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Abstract
The field of Teaching Arabic as a Foreign Language (TAFL) has seen in recent
decades a growing interest in portraying and teaching one of the most salient
and intrinsic features of Arabic: language variation. This thesis takes a position
in contrast to approaches that portray the two varieties as being distinct and
well-defined dichotomic units, in favour of an approach that interprets them as
two heterogeneous language varieties within one singular linguistic system. The
two language varieties are embodied by Standard and Colloquial Arabic and it
is argued here for the teaching of both varieties to students of Arabic as a
foreign language. In this light, this thesis sets out to investigate the development
of two language skills, vocabulary knowledge and language awareness, in a
diglossic learning environment. Moreover, it explores the attitudes and
perceptions of the students towards Arabic variation.
Two experimental methods based on focus-on-form instruction are used in this
research to teach Colloquial Arabic to students of Arabic as a foreign language
at higher-education level, and the empirical research is conducted within a
semi-embedded research design in which qualitative and quantitative data are
collected. Students from three universities participate in this research: the
Universities of Exeter, Genoa and Milan. This allows for the comparison of
results from students of different mother tongues. The main research question
that this thesis sets out to answer is: does focus-on-form instruction lead to
vocabulary development in two diglossic varieties, namely Standard and
Colloquial Arabic, more effectively when it focuses on the two varieties
separately or when it links their forms? Two sub-questions investigate which of
the two methods of focus-on-form instruction lead more efficiently to the
development of language awareness, and the impact they have on students’
attitudes towards Arabic variation. The last sub-question asks to what extent the
development of the diglossic language skills and attitudes is a consequence of
the method of instruction received. The results of this study suggest that the
answer lies in focusing predominantly on one variety at a time with additional
consolidation exercises that compare the forms of the two varieties.
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The main contributions of this thesis are both theoretical, to the literature of
TAFL, and empirical, regarding the development of the language skills and
attitudes measured.

Table of content

1 CHAPTER 1 – Introduction ....................................................... 11
1.1 Introductory words .............................................................................. 11
1.2 Research questions ............................................................................ 12
1.3 Organisation of the study.................................................................... 14

2 CHAPTER 2 – Literature Review .............................................. 18
2.1 Introduction ......................................................................................... 18
2.2 Arabic varieties ................................................................................... 19
2.2.1
2.2.2
2.2.3
2.2.4

Classical Arabic ......................................................................... 20
Dichotomy between spoken varieties and Classical Arabic ...... 21
Development of Standard Arabic .............................................. 23
Standard Arabic and Colloquial Arabic ..................................... 25

2.3 Diglossia ............................................................................................. 27
2.3.1
2.3.2
2.3.3
2.3.4

Criticism of Ferguson’s model of diglossia ................................ 31
Standard and prestige ............................................................... 34
Variationist approaches to Arabic variation ............................... 37
Educated Spoken Arabic ........................................................... 39

2.4 Approaches of this research to Arabic diglossia................................. 42
2.4.1 The reference-packagings model .............................................. 43
2.4.2 Diglossic code-switching ........................................................... 47
2.5 Implications of Arabic variation for TAFL ............................................ 50
2.6 Conclusion .......................................................................................... 56

3 CHAPTER 3 – Theoretical Framework ..................................... 60
3.1 Introduction ......................................................................................... 60
3.2 The systematic nature of variation...................................................... 63
3.2.1 Intrinsic variation of SA ............................................................. 63
3.2.2 Intrinsic variation of CA ............................................................. 65
3

3.3 Diglossic code-switching use in real-life communication .................... 68
3.3.1 Intra-dialect conversations ........................................................ 70
3.3.2 Cross-Dialect Interactions ......................................................... 71
3.3.3 Written productions ................................................................... 73
3.4 Arabic proficiency ............................................................................... 75
3.5 Focus of investigation ......................................................................... 77
3.5.1 Diglossic vocabulary development ............................................ 78
3.5.2 Language awareness ................................................................ 84
3.5.3 Students’ perceptions and attitudes of Arabic variation ............ 86
3.6 Conclusion .......................................................................................... 86

4 CHAPTER 4 – Methodology ...................................................... 89
4.1 Introduction ......................................................................................... 89
4.2 Review of focus of investigation ......................................................... 91
4.3 Focus-on-form instruction ................................................................... 95
4.4 Research method ............................................................................. 100
4.4.1 Mixed-Methods Research Design ........................................... 100
4.4.2 Data Collection and Analysis Methodology ............................. 105
4.5 Selection of participants ................................................................... 116
4.5.1 Selection of the Universities .................................................... 118
4.5.2 Pilot study ................................................................................ 119
4.6 Language material ............................................................................ 123
4.6.1 Orthography of language material ........................................... 124
4.6.2 Activities and exercises of language material ......................... 127
4.7 Conclusion ........................................................................................ 129

5 CHAPTER 5 – Diglossic vocabulary development ............. 132
5.1 Introduction ....................................................................................... 132
5.2 Statistical formulae ........................................................................... 134
5.3 Language tests ................................................................................. 136
5.3.1 Design of pre-test .................................................................... 136
5.3.2 Design of post-test and delayed post-test ............................... 140
5.4 Results on language tests of participant universities........................ 147
4

5.5 Results of subgroups on diglossic vocabulary development ............ 155
5.5.1 University of Milan ................................................................... 156
5.5.2 University of Genoa ................................................................. 161
5.5.3 University of Exeter ................................................................. 163
5.6 Comparative analysis of results on diglossic vocabulary building .... 167
5.6.1 Low-average proficiency subgroups ....................................... 168
5.6.2 Average proficiency subgroups ............................................... 170
5.6.3 High-average proficiency subgroups ....................................... 172
5.7 Conclusion ........................................................................................ 173

6 CHAPTER 6 – Language awareness ...................................... 176
6.1 Introduction ....................................................................................... 176
6.2 Data collection on language awareness ........................................... 178
6.3 Results on language awareness of participant universities .............. 181
6.4 Results of subgroups on language awareness................................. 188
6.4.1 University of Milan ................................................................... 189
6.4.2 University of Genoa ................................................................. 193
6.4.3 University of Exeter ................................................................. 196
6.5 Comparative analysis of results on language awareness ................ 199
6.5.1 Low-average proficiency subgroups ....................................... 199
6.5.2 Average proficiency subgroups ............................................... 201
6.5.3 High-average proficiency subgroups ....................................... 203
6.6 Conclusion ........................................................................................ 205

7 CHAPTER 7 – Perceptions and attitudes towards variation 207
7.1 Introduction ....................................................................................... 207
7.2 Questionnaire administered before language course ....................... 208
7.2.1 Reasons for learning Arabic .................................................... 208
7.2.2 Language skills development and teaching methodologies .... 210
7.2.3 Students’ attitudes towards SA ............................................... 213
7.3 Questionnaire administered after language course .......................... 214
7.3.1 Overall experience of studying Arabic simultaneously ............ 214
7.3.2 Integration of CA into a SA programme .................................. 217
7.3.3 Influence of CA on SA passive and active skills ..................... 219
5

7.4 Conclusion ........................................................................................ 221

8 CHAPTER 8 – Conclusion ....................................................... 224
8.1 Introduction ....................................................................................... 224
8.2 Position of the research towards TAFL ............................................ 227
8.3 Main findings and contribution .......................................................... 229
8.3.1 Diglossic vocabulary development .......................................... 229
8.3.2 Diglossic language awareness ................................................ 232
8.3.3 Students’ perceptions of variation ........................................... 236
8.4 Limitations ........................................................................................ 238
8.5 Conclusion ........................................................................................ 239

Appendices .................................................................................... 243
I)

Questionnaires ................................................................................. 243
APPENDIX A Questionnaire administered before language test .... 243
APPENDIX B Questionnaire administered after language test ....... 245

II)

Language Material for Experimental Group...................................... 246
APPENDIX C
APPENDIX D
APPENDIX E
APPENDIX F
APPENDIX G
APPENDIX H

III)

Experimental Group - Lesson 1 ................................ 246
Experimental Group - Lesson 2 ................................ 250
Experimental Group - Lesson 3 ................................ 257
Experimental Group - Lesson 4 ................................. 260
Experimental Group - Lesson 5 ................................ 263
Experimental Group - Lesson 6 ................................ 267

Language Material for Control Group ............................................... 269
APPENDIX I Control Group - Lesson 1 ........................................... 269
APPENDIX J Control Group - Lesson 2 .......................................... 273
APPENDIX K Control Group - Lesson 3 .......................................... 279
APPENDIX L Control Group - Lesson 4 .......................................... 282
APPENDIX M Control Group - Lesson 5 ......................................... 285
APPENDIX N Control Group - Lesson 6 .......................................... 289

Bibliography .................................................................................. 290

6

Table List
Table 1
Table 2
Table 3
Table 4
Table 5
Table 6
Table 7
Table 8
Table 9
Table 10
Table 11
Table 12
Table 13
Table 14
Table 15
Table 16
Table 17
Table 18
Table 19
Table 20
Table 21
Table 22
Table 23
Table 24
Table 25
Table 26
Table 27
Table 28
Table 29
Table 30
Table 31
Table 32
Table 33
Table 34
Table 35
Table 36
Table 37
Table 38

Qualitative and quantitative phases of the research ...................... 103
Components of the empirical research ........................................... 113
Matching exercise (pre-test) ........................................................... 138
Identification of groups of vocabulary words as CA or SA items ... 142
Language tests, University of Milan ............................................... 149
Language tests, University of Genoa ............................................. 152
Language tests, University of Exeter .............................................. 154
Diglossic vocabulary in low-average control group, Milan .............. 156
Diglossic vocabulary in low-average experimental group, Milan .... 157
Diglossic vocabulary in average control group, Milan .................... 158
Diglossic vocabulary in average experimental group, Milan .......... 158
Diglossic vocabulary in high-average control group, Milan ............ 159
Diglossic vocabulary in high-average experimental group, Milan .. 160
Diglossic vocabulary in low-average control group, Genoa ........... 161
Diglossic vocabulary in low-average experimental group, Genoa .. 161
Diglossic vocabulary in average control group, Genoa .................. 162
Diglossic vocabulary in average experimental group, Genoa ........ 162
Diglossic vocabulary in low-average control group, Exeter ............ 163
Diglossic vocabulary in low-average experimental group, Exeter .. 163
Diglossic vocabulary in average control group, Exeter .................. 164
Diglossic vocabulary in average experimental group, Exeter ......... 165
Diglossic vocabulary in high-average control group, Exeter .......... 166
Diglossic vocabulary in high-average experimental group, Exeter . 166
Diglossic vocabulary across low-average control groups ............... 168
Diglossic vocabulary across low-average experimental groups ..... 168
SD in diglossic vocabulary of low-average control groups ............. 169
SD in diglossic vocabulary of low-average experimental groups ... 169
Diglossic vocabulary across average control groups ..................... 170
Diglossic vocabulary across average experimental groups ........... 170
SD in diglossic vocabulary of average control groups .................... 171
SD in diglossic vocabulary of average experimental groups .......... 171
Diglossic vocabulary across high-average control groups ............. 172
Diglossic vocabulary across high-average experimental groups ... 172
SD in diglossic vocabulary of high-average control groups ............ 173
SD in diglossic vocabulary of high-average experimental groups .. 173
Language awareness in control group, Milan ................................. 181
Language awareness in experimental group, Milan ....................... 182
Language awareness in control group, Genoa .............................. 184
7

Table 39
Table 40
Table 41
Table 42
Table 43
Table 44
Table 45
Table 46
Table 47
Table 48
Table 49
Table 50
Table 51
Table 52
Table 53
Table 54
Table 55
Table 56
Table 57
Table 58
Table 59
Table 60
Table 61
Table 62
Table 63
Table 64
Table 65
Table 66
Table 67
Table 68
Table 69

Language awareness in experimental group, Genoa ..................... 184
Language awareness in control group, Exeter ............................... 186
Language awareness in experimental group, Exeter ..................... 186
Language awareness in low-average control group, Milan ............ 189
Language awareness in low-average experimental group, Milan .. 189
Language awareness in average control group, Milan ................... 190
Language awareness in average experimental group, Milan ......... 191
Language awareness in high-average control group, Milan ........... 192
Language awareness in high-average experimental group, Milan . 192
Language awareness in low-average control group, Genoa .......... 193
Language awareness in low-average experimental group, Genoa 193
Language awareness in average control group, Genoa ................ 194
Language awareness in average experimental group, Genoa ....... 195
Language awareness in low-average control group, Exeter .......... 196
Language awareness in low-average experimental group, Exeter 196
Language awareness in average control group, Exeter ................. 197
Language awareness in average experimental group, Exeter ....... 197
Language awareness in high-average control group, Exeter ......... 198
Language awareness in high-average experimental group, Exeter198
Language awareness across low-average control groups ............. 199
Language awareness across low-average experimental groups ... 200
SD in language awareness of low-average control groups ............ 200
SD in language awareness of low-average experimental groups .. 201
Language awareness across average control groups .................... 201
Language awareness across average experimental groups .......... 202
SD in language awareness of average control groups ................... 202
SD in language awareness of average experimental groups ......... 203
Language awareness across high-average control groups ............ 203
Language awareness across high-average experimental groups .. 204
SD in language awareness of high-average control groups ........... 204
SD in language awareness of high-average experimental groups . 205

Figure List
Figure 1

Anderson and Krathwohl’s revision of Bloom’s taxonomy. ............... 80

8

Abbreviation and Acronyms
AFL
CA
CLT
COV
ESA
FSA
FFI
H
L
MLF
MSA
SA
SD
TAFL

Arabic as a foreign language
Colloquial Arabic
Communicative language teaching
Coefficient of variation
Educated spoken Arabic
Formal spoken Arabic
Form-focused instruction
High variety
Low variety
Matrix Language Frame
Modern Standard Arabic
Standard Arabic
Standard Deviation
Teaching Arabic as a foreign language

9

Acknowledgements
I would like to thank all who have contributed to the completion of this project
with their intellectual, or emotional support. Firstly, I would like to thank the
Institute of Arab and Islamic Studies of the University of Exeter, for providing me
with administrative and academic support during the PhD process. I would like
to thank my supervisor John Peter Cooper for his unwavering support across
the different phases of this thesis. I would like also to thank my second
supervisor Manuela Elisa Bibiana Giolfo for her constant and informative
support and advices. In addition, the academics of the University of Exeter I
collaborated with during the process have had key impact on my work thanks to
their inestimable intellectual support. I would like in particular to thank Fatima
Rawan for her invaluable support and advice both personal and professional.
My heartfelt gratitude goes to Ermanna, Laura and Norma for their continuous
support over the years and for pushing me to embrace challenging professional
decisions.
My parents and my entire family are to be acknowledged for believing in me and
supporting each of the decisions I have made through this process. The
completion of this thesis would have not been possible without the support of
Riaz, who embarked on this journey with me and remained by my side despite
my erratic behaviour.
Finally, I wish to thank all the friends who have accompanied me along the PhD
process, particularly Ana, for having shared every day of this path with me and
for showing me what home truly means.
There is not sufficient space to name each of the friends separately that have
supported me in Exeter, Italy, Morocco, and Oxford. Many thanks to the many
friends, and to the Unicorns PhD community, for their unconditional support,
motivation and encouragement during these years.

