 andlidlects that

exist.

7- TAFL teachers highest degree earned

3,

7- TAFL teachers highest degree earned

PhD
22, 55.0%\

M.S
7.5%

'M.A
12, 30.0%

Category

wSallyasSa (2 a¢! Cc[ GSIFOKSNBR KAIKSaA

RS3INBS

Figure 9 shows that most of the participants in the study (55%) are PhD holders, whereas
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the rest are holderd different degrees.

Table9: Crosdi | 6 dzf | GA2Y

2F wSalLkryasSa G2 ac¢! Cc[ GSIFOKSNEQ
Frequency Percent Valid Percent Cumulative Percent
Valid B.A 2 5.0 5.0 5.0
B.S 1 25 25 75
M.A 12 30.0 30.0 375
M.S 3 75 75 45.0
PhD 22 55.0 55.0 100.0
Total 40 100.0 100.0
The above table reveals the selected sampl

twentytwo 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.

8- Discipline in which you have earned your highest degree.
40 pe—
30
L 25
=
3 204
& 12.5
104 10
5
2.5 2.5 2.5
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<& o & o2 et & it &
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wSallyasSa (2 a5Aa0ALXAYS AY SKAOK LI NIAOALI yiGa ¢
Some interesting facts oncer ni ng the sample’s discipl:i
revealed in figure 12. The majority

of t !
Linguistics and TAFL, which represents 65% in both fields.

Tablel0:Crossi | 6 dzf I GA2y 2F wSallyaSa (2 a5Aa0ALXAYS Ay GKAOK
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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 25 25 57.5

TAFL 10 25.0 25.0 82.5

Middle Eastern Studies 1 2.5 2.5 85.0

Social Studies 1 25 25 87.5

Other 5 125 125 100.0

Total 40 100.0 100.0

Table 11 above illustrates disciplines of the participantbe 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 agairieet the comprehensiveness of the study.

9. How many years have you been teaching Arabic as a foreign language?

9. How many years have you been teaching Arabic as a foreign language

12 1
1 7, 17.5% = 5
2,50, /

10
8, 20.0%

9
1, 2.5%
2, 5.0%

4, 10.0%

wSalLlzyasSa G2 ac¢! C[ SELSNASYyOS:o®
It is obvious in figure 11 that the experiences of the Arabic langieag&ers 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.

Tablell: Crosdi | 6dzf F A2y 2F wSalLlRyasSa (G2 &, SINa 27
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 25 22.5
6 1 2.5 25 25.0
7 5 12.5 12.5 375
8 2 5.0 5.0 425
9 1 2.5 25 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 25 95.0
18 1 2.5 25 97.5
25 1 2.5 25 100.0
Total 40 100.0 100.0
Table 12 illustratesthpar t i ci pant s’ years of exper

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% thfe 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:

10. Type of institution in which you currently teach:

Two-year College
/1, 2.5%

Four-year College
4,10.0%

Private University
30, 75.0%

[ _State University
5, 12.5%

wSall2yasSa (2 a¢eldS 2F AyaidAaddziazy Ay 6KAOK (GKS

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.

Tablel2 Crosdi | 6 dzf F G A2y 207 LISS 82192 yAdy'S&l Adi2dzih 2y Ay 6 KAOK LI NI A C

Frequency Percent Valid Percent |Cumulative Percent
Valid State University 5 125 125 12.5
Private University 30 75.0 75.0 87.5
Two-year College 1 25 25 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.

234



11.How long have you taught Arabic at timstitution where you are teaching now?

8 10

1,25% 1,2.5%
162.5%
\

3, 7.5%
N

2

3
8, 20.0%

11. How long have you taught Arabic at the institution where you are teaching now

1
12, 30.0%

/

7,17.5%

wSallyasSa (2

As shown in figure 13, experience vary among the participants in the study. Some have 1

year at the workplace and others 10 years.