10

1 CHAPTER 1 – Introduction
1.1 Introductory words
The field of Arabic-as-a-foreign-language acquisition has been characterised
until recently by a great focus on the teaching of grammar, with limited attention
to active and communicative language skills such as speaking. However, as
Zeinab Taha (1995: 175) puts it, “with the emergence of the proficiency
movement, the rising awareness of the learners’ needs, and the shifting focus
towards communicative competence, two major camps have arisen. One camp
emphasizes the role of grammar in the classroom and maintains that if the
students are not taught grammar formally, their linguistic skills will not develop
properly. The other camp, however, emphasizes fluency and communication,
and deemphasizes the formal teaching of grammar in the classroom.” On this
dichotomic basis, further methodologies of second language acquisition
developed within the teaching of Arabic as a foreign language, with the aim to
combining communicative language teaching approaches with grammar-based
activities and instruction.
Until recently, grammar-based methodologies have focused only on teaching
the formal variety of Arabic under three main assumptions. First, it is considered
to be the only proper variety to be used in higher-education environments;
second, it is the only variety shared by the different regions of the Arab worlds
and therefore the key to establishing communication with native Arabic
speakers independently from their country of origin; and finally, on the
supposition that knowledge of the formal variety facilitates the acquisition of the
colloquial variety without the need for formal instruction in the latter. Nowadays,
this approach to Arabic teaching is still the most widespread, as I elucidate in
section 2.5. It is nevertheless challenged by an increasing number of
approaches that argue for the teaching of both the formal and the colloquial
varieties of Arabic, as both varieties constitute Arabic. An in-depth explanation
of Arabic varieties is provided in section 2.2. Arabic varieties are within skilledbased programmes, in which SA is used for reading and writing, and it overlaps
with CA in speaking and listening skills. Since these approaches have
developed in recent decades, little research has been done on the impact that
they have on language skills development. This is particularly true for language
11

skills developed within a diglossic environment and it entails the need for
studies that focus on their acquisition and improvement. It is in the hope to
respond to this need that my research is planned and carried out. The additional
purpose of this research is to offer new insight into the advantages and
disadvantages of combining the teaching of Colloquial and Standard Arabic,
and this is achieved by focussing on focus-on-form methods of instruction. For
purpose of clarity I would like to define the use of “diglossic vocabulary
development” that I make in this thesis. By diglossic vocabulary development I
mean vocabulary development of corresponding vocabulary in two diglossic
varieties, namely Standard and Colloquial Arabic. This research aims at
contributing to the field of diglossic vocabulary development within mainstream
academic programmes and therefore it studies the effects of integrating the
teaching

of

Colloquial

Arabic

into

Standard

Arabic-based

academic

programmes. Finally, this thesis aims at providing new observations and
understanding of the effects the teaching of two varieties of Arabic has on the
students’ perceptions and motivation towards variation. Students from the
Universities of Exeter, Genoa and Milan participate in this study. This allows me
to assess whether the two different mother tongues of the students have an
impact on their acquisition of diglossic skills. The selection of the participant
universities is explained in detail in section 4.5.1. The variables measured in
this study are three, two of quantitative nature and one of qualitative nature. I
outline them in the following section, together with the research questions.

1.2 Research questions
The research questions reflect the duality of the nature of the variables studied:
quantitative on one side and qualitative on the other. This thesis investigates
quantitatively the development of diglossic language skills, which are
interpreted as being composed of (i) vocabulary retention of correspondent
items and forms in two language varieties; (ii) ability to code-switch and code
mix between the two varieties; and (iii) the reported presence of diglossic
language awareness. The students’ perceptions of language variation in Arabic
are also observed, and the data collected to inform the observation are
qualitative in nature.
The four research questions are outlined as follows:
12

1 - Does focus-on-form instruction lead to diglossic vocabulary development
more effectively, when it links forms in Standard and Colloquial Arabic, or when
it focuses only on one variety?
2 - Is focus-on-form instruction more effective for diglossic language awareness,
when it links vocabulary forms in Standard and Colloquial Arabic, or when it
focuses only on one variety?
3 - What impact does focus-on-form instruction have on students’ perceptions of
Arabic variation, when it links vocabulary forms in Standard and Colloquial
Arabic and when it focuses only on one variety?
4 - To what extent is the development of diglossic vocabulary knowledge a
function of the method of focus-on-form instruction received?

The mixed-methods approach is reflected in the nature of the research
questions: the first two questions are quantitative, the third is qualitative, and
the fourth includes both quantitative and qualitative data. Quantitative and
qualitative methods are integrated with the aim to achieving complementarity
and obtaining an exhaustive understanding of the variables studied. I place the
mixed-methods approach within an embedded quasi-experimental design.
Embedded quasi-experimental designs are primarily based on one data set. In
this research this is the case of the quantitative data set. The second data set,
which is here the qualitative data set, has a secondary but complementary role.
The research questions reflect the design of the study in that they call for both
type of data in a proportion that represents the structure of the design, i.e. two
questions are quantitative in nature, since quantitative data are at the core of
this study, while only one research question determines the collection of
qualitative data, since these have a secondary role. The last question entails
the merging of all the data collected in the empirical research. The process of
merging the data provides the research with the opportunity to gain in breadth
and depth of understanding of the variables studies, as it provides information
of different nature and collected with different methodologies. Moreover, mixing
quantitative and qualitative data offsets the weaknesses inherent to using each
approach by itself. The research design, the data collection process and the
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methodological tools employed to analyse the data are provided in detail in
chapter four.

1.3 Organisation of the study
Chapter 1 – Introduction
The first chapter of this thesis presents the key building blocks of this thesis. It
also aims at defining the design of this thesis. To frame this project, it first
outlines Arabic language variation and its impact on the teaching of Arabic as a
foreign language. It elucidates one of the areas in this field in which research is
most needed, and it explains how this thesis aims at contributing to that area of
investigation. It therefore identifies the aim of study of this thesis and its
research questions. The first chapter also mentions the mixed-methods
research design that is employed in this thesis and the rationale for using it. It
finally mentions how the research questions lead to the collection of different
types of quantitative and qualitative data. The details of the research
methodology and of the types of data to be collected are provided in the
methodology chapter.

Chapter 2 – Literature Review
The literature review chapter is based on literature on Arabic language and,
more specifically, on Arabic variation. The chapter also discusses the
implications that Arabic variation has for the teaching of Arabic as a foreign
language. The chapter is divided into three main sections. It firstly outlines the
historical development of Arabic variation, with the aim to outlining the roles that
Arabic varieties have within the Arabic-speaking community. The second
section defines the approach of this research to Arabic variation, which is
interpreted in this thesis as intrinsically heterogeneous in nature, rather than
characterised by distinct linguistic entities. The last section identifies the impact
that Arabic variation has on TAFL, with a specific focus on higher-education
instruction.
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Chapter 3 – Conceptual and Theoretical Framework
This chapter explains the theoretical and conceptual framework which is going
to be followed in the thesis. It also explains the main features of the threefold
focus of investigation of this thesis, namely diglossic vocabulary development;
diglossic language awareness; and students’ perceptions of variation in Arabic
language reality and learning. This is based on the literature on Arabic outlined
in chapter two, which is used to ground the framework. This thesis interprets
linguistic and metalinguistic abilities and attitudes of native speakers as being
the main catalysts for variation in language use. This thesis adopts the
‘reference-packagings’ model, developed by Giolfo and Sinatora (2011) to
frame its understanding of Arabic variation. The chapter is divided into three
main sections. The first section describes in detail its interpretation of variation
as an integral feature of all Arabic varieties, and it shows that diglossic codeswitching and code-mixing are used at almost all levels and communication.
The second section is based on the theoretical basis of the previous section
and it identifies how this thesis interprets native-like proficiency and its main
components: the knowledge of at least two language varieties and the ability to
code-switch between them. The last section identifies the learning outcomes
that this research adopts to measure the development of language knowledge
in this thesis.

Chapter 4 – Methodology
The methodology chapter is divided into five sections and it defines all the
methodological elements of this research. The first section recapitulates the
main features of the focus of investigation of this thesis. The second section
identifies the teaching approach used in this research to conduct the empirical
language research, which is based on focus-on-form instruction. The third
section describes the methods of data collection assessment, and how the data
are instrumental to answering the research questions. The fourth part describes
the selection of the participants for this research and the logistics of the
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empirical research. The description of the language material and activities I
designed and developed for the research are provided in the last section.

Chapter 5 – Diglossic vocabulary development
The fifth chapter is the first empirical chapter. It clarifies the observation of
diglossic vocabulary development in the three universities observed in this
research. It is divided into five sections. The first section defines the statistical
formulae used to measure the development of diglossic vocabulary. The second
section delineates the exercises of the language tests and how they verify and
assess the knowledge of diglossic vocabulary and the ability to code-switch.
The following sections analyse the data collected on diglossic vocabulary
development. They focus respectively on: (i) comparing the results scored
within the three universities; (ii) comparing the results scored by groups with
similar proficiency in Standard Arabic within universities; and (iii) comparing the
results scored by groups with similar proficiency in Standard Arabic across
universities.

Chapter 6 –Diglossic language awareness
The sixth chapter is the second empirical chapter and it focuses on the
development of diglossic language awareness. Its structure repeats the
structure of the previous chapter. It firstly explains diglossic language
awareness is measured, and it defines how the exercises of the language tests
assess its knowledge. In the last three sections I report the data collected with
the aim to: (ii) comparing the results scored by groups with similar proficiency in
Standard Arabic within universities; and (iii) comparing the results scored by
groups with similar proficiency in Standard Arabic across universities.
.

Chapter 7– Perceptions and attitudes towards variation
The sixth chapter is the last chapter of the empirical section and it focuses on
observing the perceptions of the students towards Arabic variation. The chapter
is divided into two sections. First, the answers of the participants to the
16

questionnaire conducted before the beginning of the language course are
analysed. Second, I analyse the answers of the participants to the questionnaire
conducted after the completion of the language course.

Chapter 8 – Conclusion
This last chapter presents the discussion on the key findings of this thesis. This
chapter firstly reviews the contribution, innovation and findings of each of the
three empirical chapters. It proceeds by answering the main research question
and three subquestions. By doing so, it addresses both the hypotheses and
assumptions. The first section reflects on each one of the empirical chapters of
this thesis, which correspond to each aspect of the focus of investigation of this
thesis: diglossic vocabulary building, which corresponds to chapter five;
diglossic language awareness, which corresponds to chapter six; and students’
motivations towards Arabic variation, which is chapter seven. The next section
then gives the limitations of the thesis. The last section of the chapter finally
merges and discusses the findings and observation together.
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2 CHAPTER 2 – Literature Review
2.1 Introduction
This chapter sets out to define language variation in Arabic and discusses the
implications of this variation for TAFL. The thesis is positioned within the
contemporary discussion of Arabic as a multi-faceted language, characterised
by the presence of multiple language varieties. The features of these varieties
are distinct and are interpreted by every member of the speech community in a
unique manner. This research regards Arabic language varieties as fulfilling
different linguistic functions and reflecting distinct metalinguistic perspectives
held by native speakers. It also interprets the choices determining language
variety use as being determined by numerous linguistic, sociolinguistic and
behavioural factors. While Arabic varieties alternate through diglossia, they are
treated in this thesis as the realisation of a single unit. This is because despite
their distinct characteristics, Arabic varieties are perceived by native speakers
as being part of one cultural system. The following chapter is divided into three
main sections.
The first section outlines the historical development of Arabic variation from the
pre-Islamic period, before the seventh century CE, to the present day. Within
this context I identify the distinctive elements of the three main language
varieties:

Classical

Arabic,

Standard

Arabic

and

Colloquial

Arabic.

Understanding their historical development is crucial in elucidating their roles
within the Arabic-speaking community, their differences and their overlapping
features.
The second section analyses various linguistic interpretations of Arabic as a
discretely stratified language characterised by clearly defined language levels
and varieties. I critically analyse these approaches from a dynamic perspective
which views Arabic language varieties as being intrinsically heterogeneous in
nature, rather than homogeneous and distinct entities. Crucially, the latter
approach interprets native speakers’ language attitudes and linguistic
proficiency as being the main catalysts for observed variation in language use.
This thesis adopts the ‘reference-packagings’ model, developed by Giolfo and
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Sinatora (2011) to elucidate my position towards the nature of Arabic variation
and its use among native speakers.
The third, and last, section identifies the impact that the varied nature of Arabic
has on TAFL, focussing specifically on higher-education instruction. It outlines
the range of positions among academics and educators on the appropriate
varieties of Arabic that ought to be taught in formal education. It also evaluates
these stances against students’ needs, expectations and preferences.
Moreover, it investigates the effect that language choices within TAFL can have
on the representation of Arabic linguistic nature. Traditional approaches to
TAFL may portray Arabic as being composed of discrete segments which hold
unequal levels of privilege, each of which is capable of being studied as a
separate unit. Alternatively, they can paint a rich picture of a dynamic language
in which linguistic varieties are nuances of the same entity. This thesis
recognises that most existing teaching methodologies fall within the former
model of TAFL and tend to privilege the teaching of Standard Arabic. The
second model is currently less widespread, being comprised of experimental
methodologies and a few well-established teaching approaches, and it includes
the teaching of both Standard and Colloquial Arabic. The process of outlining
both models of reference is fundamental to this thesis as the teaching
methodology proffered in later chapters is based on innovative approaches to
TAFL, with a view to incorporating them into mainstream practice. This study
thereby aims to contribute to the existing research in the field of Arabic Applied
Linguistics, and specifically the assessment of potential techniques to
incorporate the teaching of Colloquial Arabic vocabulary within a Standard
Arabic-based programme.