Tablel3: Crosdi  6dzf A2y 2F wSalLlyaSa

G2 G9ELISNASYOS

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 5 125 125 85.0
6 3 7.5 7.5 92,5
7 1 2.5 25 95.0
8 1 25 25 97.5
10 1 2.5 25 100.0
Total 40 100.0 100.0

GOELISNASYOS i 62NJ LI OS¢

As itis shown in the above table, experience at the workplace varies among the participants

in the study. Twenty teachers representing 50% of the sdraptebeen teaching Arabic

at the same workplace for more than three years.
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12. What is your rank within your institution?

12. What is your rank within your institution

Adjunct I nstructor Professor
3,7.5%\ 3,7.5%

Associate Professor
2,5.0%

|_Senior Lecturer
13,32.5%

Teaching Assistan

18,45.0% Lecturer

1,2.5%

wSall2yasSa (2 atNIAOALI yiG& NIy] 6AGKAY AYyai

As in figure 14, the rank of the participassary. The majority of the participants are
teaching assistants and senior lecturers, but few lecturers are professors and associate

professors.
Tablel4: Crosdi | 6dzf F A2y 2F wSallRyasSa G2 datl NIAOALIyda N

Cumulative

Frequency Percent Valid Percent Percent
Valid Professor 3 7.5 7.5 7.5
Associate Professor 2 5.0 5.0 12.5
Senior Lecturer 13 325 325 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 jolstatus?

13. What is your job status

Part time

4,10.0%
\

Full time
36, 90.0%

Category
& Full time
[ Part time

wSalLlyasSa

GGKS LI NGAOALN yia
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As shown in Figure 15, the majority of the participants (90%), male and female, are full

timers, whereas the rest (10%) are part timers.

Tablel5 Crossi | 0dzf  GA2y 2F wSalLkRyasSa (G2 ac¢KS

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

LI NI A OA LJ

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 pamt&ip

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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14. Were you hired primarily to teach Arabic or was teaching Arabic a secondary consideration

Category
[ Primary
[ secondary

Secondary
17, 42.5% |

|_Primary
23, 57.5%

wSall2yasSa (2 a. SAYEOK ANBRE SINAVR INBE & {2

Figure 16 reveals that 57% of the participants are hired primarily to teach Arabic, while
43% for secondary consideration.

Tablel6: Crosdi | 6 dzf F A2y 2F wSalLlyasSa (2 at NAYFNRE& 2N a

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 secondary consideration. The analysis shows that most of the

participants are hired to primarily teach Arabic as a foreign language.

238



because..

15. I have chosen to teach Arabic
order of importance (1 beingextremely important, and 4 not important)
15. | have chosen to teach Arabic because
30
28
25-
20+
2 151
10+
5
5+ 4
3
0-
Loving language financially reward share knowledge loving teaching

wSalLkryasSa

U2

Gt FNGAOALN yia

NBIl a2ya

02

G§SI OKAyYy3

As shown in figure 17, the participants also have different reasons for teaching Arabic as
a foreign laguage. 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

Tablel7: Crosgabulation ofResponses 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 5 125 125 100.0
Total 40 100.0 100.0
The table above shows the participants

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 teachenheir weekly teaching hoursthe class size, percentage of
students of Arab descent in the classes where the participants teach, @grde¢heage of

the students of neArab Islamic heritage in the classes they teach.

16. To what extent do you feel you are valued by your department as a language t

16. To what extent do you feel you are valued by your department as a language teacher

Category
somewhat valued Not valued
3 7.5% 1,2.5% [ Very valued
[ somewhat valued
[ Not valued

\
Very valued
36, 90.0%

wSalLryasSa (G2 a¢2 6KIFIG 9EGSY(d LI NIAOALNI yiGa TFSSt

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.
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Tablel8: Crosgabulationof ResJl2 y 4 Sa (2 a2 6KI G SEGSYy
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 25 25 100.0}
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

anal ysis reveals that
treatment.

t he

'.F

facultylemfember s

17. How satisfied are you with your current job as a teacher of Arabic?

o unsatisfied
not satisfied 1,2.6%

1,2.6%
~

Very satisfied
37,94.9%

17. How satisfied are you with your current job as a teacher of ARABIC

Category
[ Very satisfied
[ not satisfied
[ unsatisfied

wSallzyasSa (2 da¢KS

Figure 19 reflects the

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

LI NI AOALI yiaQ

Al dAaTIOlAzy

p ar ttaachergoh Arabis asas at i s
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guestion because if a teacher is valued, s/hatisfied.

Tablel9: Crosgi | 6dzf  GA2y 2F wSallyasSa (2 awz2o alidAraafl Oda

Frequency Percent Valid Percent |Cumulative Percent
Valid Very satisfied 37 92.5 94.9 94.9
not satisfied 1 25 2.6 97.4
unsatisfied 1 25 2.6 100.0
Total 39 97.5 100.0
Missing System 1 25
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 satigfa@dy

two are not.
18. How many teaching hours do you teach per week?

18. How many teaching hours do you teach per week
18 4
16
16
14
14 4 —
12
10 4
pd
8 -
6

6 -

44 3

21 1

0‘_E SE— —

1-2 hours 2-4 hours 4-6 hours 6-8 hours More than 8 hours

wSalkryasSa (2 a¢SIFOKAYy3a K2dzNB LISNI 6S5S7 ¢

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.
Table20: Crosgi | 6 dzf | GA2Yy 2F wSAdIK a9EaNI2S &SI OKAYy3I K
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Frequency Percent Valid Percent Cumulative Percent
Valid 1-2 hours 1 25 25 25
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 MB#ey 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?

19. What is the average class size you teach

Above 20 students Category
Below 10 students B Below 10 students

0
2, 5-0@\ 3, 7.5% [ 10-15 students

[ 15-20 students
[ Above 20 students

15-20 students
8, 20.0%\

10-15 students
27, 67.5%

wSallzyasSa (2 a/ftlaa airl Sé

As shown in figure 21, close to 70% of ttlasses have 105 students, which is
conducive to using the integrated appreach

Table21: Crosdi I 6dzf F GA2y 2F wSalLlkRkyasSa (2 a¢KS I @SNr3IS
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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 <c¢class size at di f f
classroomsTwenty-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 th@ercentage of students of Arab descent in the classes you teach?

20. What is the percentage of students of Arab descent in the classes you teach

20-40% i
5,12.5% @ 10-20%
[ 20-40%
1-10%
/12, 30.0%

10-20%
23.57.5%

wSallyasSa (2 a{ddzRSyida 2F ! N0 2NRIAYE

As shown in figure 22, around 60% of the participants accommodé28%of students

of Arab origin in their classe3his 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 Apoach.

Table22: Crosdi | 6 dzf A2y 2F wSalLkRyasSa (2 a{ddzRSyida 27

244



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 12.5 125 100.0
Total 40 100.0 100.0

Table 23 shows the percentage of students of Arab origin. Twiemty teachers have-10

20% of

such

stude

nts

i n thei

r

cl asses.

portrays high interest to learn the two varieties of Arabic language.
21. What is the percentage of the students ofAvat Islamic heritage (Pakistanis,
Iranians,) in the classes you teach?

in the classes you teach

21. What is the percentage of the students of non-Arab Islamic heritage (Pakistanis, Iranians,)

30-
25
20-
S 151

10

1-10%

10-20%

27

20-40%

More than 50%

Figure 23 reveals that the majority of the teachers (27 out 40208a4@% of the students

wSalLkkyaSa

G2 a4 m$ oa

Lok S Wk KBNKFHY IS¢

Acc

of nonArab 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.