2.2 Arabic varieties
This section outlines the historical development and key features of the three
main varieties of Arabic: Classical Arabic, Standard Arabic (hereafter SA) and
Colloquial Arabic (hereafter CA). It highlights the role of Classical Arabic as the
marker of pan-Arab identity and its role within the religious sphere. It also
identifies its development into SA and their divergences from the vernacular
varieties. CA is not a specific variety of spoken Arabic in itself, but I use it as a
broad term that encompasses the characteristics of the colloquial varieties of
19

Arabic. The historical development of Arabic language varieties is key to
understanding the reasons why, in modern usage, these varieties are
characterised by certain specific, and in some cases unique, features.

2.2.1

Classical Arabic

In his seminal work, ‘The Arabic Language and National Identity’, Suleiman
(2003:69) states that: “Arabic has many of the ingredients which make it
eminently suitable to play the role of one of the primary markers of national
identity in the modern period.” He describes Arabic as a symbol of collective
identity, by virtue of its bond with religion and Islamic theology, as well as Arab
nationalism (Suleiman, 2003:66-7). The kind of Arabic at issue here is an
elevated form of Arabic, also labelled al-‘Arabiyya, Classical Arabic, or fuṣḥā
(Corriente, 1976). It is an elevated language form that emerged in the sixth and
seventh century CE and that corresponds to the language of pre-Islamic poetry
and the Qur'an (Holes, 1995:8).
The nomadic tribes that lived in the Arabian Peninsula before and in the early
days of the Islamic Revelation had a flourishing oral poetic tradition expressed
through the linguistic eloquence and sophisticated grammar structure of
Classical Arabic. According to Abu-Absi (1986:345) Classical Arabic represents
the highest literary realisation of the language and the bond that unites all Arabs
within a rich, shared heritage, due to its eloquence and refined structure. In
Giolfo and Sinatora’s (2011:117) words, it denotes “a mythical, abstract,
reconstructed or constructed essence of Arabness” at three different levels:
metalinguistic, socio-political, and anthropological. Classical Arabic is also the
language which is believed by Muslims to have transmitted the word of God in
the Qur'an and it is therefore considered divine and sacred (Parkinson,
1991:38). Its role is not only to act as the chief vehicle and instrument of the
Islamic religion, but it is also the essential key to interpreting its religious
message (Zughoul, 1980:203). Thus, it acted as the main vehicle for the
dissemination of Islam during the expansion of the Islamic Empire. This led to
its development as a divine language to be used for religious and, later on, for
intellectual and legal purposes (Mazraani, 1997:9). The first attempts at formal
standardisation date back to the eighth and ninth century CE (Corriente, 1976).
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Beside the eloquent language of their poetic composition, the nomadic tribes
that were dwelling in the Arabian Peninsula employed regional dialects as a
means of daily communication. The different vernaculars spoken among the
tribes were accepted by grammarians as linguistically correct, although they
were considered a non-prestigious category of Arabic (Versteegh, 2001:132). It
is widely agreed that Classical Arabic was used orally by poets and orators who
were native speakers of different dialects (Ferguson, 1959b:616) and that it
differed from any spoken dialect. However, so far there is no unanimity among
Arabic linguists on the specific point of origin for the dichotomy between spoken
varieties related to everyday life and the prestigious variety of poetry and
eloquence. The various theories on the genesis of this dichotomy and the
related position of this research are explained in the following section.

2.2.2

Dichotomy between spoken varieties and Classical Arabic

There is no overall agreement so far about the origin of the separation between
the everyday spoken varieties and the eloquent form of Arabic. However, my
position is in line with Weninger (2011) and, while it acknowledges that it is
unclear how, and in which circumstances, these varieties initially evolved, it also
considers the dichotomy between them to already have been in place in the
pre-Islamic period. This interpretation implies that language variation is deeply
and historically rooted in the nature of Arabic and explains why it has been
challenging for Arabic linguists to locate a standard variety that represents
uniformity and unity. My position is detailed in this sub-chapter but I firstly
provide a general overview of the different theories on the origin of the
dichotomy between the two varieties.
The prevailing theory argues that Classical Arabic developed from two dialects
that were spoken in the Arabian Peninsula, namely Hijazi and Nejdi, which
respectively spread throughout the Western region of the peninsula and the
inland desert area (O'leary, 1923:19). Another group of scholars hold that
Classical Arabic was the progenitor of spoken vernaculars, yet view them as
being a corruption of it (Owens, 2001:424). A third group of scholars claim that
modern vernaculars share a heritage as old as Classical Arabic, with both
varieties deriving from a common ancestral form of proto-Arabic (Owens,
2001:424-5). Finally, there exists a debate around whether dialects arose from
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an older koine (Mitchell, 1975:72) or supradialect. Using the term koine,
Ferguson argues that the spoken dialects developed from a supradialect
variety, whereas Classical Arabic followed an independent path. This variety
“was not identical with any of the earlier dialects and [...] differed in many
significant respects from Classical Arabic, but was used side by side with the
Classical language during early centuries of the Muslim era” (Ferguson,
1959b:616).
Contrary to the theories mentioned above, two scholars, Blau (1977) and
Versteegh (2001), argue that Classical Arabic and Pre-Islamic spoken dialects
were in essence the same language and that the dual linguistic reality that
characterises modern Arabic developed after the spread of the Islamic Empire.
Their theory is based on the evaluations and conclusions of Arab grammarians,
who compared Classical Arabic and pre-Islamic poetry with spoken vernaculars.
It should be noted that the analysis of Arab grammarians did not comprise the
entirety of spoken dialects and it focussed only on a marginalised group of preIslamic Bedouin dialects (Al-Sharkawi, 2010:40).
Several obstacles prevent researchers from gathering reliable and uncontested
information about the nature of pre-Islamic Arabic (Holes, 1995; Versteegh,
2001). Firstly, the Arabic script was borrowed from Nabatean at the expense of
clarity, as the latter lacked some consonants that existed in Arabic. Moreover,
the diacritic marks had not been standardised at the time of the first scripts and
therefore the dots, which differentiate between the letters and the short vowels,
were missing. Finally, dwellers of the Arabian Peninsula used to write on
perishable items such as palm leaves or tree bark, meaning that very few preIslamic Arabic writing samples have survived the passage of time (Versteegh,
2001). It is for this reason that the debate on the origin of the dichotomy
between spoken and Pre-Islamic elevated oral varieties remains open and
strongly contested.
Some evidence of different features between the two varieties was, however,
already found in the pre-Islamic period and for this reason “most Arabists share
the assumption that Arabic was characterised by diglossia before Islam or […]
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that it occurred in less than a century after its spread" (Larcher, 2001:604-605)1.
As noted at the beginning of this section, my position is in line with Larcher
(2001) and Weninger (2011) in positing that language variation is deeply rooted
in Arabic and was even to be found before the spread of Islam. This position
considers Classical Arabic as disconnected from any specific dialect spoken
throughout the Arabian Peninsula and it implies that the ancestors of modern
dialects existed alongside Classical Arabic and evolved into present-day
varieties of CA. It recognises that Classical Arabic did indeed serve as a basis
for the standardisation of SA, and that the Qur'an represents its highest and
most eloquent form. The development of SA on the basis of Classical Arabic
allowed the codified language variety to continually evolve and remain in use as
the standard form. It also enabled SA’s inheritance of the peculiar features of
Classical Arabic, as the symbolic embodiment of a mythical Arabness. This
function is discussed in more detail in the following sub-section.

2.2.3

Development of Standard Arabic

Understanding the development of Classical Arabic into SA is important
because it underscores SA’s role as a standard and systematised variety that
developed on the basis of the codified form, to mitigate its lack of vocabulary
and modernity. On the one hand, it is more dynamic than Classical Arabic and,
being widely used in contexts such as contemporary literary and media
broadcasting, educated native speakers use it more frequently than Classical
Arabic in their everyday lives. On the other hand, it inherited from Classical its
pan-Arab role and symbolism within the Arabic-speaking community and
therefore it fulfils a unifying role. In the researcher’s opinion, this provides an
insight into the reasons behind the continuation of the codified variety as a
symbol of linguistic standard as well as unity and purity.
According to Kaye (1994:53), the Qur'an was the main factor resulting in “the
preservation of the classical language in a frozen state, while its contemporary
spoken dialects continued to change, as all living languages do.” The Islamic
conquests that started in the seventh century CE entailed a linguistic contact

1

Translated from French by the researcher.
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with non-Arabic-speaking communities. A general fear that this contact could
lead to the adulteration of Arabic, and therefore to the language of Islam,
vehicle of understanding of the divine revelation and symbol of its conquests
and triumphs, triggered a process of standardisation aimed at safeguarding
Arabic purity against the risk of being corrupted by foreign varieties (Eisele,
2002:7). The process of codification into fixed forms dates to as early as the
ninth century (Van Mol, 2003). It is within this process that the Bedouin began to
be regarded by sedentary populations as the ideal type of Arab and their
language as a focus for the preservation of the purity of the pre-Islamic period
(Versteegh, 2001:37). This idealisation of the Bedouin was linked to a
perception that linguistic purity was best attained by way of strict geographical
restriction; accordingly, the more isolated and self-contained a tribe or social
group was, the more likely it was to preserve its language unadulterated
(Suleiman, 2012:203).
The process of systematisation of the language gave birth to a strong cultural
tradition of grammar study, rhetoric, and literary criticism (Eisele, 2002:7).
However,

despite

the

strong

tendency

towards

the

codification

and

dissemination of a unified and pan-Arab language, the linguistic situation within
the Islamic Empire was extremely fragmented. Holes (1995:34) reports that at
the beginning of the decline of the Islamic Empire, the linguistic situation was
“one of considerable fragmentation and complexity. In the urban areas across the
Muslim Empire, spoken Arabic showed variation along both the horizontal
(geographical) and vertical (social) axes. In the countryside, the substrate
languages continue to survive, though by now challenged by Arabic [...]. The
spoken Arabic of inner Arabia, [instead], remained structurally close to the original
[tribal dialects] of six centuries before, not having been subject to prolonged
contact with other languages.” (brackets in original)

Moreover, in the last centuries of the Islamic Empire, around the thirteenth
century CE, other languages, such as Turkish and Persian prevailed over
Arabic

in

many

communities.

Their

political

and

economic

power

overshadowed Arabic as a channel for culture influence for six centuries, until
the so-called Arab renaissance (Eisele, 2002:7). The Napoleonic campaign in
Egypt, which occurred between the end of the eighteenth century and the
beginning of the nineteenth, is historically considered to be the beginning of this
renaissance, which was triggered in Egypt and spread throughout other Arabicspeaking

countries

(Holes

1995;

Versteegh
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2001).

This

period

was

characterised by a revival of the classical language and a vision for the creation
of separate, independent Arab nations in opposition to the colonial powers
(Walters, 1996:163).
Haeri (2003:308) argues that through western colonisation, “western political,
economic, and scientific ideas proliferated and ramified through the Arab world.”
This led to the translation of numerous foreign words, especially in the sciences,
and these translations began to pour into written Arabic. As a result, a new form
of Arabic emerged which became widely dispersed through its deployment in
broadcast media, nationalised school curricula and textbooks (Walters,
1996:163). This new form of Arabic, namely SA, has remained the modern
iteration of Classical Arabic up to the present day. SA shares most of its
morphosyntactic rules with Classical Arabic and canonical Islamic literature,
with only small simplifications which enhance its prestige as a model of
eloquence and excellence (Mitchell, 1986:9). However, it tends to be more
consistently different from Classical Arabic in style and lexicon (Ryding,
2005:9). This is because SA is used in modern contexts such as news
broadcasting, contemporary literature and academic writing, and therefore it
needs expressions and terminology that do not exist in Classical Arabic.
Moreover, stylistic changes are necessary due to the journalistic and lively
nature of SA, as opposed to the static nature of Classical Arabic (Bentahila and
Davies, 1991:372). It is interesting to note that the distinction between Classical
Arabic and SA exists only in the analysis of western research. Native Arab
speakers conceive only one standard form, which is called fuṣḥā and
represents the literary, eloquent and standard form as opposed to mere dialects
(Bassiouney, 2009:27). I focus in the following sub-chapter on the comparison
between the characteristics and functions of SA and CA.

2.2.4

Standard Arabic and Colloquial Arabic

During the Arab renaissance, European linguists who had been previously
concerned exclusively with Classical Arabic and considered vernacular
languages corrupt, started looking at them from a different perspective as they
discovered that “dialects often contained forms that were much older than the
corresponding forms in the standard language” (Versteegh, 2001:5). Linguist
scholars thereon started to record and analyse the vernacular forms and treat
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them as fully developed languages. From these analyses it emerges that there
are several key linguistic differences between SA and CA. Firstly, they have
different phonological systems (Ibrahim, 1986); secondly their lexicon is
divergent; and thirdly, CA is characterised by a simplified morpho-syntax,
particularly in the case-marking system which is preserved in SA and absent in
CA (Holes,1995; Mansouri, 2000).
CA varieties can be geographically identified as follows. Fisher and Jastrow
(quoted by Van Mol, 2003:22) divide the contemporary Arabic dialectal regions
into five large groups based on differences based mainly based on phonology,
morphology and lexicon. These are: the Arabian Peninsula, Mesopotamia, the
Maghreb, Egypt and the Syro-Palestinese area. As this research focuses on the
development of diglossic vocabulary, I focus on the relationship that exists
between SA and CA vocabulary. In all the afore mentioned regions, there are
three patterns that describe the difference between CA and SA vocabulary
forms (Abdel-Malek, 1972: 138-139). Firstly, there is vocabulary variation
between SA and CA. Secondly, there are phonological differences. Shared
vocabulary items can show phonetic differences, distinct vocalisation or
different pronunciation. Abdel-Malek states (1972:138) that the differences
between SA and the CA of a given region can be specified by a general rule.
For example, in some of the afore mentioned areas, where /q/ occurs in a SA
form, a glottal stop usually occurs in the corresponding CA form. Thirdly, there
are vocabulary items that are not shared by SA and CA. The distinction
between vocabulary items as proposed by Abdel-Malek is essential to this study
as this differentiation is adopted in the researcher’s approach to diglossic
vocabulary building. This becomes clear in chapter four.
The linguistic trait that most distinguishes CA and SA is the medium of their
performance: the former is written and the latter is spoken. This means that,
although SA has users with strong reading and listening comprehension and
even occasional speaking and writing use (Parkinson, 1991:39), it is not “a
spoken language and therefore is nobody's native language” (Mitchell, 1975:70,
emphasis in the original). This leads to a situation in which SA synchronically
has no native speakers, while CA represents the actual native language and
native speakers convey messages related to their personal or intimate spheres
and opinions using CA. Diachronically, in contrast, Arabic language speakers
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imbue the two varieties with a moral dimension, which elevates the status of
SA: SA is perceived as preserving a pure state of the language whereas CA is
often seen a corruption of it (Grande, 2012:125). The term ‘dialect’ as opposed
to SA, in fact, often carries a pejorative connotation in the Arabic tradition
(Owens, 2006:12). This highlights a dichotomy that affects modern Arabicspeaking communities, in which SA represents the quintessence of Arabness
although vernaculars are the authentic native languages. This being said, it is
not uncommon to find CA forms and colloquialisms inserted within SA.
According to Parkinson (1991:38-9),
“Arabs, even highly educated ones, find it difficult and unnatural to use fusha
spontaneously without referring to a prepared text which is then partially or entirely
read. [Thus,] we can observe that the oral intervention of colloquial Arabic is
becoming more and more frequent in these situations for purposes of better
communication.”

The features listed above might suggest Arabic linguistic reality to be that of two
markedly distinct varieties with specific linguistic and moral dimensions, and
idealised interpretations attributed to the two language forms. Instead, and in
agreement with Giolfo and Sinatora (2011:115), this research posits that these
features are artificially constructed by native speakers at a cognitive level. The
existence of this dualism at a cognitive level is crucial to language variation and
results in a linguistic performance that switches between language varieties. In
practical terms this means that the shift between language forms can be
required by the nature of the language performance as we have seen above
(SA is written whereas CA is spoken), but it can also express individual
linguistic and metalinguistic choices. This model is explained in detail in section
(2.4.1) and I now focus on the description of Arabic linguistic reality according to
the diglossic model proposed by Ferguson. Analysis of Ferguson’s model and
the criticisms directed towards it allow me to better elucidate the model of
reference that this thesis adopts.

2.3

Diglossia

We have seen in the previous section the varieties that linguistically
characterise Arabic: standard varieties on the one side and vernaculars on the
other. Ferguson labelled this linguistic situation as “diglossia” in 1959
(1971[1959]:1), by modelling the term on the French word diglossie, which had
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been previously used by the French linguist Marçais (1930) in his studies of
North African vernaculars. Diglossia is a linguistic situation in which two distinct,
codified and stable varieties of the same language “exist side by side
throughout the community, with each having a definite role to play” (Ferguson,
1971[1959]:1). More specifically, they consist of a "High" (hereafter H) or
prestigious variety and a "Low" (hereafter L) or inferior variety. In Ferguson’s
words (1971[1959]:16), diglossia is
“a relatively stable language situation in which, in addition to the primary dialects of
the language (which may include a standard or regional standards), there is a very
divergent, highly codified (often grammatically more complex) superposed variety,
the vehicle of a large and respected body of written literature, either of an earlier
period or in another speech community, which is learned by formal education and
is used for most written and spoken purposes but is not used by any sector of the
community for ordinary conversation.”

Within a diglossic speech community speakers select the variety to be used in
accordance with the distinct function it fulfils. Thereby, in one environment the
high superimposed form is the only appropriate variety, whereas the ordinary
form alone must be used in the other set of circumstances, with infrequent
overlap (Ferguson, 1971[1959]:5). Ferguson does not distinguish between
Classical Arabic and SA in his representation of H. He identifies H as being
related to the religious sphere as applies to Classical Arabic, but he also links it
to situations where SA is the usual means of communication, such as politics,
news and modern literature. For consistency with his model, Ferguson’s H and
L is used in this section without the distinction being made between Classical
and Standard Arabic.
Ferguson claims (1971 [1959]:6) that “the importance of using the right variety
in the right situation can hardly be overestimated.” He goes on to distinguish
between the typical circumstances in which H or L are adopted. The former is
appropriate for contexts such as sermons in church or mosque, political
speeches, university lectures, news broadcasts, personal letters, newspaper
editorials and poetry. It is also the variety used in formal schooling and higher
education, as the language of instruction (Maamouri, 1998:31). In contrast, L is
appropriate for conversations with family, friends and colleagues, radio soap
operas and folk literature (Ferguson, 1971[1959]: 5).
Diglossic varieties are considered by Ferguson as belonging to the same
language. However, diglossia has been subsequently extended to bilingual
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speech communities, such as Spanish and Guaraní in Paraguay, and
multilingual situations where different languages carry distinct functions and are
appropriate for separate circumstances (Fishman, 1967). In my view, and in
agreement with Hudson (1980), this approach does not consider multiple clearcut differences between diglossia and bilingualism, i.e. the genetic relation
between the language varieties and the functional roles of the language
varieties. Firstly, in a diglossic community only one language variety is the
mother tongue, and the second variety is learned through formal schooling. In
bilingual communities both language varieties are mother tongues. Secondly,
diglossia implies the existence of a complementary distribution of language
functions within the same linguistic community that does not exist in bilingual
communities (Bassiouney, 2009; Boussofara-Omar, 2005; Fasold, 1984; Holes,
1995; Maamouri, 1998; Versteegh, 2001).
Diglossia comes into being where there is an extensive body of written literature
composed in H; where education is limited to a small elite within the speech
community and a period of several centuries elapses between the
establishment of the former and the latter (Ferguson, 1971[1959]:8). It is
generally agreed that diglossia can persist stably for centuries (Snow, 2013:65).
However, it eventually vanishes due to social changes brought about by
modernisation, with L replacing H in almost all domains (Ferguson, 1971[1959];
Hudson 2002). Ferguson lists the social developments that lead to the decline
of diglossia as follows: firstly, the spread of literacy on a large scale; secondly,
the rise of communication among distinct social and geographical segments of
the community; and finally, a widespread desire for a national language that can
serve as the symbol of independence and autonomy (1971[1959]:18-19).
Together with mass literacy in the Arab world, mass media has helped
considerably “to spread the knowledge of SA and the urban forms of spoken
Arabic” (Abdulaziz, 1986:15 quoted by Hudson, 2002:37). According to Amer,
Adaileh and Rakhieh (2011:21), there is an expectation among many Arab
scholars that Arabic in the future will be a unified and standardised language
used for both speaking and writing. As Ferguson puts it (1971 [1959]:19),
“When these trends appear, leaders in the community begin to call for unification of
the language [...] The proponents of H argue that H must be adopted because it
connects the community with its glorious past or with the world community and
because it is a naturally unifying factor as opposed to the divisive nature of the L
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dialects. [...] The proponents of L argue that some variety of L must be adopted
because it is closer to the real thinking and feeling of the people; it eases the
educational problem since people have already acquired a basic knowledge of it in
early childhood; and it is a more effective instrument of communication at all
levels.”

Ferguson believes that H can succeed in establishing itself as a standard
variety only if it is already serving as a standard language in at least one
language community and then prevails within the diglossic community
(1971[1959]: 20). Otherwise H tends to remain a liturgical language associated
with religion that is studied only by scholars or specialists but that is not actively
used in the community. In this scenario, L acts as the basis of the new
standard, whether it is a relatively pure L or a form considerably mixed with H.
Ferguson suggests (1971[1959]: 21) that within the Arab world, this could lead
to the development of three standard varieties: first “Maghrebi”, based on the
variety spoken in Rabat or Tunis; second “Egyptian”, based on the Cairene SA;
and finally, “Eastern” based on Baghdadi dialects. He suggests moreover that
other varieties could develop such as Syrian and Sudanese (1971[1959]:21).
There are nine features that sociolinguistically identify the presence of diglossia
within a community according to Amer, Adaileh and Rakhieh (2011:20),
summarised as follows:
i.
ii.

[H] and [L] are in a strict complementary functional distribution;
H is uniformly held in higher esteem than L by members of a
speech community;
iii. H has associated with it a substantial and highly regarded body
of written literature;
iv. Proficiency in H is typically attained as a result of formal
schooling, whereas proficiency in L is attained through the
natural process of mother-tongue acquisition;
v.
The pronunciation, grammar, and vocabulary of H are
standardized and tolerate only limited variation, whereas there
is wide variation in the pronunciation, grammar, and vocabulary
of L;
vi. Diglossic situations are extremely stable and typically persist for
several centuries at least;
vii. There are always extensive differences between the
grammatical structure of H and L;
viii. There exists a series of phonologically unrelated lexical
doublets for concepts frequently expressed in H and L; and
ix. The sound system of H and L constitutes a single phonological
structure of which L is the basic system.
30

Whilst it is difficult to predict whether the spoken varieties of Arabic will take
over from H, it is likely that L forms will increasingly be adopted and accepted
over time (Belnap and Bishop, 2003). In fact, the use of L forms in formal and
semi-formal domains has been increasingly accepted within Arabic-speaking
countries (Kaye, 1994; Versteegh, 2001). Diglossic patterns are however still
strong in the Arab world due to two main factors delineated in the previous
sections. Firstly, H plays an irreplaceable role within Islam and as a pan-Arab
nationalist symbol (Versteegh, 2001). Secondly, mass education and literacy is
a relatively recent phenomenon, resulting in the prolonged conservation of
diglossic patterns (Snow, 2013:65). In fact, although L is the native speaker’s
mother tongue, it is also linked to low access to education and therefore often
seen as inferior to H (Abu-Absi, 1990:34; Bentahila and Davies, 1991:371),
which is normally acquired through higher education (Versteegh, 2001:195).
Consequently, the pre-eminence of the written form makes it the basis for the
creation of fixed models and grammar rules (Haugen, 1972:246). It is for this
reason that Arabic linguistic norms, grammar and orthographic rules are based
on H, not the mother tongue L. There are several criticisms of Ferguson’s
theory of Arabic diglossia, which are delineated in the following sub-section.
These criticisms are pivotal to the articulation of the position of this research on
Arabic variation.
2.3.1

Criticism of Ferguson’s model of diglossia

The theory of diglossia has drawn several criticisms. Firstly, Ferguson does not
specify the exact distance that is required between L and H for a language
situation to be considered diglossic (Bassiouney, 2009:11). This omission
occurs because Ferguson intended specifically to draw an idealised picture of a
diglossic reality (Bassiouney, 2009:11). He claims that H and L reflect variation
on the basis of occasions of use and are influenced by the linguistic
environment, their addressee(s), the topic(s) and setting(s), and so forth
(Ferguson, 1996:56). Ferguson does not consider social factors in determining
language choice, supposedly because they were not considered sufficiently
scientific when he first approached diglossia (Bassiouney, 2009:12). He
consequently

places

more

emphasis

on

linguistic

repertoires

and

appropriateness as influences on language variation (Ferguson, 1996:60). In
my opinion it is not possible to define a precise distance between L and H since
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their deployment is highly subjective and individualised. While agreeing that
external factors do determine language variation, I believe that it is also induced
by subjective and individual elements. This point aligns with Bassiouney in
asserting that the role of individuals is fundamental in negotiating “socially
agreed patterns of language choice” (2009:12).
Secondly, Ferguson’s model addresses H and L as if they were homogeneous
and static systems (Meiseles, 1980:121). It is therefore so categorical that its
application to dynamic language varieties is problematic (Kaye, 1970; Mitchell
1986; Holes 1993). Moreover, Ferguson considers every intermediate linguistic
form between H and L to be lacking a regular structure and to be unsystematic,
and therefore he offers no theoretical framework to describe them (Wahba,
1996:104). His view of diglossic realities is that of language communities where
two main varieties occur alongside each other and whose use is strictly
determined by appropriateness of use. My position is in contrast with Ferguson
in not only considering H and L to be dynamic, but in also regarding variety
mixing as being present in the same linguistic context. Kaye (1994:53) reports
that although a university professor giving a lecture uses SA, it is not
uncommon to find the material interspersed with some L. Ferguson himself
asserted that the reality of the Arabic language is more complex than the ideal
description that he depicted (1971[1959]:6):
“In the Arab world [...] formal university lectures are given in H, but drills,
explanation, and section meetings may be in large part conducted in L. [...] Often a
considerable part of the teacher’s time is taken up with explaining in L the meaning
of material in H which has been presented in books for lectures.”

The employment of diglossia in religious and political speeches has also been
recently studied. In this context, the speaker may seek both to reach a greater
audience and also to be perceived as a member of the community (Holes,
2004; Soliman, 2008). In such instances the boundaries of the rigid dichotomy
drawn by Ferguson are blurred, and can be criss-crossed by speakers in order
to convey specific messages. As far as literary production is concerned,
nowadays it is not uncommon to come across literary texts that make partial
use of CA to convey messages related to everyday life or personal and intimate
issues. Amer, Adaileh and Rakhieh (2011:21) argue that the spread of literacy
allows speakers to employ a greater stylistic range when writing in Arabic, since
many young Arabs are beginning to see unmitigated SA as too formal for
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personal correspondence with peers. They prefer to use a variety of Arabic that
is at least somewhat closer to CA, if not primarily CA. Also, diglossia can also
be a consequence of “an author’s incomplete control of the prescribed variety”
(Amer, Adaileh and Rakhieh, 2011:20). Not all educated native speakers can
produce grammatically correct SA despite hearing and reading it every day,
because they have little opportunity to practise it (Parkinson, 1996:92). In his
study of variability in SA grammar skills, Parkinson (1996:99) reports that
although most educated speakers appear to be aware of the basics of the casemarking system when it is brought directly to their attention, most cannot
produce correct case-marked sentences, nor complex grammatical structures.
Finally, Ferguson perceives that the H variety possesses both the quality of
prestige and the role of the standard language variety. This doesn’t reflect the
fact that these two characteristics do not always and compulsorily coexist in the
same Arabic variety, and that a variety can be prestigious without being
standard. For this reason, Van Mol suggests that when tackling the issues of
prestige and standard, it is of fundamental importance to specify whether one is
considering the written or the oral language (2003:11). H carries both features
simultaneously (Van Mol, 2003:46), whereas SA can be prestigious but, as it is
uncodified, cannot function as a standard language variety. The issue of
standard and prestige in Arabic varieties is tackled in detail in the following
section 2.3.2.
To summarise, although Ferguson is persuaded that speakers in a diglossic
context have no freedom in choosing which language variety to use, and that
they passively abide by superimposed and socially determined boundaries
(Amer, Adaileh and Rakhieh, 2011:20), my view is that language variety is
determined by speakers’ subjective choices, sociolinguistic factors and their
command of language varieties. In this thesis, I interpret linguistic choices to be
determined by a combination of the speakers’ attitudes and beliefs about
language varieties, in that their use of language variation is functional to
“identify themselves and to mark social contexts” (Wahba, 1996:103), and their
language proficiency in the formal variety. This means that native speakers do
perform Ferguson’s abstract dichotomous model but they actively decide which
variety to employ and how to mix them. As discussed in section 2.2.4, I adopt
Giolfo and Sinatora’s (2011) model to describe language variation and the
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representation of varieties in native speakers’ minds. CA and SA exist in the
mind of the native speaker both with a linguistic and a metalinguistic dimension.
The crucial aspect of Giolfo and Sinatora’s model is that it portrays Arabic as
unitary body, which is conceptually divided into two complementary parts, CA
and SA, and each one has both a linguistic and a metalinguistic nature as
explained above. I now proceed to outline in detail the significance of the
concepts of Standard and Prestige in Arabic.