Table23: Crosdabulatioy 2 F wSalLl2yaSa

245

G2NEHOKBABLHWROYAENRTI S Y



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 haw&(20 of students of neArab
|l sl amic Heritage. That is to say from Paki
participants. They joined Arabic classes because they want to and not béataunest

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 138 of the questionnaire

' NI} 0 A

Table24:Crosdi | 6 dzf F A2y 2F wSalLlyasSa (2¢ [ SINyAy3
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 13 325 325 97.5
Strongly disagree 1 25 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.

Table25: Crossi | 6 dzf  GA2y 2F NBalLlyaSa
AAldz GA2Yyé

G2

a¢SIFOKAyY3

a{!

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 77.5 775 92.5
Strongly disagree 3 7.5 7.5 100.0
Total 40 100.0 100.0

G2 y2yyl

Table 26 above conveys the disagreement among participants in the study as regards
considering MSA the solution to Arabic diglossia. Eighty percent of the satwipléy
disagree with teaching MSA to norative 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.

Table26: Crosdi | 6 dzf  GA2y 2F wSalLlkyaSa

aLSt 1 SN& ¢

G2 a! a

V2YyVyLliGAgs
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Frequency Percent Valid Percent |Cumulative Percent
Valid Strongly disagree 8 20.0 88.9 88.9
Disagree 1 25 11.1 100.0
Total 9 22,5 100.0
Missing System 31 77.5
Total 40 100.0

In the table above, all nemative 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.

Table27: Crosdi | 6dzf F GA2y 27 WSAéLJQA)/éAé G2 ata + ylrargs
spSI 1 SN& ¢
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 9 225
Total 40 100.0

The above table reflects the native speakers of Arabic and their views regarding teaching
MSA to nonnative speakers only. Five teachers agree on that which represents 12.5%

while the majority disagree on that. The rest which makes 87.5% believe thatid&l4 s

not be taught only to nenative speakers of Arabic.

Table28: Crosdi | 6 dzf  GA2y 2F NBalLkyaSa (2

G{LR1SY
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Cumulative
Frequency Percent Valid Percent Percent
Valid strongly agree 27 67.5 67.5 67.5
agree 11 27.5 27.5 95.0
disagree 1 25 25 97.5
strongly disagree 1 25 25 100.0
Total 40 100.0 100.0

The information above shows whether the participants agree or disagree that there is a

relation between teaching spok&@rabic 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.

Table29: Crosdi I 6dzf F A2y 2F wSallyasSa (2 a{idRRSyilia 6Ai0K
2yte¢eo
Frequency Percent Valid Percent |Cumulative Percent
Valid Strongly agree 15 375 375 375
Agree 22 55.0 55.0 92,5
Disagree 2 5.0 5.0 97.5
Strongly disagree 1 25 2.5 100.0
Total 40 100.0 100.0

ALk 1Sy

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.

Table30: Crosgi | 6dzf | GA2y 2F wSalLkyasSa (2
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 whytstieden Arabic

and highlights the fact that communication is always first.

Table3L: Crosdi | 6dzf A2y 2F wS&alLlyasSa (G2 a[SINYyAya ' NFIoAO

Frequency Percent Valid Percent Cumulative Percent
Valid Strongly agree 17 42.5 42.5 42.5
Agree 21 525 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, readiegiig and writing.

Table32: Crosdi | 6dzf  GA2y 2F wSalLkyaSa (2 a{(idzRSyida éAlGK a{! 2y

Frequency Percent Valid Percent | Cumulative Percent
Valid Strongly agree 1 2.5 25 25
Agree 4 10.0 10.0 12.5
Disagree 15 375 375 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

spealers rarely use it in dalily life.

Table33: Crosdi | 6dzf A2y 2F wSalLlyaSa (2 a! NI oAO aLlz1Sy O NRS
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Frequency Percent Valid Percent Cumulative Percent
Valid Strongly agree 13 32,5 325 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 majtety of
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.

Table34 Crosdi | 6 dzt F GA2Y 2F wSa LighiaBdEMSA ® spiedk lith haiyé speakdrstandead

I'N} 0AO GSEGa¢
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 25 25 100.0
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.