2.3.2

Standard and prestige

The Arabic diglossic community can be looked at from an international and an
intranational perspective (Anghelescu, 1974:82). From an international
perspective, H is represented by both Classical Arabic and SA. It is equally
shared by all Arab countries and plays a unifying role between them. L is
represented by the colloquial varieties and serves as the distinctive mother
tongue for each country. From an intranational perspective, within each country,
diglossia is found in every speech community. In this regard, Bentahila and
Davies (1991:381) state that “the duality between written and spoken language
exists within each Arab nation and within the repertoire of each individual
educated speaker.”
The prestigious language is defined at the international level on a horizontal
dimension, as it is shared by all Arab countries. Similarly, the abstract label
‘colloquial variety’ is applied horizontally across all Arab nations, portraying the
spoken variety used as mother tongue in each country. At an intranational level
there is a potential overlap of the functions of language varieties. Classical and
Standard Arabic fulfil the role of symbols of Arabness, religion and purity.
However, the marker of national identity is each country’s mother tongue. For
instance, Haeri (2003:37) claims that Classical and Standard Arabic are often
perceived by Egyptian native speakers as varieties whose musical qualities
move listeners, inspiring feelings of spirituality, nostalgia and community. The
marker of Egyptian identity and national culture is nevertheless Egyptian Arabic
(Haeri, 2003:37). Among the numerous dialects that are included within
Egyptian Arabic there exists a prestigious form that is regarded as the symbol of
national identity. This prestigious spoken variety differs from Standard and
Classical Arabic. This contradicts Ferguson’s model of diglossia, in which
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standard and prestige are only found in SA. In reality, it is only the former
quality that is unique to SA while the latter may also exist in CA. Bassiouney
(2009:18) claims that the equivalence between the standard and the prestigious
variety is the result of applying western research to the Arab world.
The prestigious and standard forms of Arabic can coexist without necessarily
overlapping. SA has undergone a process of standardisation leading to the
development of fixed grammatical rules (Van Mol, 2003:12) and it also
simultaneously fulfils a prestigious function because it is the model of erudition
and civilization (Van Mol, 2003:21). CA cannot function as a standard language
because of its lack of codification but it evolves spontaneously to reach the
point where a specific spoken variety enjoys more prestige than the others (Van
Mol, 2003:12). This is usually the variant that is perceived by the members of
the community as a model and an example worth imitating (Al, 1987:35 quoted
by Van Mol, 2003:15) and often coincides with the variety spoken in the capital
or in major urban centres. In the above example we have seen that there is one
variety of Egyptian Arabic, Cairene Arabic, which is considered prestigious and
acts as a symbol of national identity. According to Bassiouney (2009:18):
“Many studies have shown that for most speakers, there is a prestige variety of L,
the identity of which depends on many geographical, political and social factors
within each country, and which may in certain circumstances influence speech”

The issue in Arabic diglossic speech communities is that although there is only
one codified standard variety, there are two prestigious varieties, these being
SA and a local vernacular variety “which represents the prestigious variety of
common use for the speakers of all dialects in a given Arab country” (Wahba,
1996:121). The spoken variety of greater prestige will tend to use the vernacular
as the basis and borrows lexicon, set expressions, and discourse markers from
SA (Walters, 1996:169). For example, urban dialects of Jordanian cities are
treated as prestigious varieties and non-Cairenes consider Cairene dialect the
most prestigious among Egyptian Arabic vernaculars (As Abdel-Jawad, 1986;
Bassiouney, 2009). Similarly, in his studies on linguistic variation in Bahrain,
Hole shows that there exists a locally recognized prestigious variety which
clearly differs from H (Holes, 1983; 1986). In his study of variation in
Alexandrian Arabic, Wahba analyses variation within educated and noneducated social groups, and states that in Arabic diglossic reality (1996:120):
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“It is common practice to regard the Classical variety of the language as the one
that carries prestige, in comparison with the local variety. Since the Classical
variety is mainly restricted to religious usage, the prestige value of Classical
Arabic has been transferred to Modem Standard Arabic (MSA). In fact, MSA
constitutes a standard variety across the international community of educated
individuals in the Arab world, but within each Arab country there is a regional
variety of the language that functions as the standard. In Egypt, for example, the
Cairene Colloquial dialect-as opposed to the Upper Egyptian, for instance,
functions as the standard variety for all Egyptian speakers. [...] This is because it
is the dialect of the country's capital, and the one most prevalent in television and
radio programs that do not use MSA”.

Eisele’s (2002:20) theory of “regimes of domination” draws a connection
between linguistic, metalinguistic and socio–psychological levels within
language varieties and claims that individuals consciously express their own
individual identity through them. Eisele introduces three regimes of domination:
intranational or localistic; pan-Arab; and international. As he (2002:20) puts it,
“localistic regimes of domination involve the valorisation of the speech of local
centres of linguistic autonomy, often that of the capital cities but sometimes that of
a specific class. This is reflected in a dialect being termed as ‘prestige’ dialect [...].
The pan-Arab regime of domination valorises Classical Arabic (or its modern reflex,
MSA) and the cultural heritage, and is the most dominant and authoritative of these
regimes in terms of institutional support and cultural weight. [Finally] there is an
“international” regime of linguistic authority or domination, which reflects the
dominant economic, political, and technological status of European languages,
primary among them being English. This regime is reflected in the conflict or
competition between Arabic and these colonial and postcolonial foreign languages,
as measured in the amount of borrowings from them, the extent of bilingualism,
and the perceived necessity of foreign language education in these languages”.

Prestigious spoken varieties can be employed to enable clear communication
when two dialects come into contact with each other. Manfredi’s research
(2012) shows that in such circumstances, speakers can either import features
from SA or from the mutually recognised prestigious variety. The first strategy is
termed ‘classicising’ and the second ‘levelling’. As Van Mol (2003:50) puts it:
“The levelling strategies consisted of adaptations of the language using their higher
dialectal forms which did not necessarily belong to the dialect of the speaker. [...]
The aim of the levelling was to suppress local dialectal expressions and
characteristics in favour of characteristics that were more common crossdialectally. The ‘classicising’ strategies consisted mainly of borrowings from
Classical Arabic”.

Manfredi’s (2012:150) findings show that social contact and urbanization are
two of the main factors that accelerate dialect levelling in contemporary Arabic.
This shows us that some varieties of CA are in fact considered to be
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prestigious. They are employed in day to day language use, as well as in
contact-induced code switching, to facilitate clear communication.
The reinterpretation of prestige in Arabic varieties has a direct consequence for
TAFL. It supports the view that students need to develop strong skills in CA, in
addition to mastering SA. CA is not an isolated variety only used in informal and
familiar contexts. It can be the prestigious variety employed in a semi-formal
context or the shared language form that permits clear communication. It also
shows that the prestigious variety often borrows a large amount of SA
vocabulary, within CA morphosyntactic structures. This in turn means that
mastery of CA doesn’t simply provide students with the vocabulary of everyday
life, but that it is crucial to achieving higher levels of oral proficiency. In the next
sub-section I identify the approaches to Arabic variation proposed in response
to the limits of Ferguson’s diglossia.

2.3.3

Variationist approaches to Arabic variation

Several scholars who have criticised Ferguson’s model for being too categorical
subsequently proposed approaches to Arabic variation that posit intermediate
language levels, ranging between the H and L poles (Meiseles, 1980). The first
approaches I identify are those of Blanc (1960) and Badawi (1973) who pinpoint
how the dichotomy of H and L is too simplistic. However, they do not present
dynamic models as the possible alternatives. On the one side, Blanc
distinguishes five different language levels that range from a pure form of
Classical Arabic to plain colloquial (1960:85). Between these two unadulterated
forms are posited three hybrid levels of colloquial form that possess a
decreasing proportion of CA linguistic features mixed with Classical Arabic
traits. The division that Blanc proposes is based on linguistic criteria that leave
the boundaries among the intermediate levels highly unclear and it is therefore
hard, if not impossible to verify the three middle levels (El-Hassan, 1977:119).
In response to Blanc’s distinction, Badawi adds a sociolinguistic dimension to
the linguistic factors that determine language levels, including factors such as
education level and social class (Eisele, 2002: 16). The levels he identifies
range from fuṣḥā al-turāth (Classical Arabic) to ‘āmmiyyat al-’ummiyyīn (Illiterate
spoken

Arabic)

gradually

shading
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into

fuṣḥā

al-‘aṣr

(MSA),

‘āmmiyyat

al-muthaqqafīn

(Educated

Spoken

Arabic)

and

‘āmmiyyat al-mutanawwirīn (Semi-literate Spoken Arabic) (Badawi, 1973:89).
Badawi’s model has limitations similar to those outlined in Blanc’s approach: it
lacks definitional clarity regarding the dividing lines between variation levels
(Hary, 1996:71). It is unclear where one level ends and the next begins because
Badawi’s levels are proposed with a view to simply using them as heuristic
devices in the study of sociolinguistic and linguistic features. The five levels
range from purely classical to purely colloquial at the ends of the scale and, as
Wahba (1996:105) summarises it, “the degree of occurrence of the linguistic
features of either classical or colloquial across the other three levels depends
on the proximity of any given level to one end or the other.” In this model, the
third level, ‘āmmiyyat al-muthaqqafīn, is placed in an abstract position that is
equally distant from the two extremes and is close to representing a standard
language. This level is identified by a set of rules that fulfil a vision of linguistic
unity and uniformity which in turn proves the existence of, and linguistically
represents, a unified society according to Labov (1972:143). With respect to the
extreme poles, these are pure forms and ideal varieties which do not exist as
language realities according to Hary (1996:72). Badawi’s emphasis on a form of
Arabic that is heterogeneous and equally distant to both poles reveals an
intention to identify a unified language (Giolfo and Sinatora, 2011:107).
Elgibali (1996) and Hary (1996) criticise the afore mentioned attempts to frame
language levels in favour of a more fluid model. Such critiques of Blanc and
Badawi’s approaches can be divided into variationist and language continuum
models. The variationist model portrays Arabic-speaking communities as being
characterised by a constant mixing of language varieties. Speakers move along
a language continuum wherein no one strictly uses only one variety, not even in
the same sentence (Elgibali, 1996:105), and they constantly change their
position due to linguistic or sociolinguistic factors, such as language proficiency,
the mix of participants in the discussion, the purpose and function of the
conversation and the personal relationship between speakers (Hary, 1996: 76).
The theories of language continuum claim that Arabic varieties are to be placed
on a continuum without the need to establish a fixed numbers of levels. This
owes to the impossibility and impracticality of determining a discrete number of
varieties in the multiglossic situation of Arabic (Hary, 1996:71). These critical
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approaches to the existence of discrete language levels have been seminal in
the development of research into language varieties, as they suggest that
sociolinguistic factors trigger the shift between language varieties (Eisele
2002:16).
My position agrees with the variationist approaches in so far as they criticise the
existence of two dichotomous and defined language forms. However, these
approaches suggest the existence of multiple language varieties without
succeeded in providing a clear description of their boundaries and distinctive
features. They also erroneously imply that the mixing process follows rigorous
rules that result from defined hierarchies of language varieties. The approaches
that suggest the existence of a language continuum avoid these pitfalls, by
positioning the continuum in place of the discrete language varieties and
asserting that the blending is unpredictable and undefinable. In my opinion,
language continuum theories also have a crucial weakness: they do not discard
the interpretation of Arabic as a set of multiple language varieties where SA and
CA are blended. I propose to reinterpret language mixing in view of the nature
of Arabic language varieties (SA is written and CA is oral), and in view of the
speakers’ linguistic and metalinguistic attitudes towards the above mentioned
‘reference-packagings model’. Finally, I suggest that the use of variation needs
to be interpreted in light of the existence of different degrees of prestige within
both SA and CA, as previously explained.

I now move on to describe the

theorisation of a middle variety that lies idealistically between SA and CA. My
position towards it allows me to identify the crucial features of my approach to
Arabic variation, which is described in section 2.4.

2.3.4

Educated Spoken Arabic

Blanc’s model claims the existence of a supra dialectal Educated Spoken
Arabic (hereafter ESA), a third dimension of stylistic difference that is equally
distant from SA and CA and serves as a “medium for intellectual and cultured
discourse” (Mejdell, 2012:159). ESA embodies a standard form of reference,
which is not identified within the diglossic model. Despite the inadequacy of the
diglossic model to pinpoint a standard form used by educated native speakers
in their everyday language, Ferguson’s theorised the development of an
intermediate form which could emerge as a language between H and L. He
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describes this middle language, or “luġah al-wusṭā” (Ferguson 1971[1959]:10),
as a relatively uncodified and unstable form, which resembles spoken Arabic
but it is used in semiformal or cross-dialectal situations. Therefore, it borrows
items from both H and L. Although it generously allows the use of spoken
vocabulary, it is mainly characterised by standard vocabulary with few or any
inflectional endings and with certain features of classical syntax on a
fundamentally colloquial base in morphology and syntax (Ferguson, 1971
[1959]:10-11).
Contrary to Ferguson’s interpretation of the middle variety as uncodified and
unstable, some scholars believe ESA to undergo a process of standardisation.
Ryding (1991:212) describes it as a mixed variety that carries a high degree of
prestige and formality and can be used in intercommunications throughout the
entire Arabic-speaking world. In Ryding’s (1991:211) words, ESA is used “for
inter-dialectal conversation by educated native speakers, for semiformal
discussions, and on other social occasions when the colloquial is deemed too
informal, and the literary, too stilted.” Abu-Absi (1986:342) also defines it as the
variety “used among educated Arabs who come from various dialectal
backgrounds and who find it cumbersome or artificial to use the literary
language, [and] it is characterized by the tendency to use literary vocabulary
and colloquial grammar.” The claim that ESA goes through a process of
codification is a functional approach that allows for it to be taught to students of
AFL. Under this approach, ESA serves the specific purpose of functioning as
language standard independent from SA and CA although it retains some of
their characteristics: it is a standard variety that can be analysed and codified,
and its grammatical structure can be formally taught (Eisele, 2002:16). The
theorisation of ESA recalls the unresolved issue of finding a standard,
prestigious and codified language that is used by native speakers in their
everyday life and that is equally distant from CA and SA.
However, as of today, there is no agreed-on definition of ESA in the literature;
there are no fixed morphosyntactic and phonological features that define it; and
the role of personal and regional elements in the outcome of its mixing is still
unclear (Albirini, 2016:22). I therefore agree with Albirini that “even if a number
of rules of language mixing were to be specified, they would not be themselves
sufficient to posit the existence of a new language variety” (2015:22). The
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drawback to the conceptualisation of ESA is that, although it helps in creating a
model of reference that combines SA and CA, it does not represent an existing
variety of Arabic that is defined by clear features. We have seen above that the
patterns of mixing and switching between SA and CA can be unpredictable.
Also, they have been proven to be persistently strong (Snow, 2013:65). Thus,
the theorisation of a variety based on their mixing does not seem to be
representative of the authentic use of language varieties. In fact, authenticity in
Arabic is expressed through a division within the use of language varieties
based on their different functions, and it also sees a constant blend of these
varieties in the speech of native speakers, “with different degrees depending on
many social variables, such as situation and education” (Wahba, 2006:144).
Other social variables can be the participants, the topic and the formality of the
situation. As for education, Parkinson (1992:226) claims that speakers of a
language “vary considerably in their control of particular language forms.” He
also adds (1992:226) that in language situations “with a relatively codified,
formal, probably mainly written end of the linguistic spectrum, one is likely to
find extreme variability among speakers or users both in their knowledge of the
formal variety and their ability to use it effectively.” In his research among
Egyptian native speakers, he also found that they perform receptive skills
(reading and listening) better than productive skills (writing and speaking)
(Parkinson, 1992:242).
My position is that there are three main flaws in the ESA model. Firstly, it has
not yet been proved whether ESA, either in the form of “the main Arabic urban
vernaculars” (Miller, 2004:184) or as a supraregional form (Ryding, 1991), has
“succeeded in becoming regional and/or national standard” (Miller, 2004:184).
Secondly, further research claims that other language levels exist but their limits
are too blurred to be defined (Parkinson, 1991). Finally, Mitchell's original
theorisation of ESA described it as a stylistically-controlled variation. However,
such variation needs to be approached “in terms of socio-demographic
categories [since it is necessary] to define what significant types of variation
occur and with which sociological entities they are associated” (Owens, 2001:
440). As Holes (1995:279) points out, "the problems of description and
explanation are inextricably bound up: in any passage of Arabic speech,
whether monologue or conversation, one cannot track [...] the moment by
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moment, unpredictable changes in language form unless one is also aware of
concurrent changes in the ideational content of the discourse and the
interpersonal relationships of the participants, as perceived by the participants
themselves.” Educated Arab speakers spontaneously code-switch between SA
and CA and they following an almost unpredictable pattern of choices (ElHassan, 1977:114-115). As it is not possible to delimit the extent to which the
two varieties are mixed and to establish a standard pattern, I argue that it is
important to focus on the cognitive processes that can potentially trigger the
switch. The model I adopt to describe native speakers’ language behaviour is
the ‘reference-packagings model’ (Giolfo and Sinatora, 2011) and I look at it in
the following section.

2.4 Approaches of this research to Arabic diglossia
So far this chapter has tackled the discussion around the nature and
development of Arabic varieties and diglossia, with the view to elucidating my
position and perspectives within this debate. These viewpoints consider
variation as intrinsic to the Arabic language both in terms of linguistic essence
and language use, and they are critical toward a strict dichotomy that describes
Arabic as composed of discrete units, whether two as in Ferguson’s diglossia,
or more in the multiglossic models. However, it also rejects the suggestion of an
indefinite linguistic continuum composed of multiple discrete language varieties,
along which native speakers move at their own discretion. The stance of this
thesis is that Arabic is to be considered one language as part of one cultural
system, which holds multiple varieties at its core. These are employed through
code-switching by native speakers in response to their linguistic and
metalinguistic attitudes as well as their control of language forms. Each
individual within the speech community, however, has a peculiar linguistic
behaviour that can vary from the behaviour of other individuals and “it is shaped
by his/her cultural specificity” (Giolfo and Sinatora, 2011:121). As anticipated in
section 2.2.4, I adopt Giolfo and Sinatora’s (2011) model to describe language
variation. According to it, CA and SA exist in the mind of the native speaker
both with a linguistic and a metalinguistic dimension. The linguistic features of
the colloquial variety form the basis of the syntax of CA. The ideal features of
the standard variety, instead, correspond to SA (Giolfo and Sinatora, 2011:115).
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As for the metalinguistic dimension of the two varieties, they comprise the
ideological components that are associated with the spoken and the standard
varieties and are used by native speakers to convey their cultural and linguistic
identities through them. I describe in the following section the features of this
model in detail. I firstly focus on contemporary attitudes hold by educated native
speakers towards Arabic varieties, and especially towards CA, and I then
describe the model I employ to describe Arabic linguistic and metalinguistic
reality.

2.4.1

The reference-packagings model

Albirini states (2016:78) that language attitudes are key to understanding the
prevailing assumptions about the language varieties used by speakers in a
given linguistic community, and therefore the sociolinguistic context that
characterises its language. He describes them as follows: “in the Arab context,
language attitudes have been found to be a major vehicle of sound change; a
basis of interdialectal (un)intelligibility; a determinant of language resilience and
maintenance; a catalyst of transformations in language use and function; a
yardstick of linguistic convergence and divergence; a marker of functional status
and code choice, an index of tribal, local, national, religious, ethnic, and global
identities; and a predictor of second language achievement” (Albirini, 2016:79).
Saville-Troike (1989:181) adds that individuals can seldom choose what
attitudes to have towards a language since attitudes are acquired as a factor of
group membership and as part of the process of gradual acquisition of the
characteristics and norms of a culture or group in a particular speech
community. Research studies have reported a positive change of native
speakers’ attitudes towards SA in terms of status, which seems to comparably
increase with their higher education levels (Hussein & El-Ali, 1989; Haeri, 2003;
Ennaji, 2007; Saidat, 2010).
Albirini’s study on language attitudes among university students from Egypt,
Jordan, Morocco and Saudi Arabia confirms a positive disposition towards SA,
but it also shows that its status is increasingly challenged by English. SA is
identified as the favoured language with regard to religion, official status, Arab
belonging, literacy, media and education, whereas English seems to exemplify
professional accomplishment, science and technology, and general usefulness
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in everyday life (Albirini, 2016:92). Together with positive attitudes towards
English, the analysis of which is beyond the scope of my research, Albirini
sheds light on increasingly favourable attitudes towards the mixing of SA and
CA in social spheres that were traditionally assigned to SA (2016:118). His
finding seems to reveal a possible change in the generalised attitudes of many
educated Arabic speakers towards CA that might no longer be seen as a
challenger competing against SA but, instead, as a complement to it. This
translates into a new viewpoint by which CA is not perceived as threatening
SA’s unifying power but as a different variety of the same language. The fact
that nowadays both varieties are needed to represent language unity and
identity might explain why diglossia is not viewed as a social problem by many
educated Arabic speakers (Albirini, 2016:95). It also emerges that CA fulfils a
role of identity representation. Finally, this shows that the linguistic behaviour of
educated speakers of Arabic is influenced, among other things, by linguistic as
well as metalinguistic factors, such as linguistic attitudes towards language
varieties.
Giolfo and Sinatora (2011:115) bring together the afore mentioned linguistic and
metalinguistic factors in their approach to diglossia. In their words, diglossia
does not separate two language varieties but rather it is “a line that divides an
abstract unity into two complementary models” (italics in original). The two
complementary models represent CA and SA at an abstract level, in which each
of them has “a linguistic and a metalinguistic nature” (Giolfo and Sinatora,
2011:115) (italics in original). The linguistic nature of the two models comprises
the ideal features associated with the spoken variety, on one side, and the ideal
features associated with the standard variety on the other. The metalinguistic
nature of the two models, instead, includes the metalinguistic features that are
associated with each of the two linguistic abstractions. The two models (CA and
SA) have an identical structure, i.e. they both have a linguistic and a
metalinguistic nature, and they are identical in how they function. Giolfo and
Sinatora (2011:121) describe them as follows:
“The contemporary situation of the Arabic-speaking world is characterised by vast
linguistic variability [which] manifests itself as a systemic variation within the speech
community between two 'reference-packagings' which are two distinct linguistic and
metalinguistic models of reference. These are not part of the linguistic spectrum,
they do not correspond to any variety of the language, but are present in the mind
of the native speaker as distinct interiorised abstractions which serve as reference
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frames for two distinct functions of linguistic expression, namely speaking and
writing, within one cultural system. The objective distance between the two
'reference-packagings' appears reduced in the mind of native speakers, who
perceive the two models as being part of one Arab(ic) cultural system.”

The structure of the models that Giolfo and Sinatora introduce can be
interpreted as the motor that triggers code-switching and mixing within the
speech community and that, by being shaped by the individuals’ cultural
peculiarities, determines each speaker’s speech features. Interestingly, KhamisDakwar and Froud conducted a neurolinguistics research project with native
speakers of Palestinian CA that lead them to a delineation of diglossia that is
remarkably in line with the conceptualisation developed by Giolfo and Sinatora.
Their research aimed at determining how diglossia is represented in the
speakers’ brain, and they investigated (i) whether SA and vernacular varieties of
Arabic are neurally represented as separate or interrelated linguistic systems
(Khamis-Dakwar & Froud, 2007:2); and (ii) whether diglossic switching is rulegoverned and can be predicted. By focussing on brain responses to lexical
switching, they pinpointed that SA and Palestinian CA are represented in the
brain as two distinct languages with distinct lexical stores in which Palestinian
CA is stored as a first language and SA as a second (2007:163). Native
Palestinian speakers process and practice lexical code-switching between SA
and CA similarly to bilingual speakers and they show evidence that switching
into or out of SA constitutes switching between two language variants of
different linguistic systems (Khamis-Dakwar & Froud, 2014:294). This is in line
with Giolfo and Sinatora’s model of reference-packagings, which sees a
dichotomy between the features pertaining to the spoken and the written
channels and two distinct models of reference for these channels. These
channels are well-defined at the abstract level in the speakers’ minds and the
two language varieties are separated at the neuro cognitive level, but at the
practical linguistic level they are performed as one language, which is part of
one Arab(ic) cultural system.
Similarly, experiments conducted by Ibrahim and Aharon-Peretz support the
assumption that SA and CA have the status of two separate languages in the
cognitive systems of Arabic native adults and that the representation of SA is
that of the second language (2005:65). By considering Arabic as inherently
structured around the abstract combination of two different linguistic poles, it
45

appears clear that proficiency and fluency in CA do not guarantee equivalent
proficiency skills in SA. Khamis-Dakwar and Froud also investigated whether
diglossia can be predicted, as Boussofara-Omar argues (2003). If it were
possible to predict the switching between Arabic language varieties, then the
existence of one or multiple varieties that result from diglossic switching could
be theorised. However, empirical data do not support this assumption and, as
Giolfo and Sinatora state, code-switching and mixing is triggered by the
homomorphic nature of the two reference models native speakers have in their
minds and it is empirically realised through language varieties by its
combination with native speakers’ cultural specificities (2011:121).
To sum up, we have seen in this section that metalinguistic features, such as
language attitudes, are intrinsic components of language varieties. According to
Giolfo and Sinatora’s reference-packagings model, metalinguistic and linguistic
features complementarily shape abstract models of reference of CA and SA that
native speakers have in their minds for the spoken and the written channels.
These abstractions are not language varieties, but models of reference.
Language varieties are instead empirically realised by combining the referencepackagings model with cultural specificities and social variables. Aharon-Peretz
(2005) and Khamis-Dakwar and Froud’s (2007) data support the assumption
that the two language varieties CA and SA refer to two abstract models that are
separate in the speaker’s mind. They also seem to show that code switching
patterns do not follow specific and superimposed guidelines. This supports the
reference-packagings theory that sees the two models of reference as part of
one Arab(ic) cultural system, but their realisation into language varieties
depends on the subjectivity of native speakers rather than on fixed rules. This
led me to discuss authenticity in Arabic and to state that it is a consistent blend
of language varieties with different degrees of use depending on metalinguistic
features as well as social variables. Among social variables we can identify the
topic, the formality of the situation and the speakers’ knowledge of SA.
Considering the afore mentioned reconceptualisation of diglossia based on the
reference-packagings model, I argue that learners of Arabic should be exposed
to real-life language use and language variation. This comprises focusing on
both SA and CA, on diglossic code-switching, and on metalinguistic features
and social variables that trigger such switching. I also argue that students of
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Arabic, whose goal is to communicate with Arab speakers (Palmer, 2007:116)
and whose model is the “educated native speaker” (Younes, 2015:25), require
developing communicative competence through linguistic and sociolinguistic
training as we will see in chapter four. I will now proceed to explain diglossic
code-switching.

2.4.2

Diglossic code-switching

The term “code-switching is normally used when mixing between two different
languages” (Van Mol, 2003:87), but it can also happen in diglossic speech
communities as speakers tend to shift from the two language varieties through a
process that is subject to certain fixed structures (Eid, 1988).