Table35:Crossi I 6dzf F GA2y 2F wSalLlyasSa (2 aLYLIOG 2F 1y2éftSR3
Frequency Percent Valid Percent Cumulative Percent
Valid Strongly agree 13 325 325 325
Agree 27 67.5 67.5 100.0
Total 40 100.0 100.0
The above table shows the participants’ Vi

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 hightightsed for
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integrated approach.

Table36: Crosdi | 6dzf A2y 2F wSalkRryaSa (2 awSallRyRSyia @AsSs
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 25 25 100.0
Total 40 100.0 100.0

27T

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 ttaglitional 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.

Table37: Crosdabulationofw S & L2 y 4 S &

02

GENIAYAYy3a F2N aLkR|Sy

O2y FdzaA2yé

I N} oAO Ol

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 22.5 231 41.0

Strongly disagree 23 57.5 59.0 100.0

Total 39 97.5 100.0
Missing System 1 25
Total 40 100.0
The above table shows the participants’ vi
Arabic varieties only at later stages (middle to advanced stages) of Arabic language
instructions to help minimize studdnts’ co
that. It can be concluded that training is required at all stages and not at later stages.

Table38: Crosdi | 6dzf  GA2y 2F wSallyasSa (2 a¢KS a{! A& GKS 2yfe
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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 thad MEA

only form worth teaching and learnir@p 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

Table39: Crosii | 6dzf  GA2y 2F wSalLlkyaSa

G2

a!' oAt AGE

Frequency Percent Valid Percent |Cumulative Percent
Valid To large extent 29 72,5 725 725
To some extent 10 25.0 25.0 97.5
To a small extent 1 25 25 100.0
Not at all 0 0 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 theparticipants 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.

Table4O: Crossi | 6 dzt | iA2y 2F wSaaByaSay (@t 6D2E

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

G2 G5!

0

K

As shown in the table 41, the participants arectwordination 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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Table41: Crosgabulation of Responsest ¢ S| OK A y 3

aLj2

1Sy

F2NY 2F AGé

I'NFoAO OFENRSGASE

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 varietiegtogeth

Table42: Crosgabulation of Responses to Does your program offer spoken Arabic variety classes separate from MSA

Ot FaaSake

Frequency Percent Valid Percent Cumulative Percent
Valid Yes 23 57.5 57.5 57.5
Sometimes 8 20.0 20.0 77.5
No 9 225 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 theiprograms 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 indica 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.

Table43: Crosdi | 6 dzf  GA2Yy 2F wSallyaSa

G2 a!' N> oArAO
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Frequency Percent Valid Percent Cumulative Percent

valig © No prerequisites 15 200 200 200

1 year prerequisites 18 45.0 45.0 75.0

2 year prerequisites 8 20.0 20.0 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 angu:
prerequisites that the participants’ progrt

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 Bon&gear prerequisites,

and 8 teachers representing 20% of the teachers believe that there is a need for 2 year

prerequisites.

Table44: Crosdi | 6dzf  GA2Yy 2F wSallkyasSa (2 a2 KAOK &aLkRi1Sy
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 >0 >0 >50
Iraqi 1 25 25 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 ¢hat th

participants’ preference iIs for either Lev
varieties are spoken by the majority of the Arabs.
Table45: Crosdi | 6dzf F GA2y 2F NBaLkRyaSa (2 adlbgtaudhcinédn Ambice | aLi2i S

£l y3dz 3S LINRINI YE
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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 2 5.0 5.0 100.0

spoken

First spoken then 0 0 0

MSA

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 avoigioonfu

Table46: Crosdi | 6dzf F GA2y G2 a{LR2]1Sy @INARS(&
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 i

FANBG GK

nvest.

start teaching the students a spoken variety and then MSA. The result reveals that 35 of the

participants representir8y.5% agreed with that, while 5 teachers disagreed with teaching

a spoken variety first and then MSA.
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