Within this

framework, code-switching in diglossic communities has been extensively
approached in recent years (e.g. Abdel-Malek, 1972; Abu-Melhim, 1991; Holes
1993; Saeed, 1997; Mejdell, 2006; Bassiouney, 2006, 2009; Soliman, 2008).
Within Arabic diglossia, linguistic changes “ultimately depend on the social
contexts in which diglossic varieties are used” (Walters, 1996:173). Moreover,
according to Myers-Scotton (1993) members of the speech community have
developed a communicative competence that allows them to move within a
framework where they know the social values of any variety. They have also
developed “an evaluation metric for the likely social cost and potential social
benefits of any code choice” (Walters, 1996:185). For this reason, “while the
object of previous multiglossic variationist studies was based on sociolinguistic
variables such as function, situation, topic and education, [studies on diglossic
code-switching] shifted the attention from sociolinguistic variables towards the
speakers’ behaviour” (Giolfo and Sinatora, 2011:110). This does not mean that
the speakers’ behaviour is independent of sociolinguistic factors, but it means
that it is not solely influenced by them. As we have seen above, it is influenced
by linguistic, sociolinguistic and metalinguistic factors. Albirini’s study on codeswitching patterns employed by educated speakers of Egyptian, Gulf, and
Levantine dialects of Arabic in specific language domains, namely religious
discussions, lectures, political debates, and soccer commentaries, shows that
there are precise reasons why speakers switch from CA to SA and/or Classical
Arabic (2011:541). These are:
i.

to introduce formulaic expressions;
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ii.

to highlight the importance of a segment of discourse;

iii.

to mark emphasis;

iv.

to introduce direct quotations;

v.

to signal a shift in tone from comic to serious;

vi.

to produce rhyming stretches of discourse;

vii.

to take a pedantic stand; and

viii. to indicate pan-Arab or Muslim identity
Thus, Standard Arabic is the code employed for expressing pan-Arab concepts
and the motivational patterns can be linked with prestige, importance,
eloquence, and seriousness. On the contrary, patterns of switching from SA to
CA can be summarised as follows (Albirini, 2011:547):
i.

to induce parenthetical phrases and fillers;

ii.

to downplay a particular segment of the discourse;

iii.

to signal indirect quotes;

iv.

to simplify a preceding idea;

v.

to exemplify;

vi.

to mark a shift in tone from serious to comic;

vii.

to discuss taboo or derogatory issues;

viii. to introduce daily-life sayings; and
ix.

to scold, insult, or personally attack.

As Albirini (2011:547) shows, one of the most transparent patterns of codeswitching to CA relates to the use of parenthetical phrases and fillers, which are
implemented to introduce a point that is not completely part of an utterance, but
adds to its message. Fillers are sometimes used to interrupt the flow of SA and
introducing CA discourse. Generally, speaking, CA is related to low prestige
and everyday topics. Although this could seem a regression to Ferguson’s
diglossia, within diglossic code-switching speakers alternate between the two
codes based on their perceptions of the statuses of the codes themselves and
the specific sociolinguistic functions associated with them. These functions are
set in advance of their use rather than emergent during the interactional
process. In other words, speakers enter the communicative exchange with
preconceived notions about the code polarity both in terms of language prestige
and about the role the code polarity in indicating sociolinguistic functions of
varying prestige and complexity (Albirini, 2011:547).
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Myers-Scotton’s model, the Matrix Language Frame (MLF), allows structuring
different kinds of code choice, both in bilingual and in diglossic realities. She
lists four different kind of codeswitching: ‘codeswitching as marked choice’;
‘codeswitching as exploratory choice’, ‘codeswitching as sequential unmarked
choice’ and finally ‘codeswitching as unmarked choice’. Boussofara-Omar
(2005) applies this MLF model to Arabic and argues that middle varieties are in
fact diglossic switching, and that there is no variety conventionalised as a third
form or ESA. The switch takes place within two languages in contact, or
language varieties in contact. One of them is the Matrix Language, which
determines the morphosynctactical nature of the speech and provide for some
morphemes, and the second is the Embedded Language, which provides for
other morphemes within the code-switching process. “What is being
conventionalized are patterns of switching between two varieties, with the
dialect as the matrix variety into which constituents (i.e. content morphemes)
from CA/MSA are embedded” (Boussofara-Omar, 2005:55). According to
Boussofara-Omar (2005:77), “the reconsideration of the third language and
middle varieties in light of the model of the grammatical structures of code
switching demonstrates that diglossic switching is non-random, systematic and
predictable.” Thus, Boussofara-Omar triggers a process of “re-conceptualisation
of Ferguson’s diglossia, as she perceives that it is in diglossia that the
justification for a non-randomness at the linguistic level (linguistic constraints)
as well as the motivation of variation (social motivation) should be found” (Giolfo
and Sinatora, 2011:111). Boussofara-Omar defines patterns of switching
between two varieties as conventionalised. On the contrary, as explain above,
this thesis adopts the reference-packagings model and it argues that patterns of
code-switching are based on native speaker’s individual choices and variation
lies in the Arabic native speaker’s mind. The difference between this approach
and diglossia is that the two reference-packagings cover complementary
linguistic and metalinguistic skills. This complementarity make them part of one
cultural system. Within diglossia, instead, both varieties encompass all
language skills but they are used in different situations and are therefore
mutually exclusive. Within diglossia, language variety use derives only from
sociolinguistic circumstances and situations. In the reference-packagings
model, in contrast, although sociolinguistic circumstances and pragmatic
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reasons play an important role in influencing choices of language varieties, the
key to language switching is the native speaker. I explore now how Arabic
diglossia affects TAFL as well as the implications that Giolfo and Sinatora’s
model has on it.

2.5 Implications of Arabic variation for TAFL
In the previous sections, we have seen that the domain of SA use is
predominantly that of reading and writing, whereas it overlaps with CA in
speaking and listening. Due to the spread of CA on social media, written
productions can occur in CA but this lacks a fixed codification and it is therefore
not included in the skills to be taught within an AFL programme. Diglossia
affects TAFL under four main perspectives. The first concern is related to which
language variety should be taught. The answer ranges from one variety, either
SA or CA, or both varieties. In the second case, it is necessary to establish
which emphasis is to be allowed for each variety and in which order the two
they should be introduced. Finally, I believe it is important to add a query about
the availability of time and investigate whether there is there enough time within
an AFL programme to cover the teaching of both varieties.
Most university Arabic classes focus on SA and usually offer optional classes of
CA for advanced students or in study abroad programmes (Amara, 2006; HeeMan & El-Khazindar, 2006; Ryding, 2006). In these cases, the teaching of CA is
concise and frequently separated from SA (Palmer, 2007:114). Historically, the
approach to Arabic teaching that favours SA “flourished after the Second World
War and, as of today, it is still the most common approach” (Alosh, 1997:88). As
Al-Batal (1992) reports, reasons given for opposing the teaching of CA include
lack of materials for teaching vernaculars, limited class time and impediments to
the decision of which vernacular to teach. Moreover, teachers of AFL often
share the prevalent attitude that SA is the authentic Arabic, and that the
vernaculars are its corrupted and ungrammatical diversions (Ryding, 2008:16).
The reason for not incorporating CA within SA is threefold: first, the
development of oral skills in SA is seen as a tool for students who can use it as
a springboard to acquire later any spoken dialect in its social context, ideally by
travelling to the target country; second, the use of SA within an environment as
academic as a university classroom is considerate appropriate from a
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sociolinguistic perspective; and finally, students of intermediate and advance
levels are expected to perform at higher levels of abstraction, which makes the
use of SA appropriate (Alosh, 1997: 89-90). Alosh (2009:54) doubts that the
goal of training students to perform like Arabic native speakers, i.e. read a text
in SA and discuss it in CA, solely through classroom instruction, is realistic and
achievable. He (2009:54) claims that “this ability can be developed as learners
gain fluency in a dialect learned during study abroad, not during the few contact
hours available in state-side programs”. Moreover, he (2009:57) suggests that
Arabic instruction:
“should focus on building a solid foundation in MSA for at least the first four
semesters. The field should not be concerned with the so-called “linguistic reality.”
It is the situation that exists for the native speakers of the language and also for
advanced non-native learners. For beginners and intermediate learners, the task
should be the learning of the Standard code first. I would follow two guiding
principles. The first one would be the attainment of a certain level of proficiency in
Standard Arabic (say Intermediate Mid), by the end of the fourth semester. As
teachers, we should focus on developing communicative skills although no dialect
is involved. These skills are transferable and would be useful when the learners
eventually had the opportunity to travel to one of the Arab countries and learn its
specific dialect. We should not deceive ourselves by thinking that we can replicate
the process of native-speaker linguistic development. The differences between a
native speaker and a non-native learner are so numerous and significant that they
defy any comparison.”

Nevertheless, as Palmer (2007:112) states, students who study only SA face
difficulties in communicating with native speakers, since they “are kept outside
the in-groups and often experience frustration and embarrassment when trying
to [interact] with Arabic speakers.” Language teaching models that largely focus
on SA do not reflect the multifaceted nature of Arabic, and do not expose
learners to its linguistic variety. By not being exposed to real-life language input,
students are less likely to come into contact with native speakers’ authentic use
of the language. While the main goal of AFL students in the 1960s and 1970s
centred around reading old Arabic texts, all indications are that students now
want to learn Arabic with the goal of functioning in all the language skills,
namely understanding, speaking, reading and writing the target language in the
way it is used by its native users (Belnap, 1987; Younes, 2006). Therefore,
responding to the learners’ needs is equivalent to providing them with effective
tools to perform in real-life situations. Since interaction is “somewhat off-limits to
those who do not speak the appropriate code” (Palmer, 2007:112), both
varieties –SA and one vernacular – ought to be taught. In line with this
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assumption, new materials that incorporate vernaculars alongside SA are being
developed (Ryding, 2006:15).
This leads us to the second main concern, which inquiries about the emphasis
that should be allowed for each variety in an AFL programme. I agree with
Eisele (2006:219) that usually “the choice is […] a matter of the value systems
of the learners and pedagogues involved.” A great emphasis is placed on CA by
language teachers and curriculum developers who “value speech over other
forms of language-based communication” (Eisele, 2006:219), whereas
prevalence for text-based activities is to be found in Arabic academic studies
that mainly focus on literature, politics and media. In my opinion the emphasis is
to be functionally placed according to the relationship between language
varieties and linguistic skills. Within a diglossic language curriculum, the
ultimate goal needs to be centred on tasks, and the curriculum should be
designed towards achieving task-based goals: two language skills, namely
reading and writing, need to be performed in SA, whereas speaking and
listening involve both SA and CA.
This is followed by the third of the afore mentioned perspectives: the order in
which the two varieties should be studied. At the present time, there exist
different approaches to Arabic teaching in which both SA and CA are included. I
start by exploring the simultaneous method (Al-Batal, 1992; Fakhri, 1995; AlBatal and Belnap, 2006; Wahba, 2006; Palmer, 2007, 2008) and I
susebsequently proceed to outline integrated approaches (Younes, 2009; Giolfo
and

Salvaggio,2018).

Within

simultaneous

approaches

SA

is

taught

concurrently with CA and the two teaching tracks complement each other rather
than competing (Ryding, 2006:17). There are specific reading and speaking
goals for each track. According to this method, “the Arabic classroom can and
should be a place [where] multiple registers co-exist, as they do in real life” (AlBatal and Belnap, 2006:397). Al-Batal argues (1992:298) that the simultaneous
approach seems to adequately deal with Arabic diglossia as it reflects the
diglossic situation, as it exists nowadays in the Arab world, in the classroom.
This is achieved by introducing SA as a written variety alongside one spoken
dialect for communication. In line with this approach, Fakhri (1995) proposes to
simultaneously teach SA and one vernacular and to develop reading and writing
skills in SA, while introducing a vernacular in the listening and speaking skills.
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Wahba (2006), suggests presenting SA and CA as separate entities at the early
stages of learning, followed by mixed texts at the intermediate level and
integration at advanced levels. Three major shortcomings have been identified
within the simultaneous approach: first, it “does not account for variation in
speaking brought about by situational, contextual, personal, and other factors”
(Alosh, 1997:94). Second, speaking is restricted to CA and reading and writing
to SA, thus creating an artificial dichotomy. Third, students run the risk of
confusing the two varieties (Ellis, 2001).
Integrated approaches, instead, start with a language variety and gradually
integrate the other. Younes (1990) and Giolfo and Salvaggio (2018) propose to
start with CA and integrate SA (I define it here a CA-based integrated
approach). In these approaches, the emphasis is placed on familiar and
informal vocabulary and contexts at the beginning of the programme, for which
CA is particularly appropriate. Reading and writing activities are also introduced
at an early stage, and they are conducted in SA through a clear separation of
tasks performed in the two varieties. This separation becomes “more fluid” as
the level of proficiency of the learners increases (Giolfo and Salvaggio, 2018:7).
As Younes (2009: 60) states, SA:
“occupies an increasingly more (sic.) prominent role in the curriculum with the
move towards the less familiar, less concrete and more formal, but integration
remains an important feature of the whole program. An attempt is made to develop
the four language skills simultaneously. Speaking activities are conducted in [CA]
throughout the course, while reading and writing are conducted in Fusha. One
lesson typically involves work on more than one language skill, which results in a
continuous and spontaneous movement from Fusha to [CA] and vice versa as a
function of the linguistic situation and the language material that are being
replicated. Following common practice by native speakers, material presented in
Fusha is discussed in [CA], which contributes to the continuous movement
between the two language varieties.”

Data show that the opportunity to learn a variety of Arabic that can be used in
daily conversations with native speakers, greatly motivates the students. By
analysing phonology and grammar, Haddad (2006) concludes that cognitively it
is preferable to learn a vernacular before SA, but he argues that further
research is needed in this area. “Typically, two objections are raised against the
integrated approach: the fear of confusing students, and the difficulty or
cultural/political sensitivity of deciding which [CA] should be introduced in the
program to the exclusion of others” (Younes, 2009:63). According to Younes,
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(2009:63), confusion between SA and CA is minimised in the integrated
programme because the two varieties are introduced in the classroom through
language materials that keep their skills separate: SA is presented through
reading passages to be read and understood but not to be actively spoken
(Younes, 2009:63). On the contrary, CA materials are introduced and regularly
used as a foundation for speaking activities. The opportunity to develop the
necessary skills to use in their proper contexts enables the students to develop
a correct approach to the sociolinguistic realities of Arabic (Younes, 2009:63).
According to Ryding (2009:50):
“The challenges to our field lie in integrating authentic spoken discourse skills and
strategies into traditional MSA curricula to the extent that they are necessary for
communicative competence at any proficiency level. These challenges include the
materials, sequencing, design, and teaching of primary discourse skills. […] What
our curricula need is restructured access to both the primary and secondary
discourses of Arabic. The new architecture of Arabic as a foreign language –
including curricular goals, sequencing, and text-type – needs to be constructed with
full respect to issues of discourse type, interactive functional skills, the building of
firm foundations, and expanded definitions of linguistic, cultural, and social norms
and appropriateness. It includes written Arabic as the cornerstone of literacy, and it
includes spoken forms of Arabic, both colloquial and educated, as cornerstones of
spoken fluency.”

Ryding (2009:51) adds: “This is not meant to imply that Arabic programmes
should not teach individual dialects; but it does mean that, in the real world of
Arabic usage, students need more than an acrolect [i.e. the H form] and a
basilect [i.e. the L form]. They need to learn how to calibrate the formality of
their speech, and how to distinguish and adjust to particular situations and
regionalisms. […] Learners need instruction, not just exposure. And part of that
instruction incorporates the cultural and linguistic pragmatics of interactive
discourse focusing on contextualized uses of language.”
A SA-based integrated approach, in which students begin with SA and are
introduced to CA only at a more later stage, “has dominated Arabic pedagogy
up to now, whether it is proficiency-oriented or not” (Eisele, 2006:218). Ryding
(2006:16) calls it “reverse privileging”, as the vernacular language of the primary
discourses of familiarity is postponed or minimalised, while the language of
secondary and formal discourse is made central. She claims that it is
discouraging and limiting for students to be denied early access to the
vernacular skills with which they could informally interact with Arabic speakers. I
agree with Ryding and I share the assumptions of the CA-based integrated
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approach. However, as we have previously seen, the main pedagogical
approach that encompasses instruction in both varieties begins by teaching SA
and introduces CA only at a later stage. In order to reproduce the most
widespread AFL teaching reality, this study follows the same order and
introduces CA in groups that have already undergone formal teaching of SA. I
highlight here five assumptions of the SA-based blended approach as
presented by Alosh (1997) that I undertake in this research:
i.

“The process of learning and teaching should be reflected by a rigorous
methodology”: course materials should be achievement-oriented and
students should be explicitly taught learning strategies (Alosh, 1997:96).

ii.

“A foreign language course in an academic institution should not be
designated with the purpose of turning out native or near-native speakers”.
In light of this, foreign language programmes should set realistic and
feasible goals (Alosh, 1997:97). I agree with Alosh that the goal of
reaching near-native proficiency might be difficult to achieve. However, I
believe that students should be helped and guided to become autonomous
and independent learners, and to adopt effective approaches to Arabic
acquisition. This should happen by engaging them in developing language
learning and vocabulary building strategies. Although it is unlikely that
students reach native-like proficiency levels through language courses, if
the instruction aims at supporting them to become skilled and independent
learners, it is also likely to promote, in turn, their language knowledge
development until very high levels of proficiency.

iii.

“Arabic language varieties should not be taught as discrete systems”.
Learners should be aware that the SA and CA forms they learn are
perceived by native speakers as part of one single language (Alosh,
1997:98);

iv.

In an Arabic programme there should be a separation between SA and CA
based on specialisation of function in order to preclude any conflict
between the objectives specific to SA (i.e. reading and writing) and those
common to both (i.e. listening and speaking) (Alosh 1997:100).

v.

“Teaching rules of use is as crucial as teaching rules of grammar” (Alosh,
1997:97): students must be aware of when and how elements of SA and
CA are used and both the reason and the way they alternate. In order to
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reach linguistic proficiency in Arabic, learners also need to develop skills
which allow them to perform native-like diglossic differentiation, thus to
understand not only sociolinguistic factors that can trigger language
variation, but also the reasons that lead native speakers to switch between
them.
The final question I introduced at the beginning of this section asks whether
there is enough time to efficiently cover both varieties. The answer lies, I
believe, within point (b) among Alosh’s assumptions. TAFL comprises more
than one language variety as well as sociolinguistic and code-switching skills to
be developed. The workload that students need to undertake is undoubtedly
challenging and extremely demanding. However, research can help teachers
and instructors to support students in developing learning strategies that
enhance autonomy. One of the main aims of this study is in fact to investigate
teaching methodologies that enhance learners’ autonomy, promote the efficient
development of code switching skills and provide the students with the
necessary tools to become interactive users in both language varieties.

2.6 Conclusion
The aim of this chapter was to identify and review the literature on Arabic
variation upon which this research is based. Its purpose was also to analyse the
impact that different approaches to variation have on TAFL.
The conceptual framework of the research is grounded mostly on linguistic
analysis of Arabic diglossia, but other literatures were also drawn from,
including Arabic Sociolinguistic and Applied Linguistics. The chapter reiterated
the key features of Arabic varieties because they have a central role in this
research. It also details their historical development, and it outlines my position
towards their essential nature and their roles in the language community.
Based on a view that the varieties are capable of fulfilling complementary
linguistic, sociolinguistic and ideological roles, I have elaborated my agreement
or disagreement with the main theoretical models used to describe their nature
and functions. Arabic varieties are regarded in this thesis as partly responding
to over-imposed linguistic and sociolinguistic rules of use, and partly being a
product of native speakers’ ideologies. Moreover, although complementarity is a
hallmark of language varieties, this does not entail mutual exclusivity of
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functions and significances. For example, concepts such as prestige, identity
and belonging can be expressed by both varieties.
The chapter was divided into four sections.
The first section gave a historical overview of the development of Arabic
varieties and identified their differential features and their commonalities. This
historical synopsis provided a detailed picture of variation as an intrinsic feature
of Arabic. Moreover, I identified the historical changes in language varieties,
with the aim of portraying how, and to what degree, their main characteristics
have evolved. Language varieties’ structures and nuances of significance were
highlighted through their historical evolution. Arabic used to be, and still is,
commonly referred to as a language composed of discrete varieties that fulfil
specific functions. My position disagreed with this analysis and it defined it as
being too restrictive. I proposed, instead, that language varieties can be
dichotomous and respond to different contexts of use, but they can also fulfil
similar functions. For example, only SA is appropriate in formal written
communication media whereas only CA is appropriate in spontaneous oral
conversations. However, both of them may be employed to define identity and
express the speaker’s position within the speech community. The difference
among them is, in this case, the meaning of their intrinsic message. While SA
conveys a sense of belonging to a pan-Arab(ic) reality, CA can express group
identity or national identity.
The next section was structurally and theoretically based on the analysis of
language varieties introduced in the previous part. While the focus of the first
section was placed on Arabic varieties as singular realities, it prefaced the
analysis of their combination for the purposes of communicating within the
speech community, which was the scope of the second section. This section
analysed how Arabic variation is performed within Arabic speech communities.
This linguistic performance is referred to as ‘Arabic diglossia’. Ferguson’s
definition of diglossia was key to explaining an interpretation of linguistic
functions that has remained almost undisputed for decades and that reinforces
the ideological stances of prestige and codification for SA, and linguistic
corruption and absence of rules for CA. My theoretical approach disagreed with
that of Ferguson and was founded on elements selected from other theoretical
models. I also focussed in this section on emphasising an aspect of CA and SA
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that is, in my opinion, greatly undervalued: I argued that while only SA can fulfil
the role of the standard and codified language, both SA and CA can assume a
prestigious role.
The third section of the chapter defined the model I adopt to describe language
variation, namely the ‘reference-packagings’ model. The model was depicted as
having two different levels. On the one hand, it reflects the dimension that
language variation occupies in the native speakers’ brains. On the other, I
explained its use in communication acts. The reference-packagings model
describes how the use of both language varieties occurs by means of codeswitching. This allows speakers to abide by linguistic rules that require using
appropriate forms in specific sociolinguistic contexts. Code-switching also
allows for shifts between language varieties to implicitly express subjective
language ideologies that are related to use of one language variety or the other.
In this thesis, I refer to the switch between language varieties as diglossic codeswitching, and I explained its characteristics in detail in this section.
The fourth and final section described the impact that the mainstream
interpretations of diglossia, based on Ferguson’s model described in section
2.3, have had on the field of TAFL. This field is characterised by the
predominance of SA teaching at the expense of CA. Moreover, the emphasis
placed on the two varieties is often perceived as necessarily exclusive. I
conversely argued for the importance of methodologies that include both
language varieties and that provide adequate emphasis to their roles in real-life
use.
My theoretical position favours integrated methodologies that introduce CA and
SA almost simultaneously, and that start with the former. However, my research
applies to TAFL programmes that exclusively, or mainly, teach SA and where
the introduction of CA occurs, if at all, only at a very advanced stage of
instruction. The purpose of this investigation is to explore methodologies to
teach diglossic vocabulary items and forms, and to analyse how the teaching of
diglossic vocabulary affects students’ language awareness and motivations. I
propose to investigate teaching methodologies within the field of TAFL that do
not deviate significantly from prevailing approaches for two reasons. Firstly, if
the methodologies investigated are shown to be effective, they could be feasibly
introduced within programmes of TAFL that already exist without altering them
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drastically. Moreover, such an analysis could also provide insights into the
limitation of the methodologies that are currently used.

59

3 CHAPTER 3 – Theoretical Framework
3.1 Introduction
In the previous chapter I sought to position myself within the wider field of
analysis of Arabic diglossia and its impact on the field of TAFL. I also posited
that the ability to master both SA and CA is of paramount importance to
achieving language proficiency. That chapter has shown that the dichotomy
between SA and CA has generated significant debate. SA is often perceived to
be in conflict with CA and to challenge its unifying role provoking fragmentation,
alienation, and the loss of shared cultural values (Ryding, 2013). The
predominant approach to diglossia interprets it as having an unsettling effect on
communication among Arabic speakers as well as a negative and disruptive
influence on the education of Arab children. It also views it as having negative
implications for socioeconomic, cultural and political advancement. This
approach towards diglossia is the one that receives most attention.
This research criticises the implications of focussing solely on the negative
aspects of diglossia and it argues that these negative readings overshadow
positive attitudes towards CA and Arabic variation, and that they portray a
distorted and misrepresentative picture of Arabic reality. It therefore highlights
more positive readings and interpretations of diglossia.
First, the propagation of an unfavourable view of diglossia as being a disruptive
element hinders the recognition of its positive features and use. Interestingly,
researchers have observed instances of countervailing attitudes among
educated Arab speakers, who are increasingly using a prestigious form of CA
and expressing favourable views about the cultural values that it embodies
(Albirini, 2016). Native speakers also seem to appreciate the role of prestigious
spoken forms in representing national identities, and are amenable to the use of
such forms in semi-formal contexts. Acknowledgement of these positive views,
alongside the negative perceptions of diglossia, sheds a more accurate light on
real-life language use. It also supports one of the assumptions of this thesis: the
rejection of a dichotomous view of the roles and functions attributed to language
varieties, in favour of a more flexible understanding of their codes and of the
shades of opinion that native speakers have towards them. Based on this view,
this research emphasises the significance of native speakers’ ideologies and
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linguistic choices, together with sociolinguistic factors, in understanding
language variation and diglossic code-switching.
Second, the strident defence of an essentialised form of Arabic against the
threat of colloquial influences perpetuates the idea of Arabic as a monolithic
entity by denying its multifaceted nature, creating a deep cleavage between
reality and theory. In the field of TAFL it also encourages language teaching
models that focus solely or predominantly on SA, which is therefore the
dominant instructional medium and instructional goal of most AFL programmes
(Ryding, 2013). Pedagogical models entirely built on SA do not reflect Arabic
linguistic variety and they lead to a discontinuity between language reality and
teaching. This produces “linguistic uncertainty among native and non-native
users of Arabic” (Palmer, 2008:84). On the one hand, native speakers face the
challenge in schools to “unlearn the language used at home and among friends
to relearn what is supposed to be their native language” (Palmer, 2008:84). On
the other, students of AFL are not exposed to spoken varieties and their use in
real-life situations (Farghaly, 2005:29). It would be of great interest to
investigate pedagogical approaches aimed at supporting Arabic native speakers
to overcome the above-mentioned challenges, but this is beyond the scope of
this research, as I focus here on AFL learners and programmes.
The great stress I place on the role of both linguistic and metalinguistic factors
in diglossic code-switching led me to adopt the reference-packaging model for
language variation, as explained in the previous chapter. By attributing equal
prominence to both elements, the model acknowledges the importance of
understanding not only sociolinguistic features that are external to the speaker,
but also pragmatics and metalinguistic factors that are subjective and therefore
dependent entirely upon each speaker’s personal choices. For example, we
have seen in the previous chapter that, as prestige applies to both language
varieties, the choice of which variety to use in a formal and semi-formal context
is often subject to native speakers’ perceptions of language roles and the
metalinguistic messages they want to convey.
Considering this interpretation of Arabic linguistic reality, this thesis aims at
identifying teaching approaches that include SA and CA, and that highlight the
importance of sociolinguistic as well as ideological and subjective factors in
prompting diglossic code-switching. The main objective of the afore mentioned
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teaching approaches is to help learners of Arabic to efficiently develop diglossic
vocabulary and to become proficient users of diglossic code-switching. This
research also argues for an approach to the teaching of Arabic diglossia that
exhibits CA prominence in the spoken language across a rich and diverse range
of situations and levels of formality. This does not endanger the role of SA as
the irreplaceable variety used in the two language skills of reading and writing.
However, it encourages the development of speaking and listening skills in SA
and CA, and that CA be used across different ranges of prestigious contexts.
The bases of the theoretical framework of this thesis are:
i.

Variation as an integral feature of Arabic;

ii.

The interpretation of Arabic variation and its representation
through the reference-packagings model;

iii.

The application of the reference-packagings model to TAFL
through the development of diglossic code-switching skills.

I explained the above three points in detail in chapter two with the aim of
defining the pillars upon which the theoretical framework of this thesis is built.
This chapter will outline the key features of the theoretical framework and is
divided into three sections.
The first section describes an approach to variation as an integral feature of all
Arabic varieties, which are intrinsically heterogeneous. It shows that diglossic
code-switching is used at almost all levels and communication acts. This
reinforces my position that students of AFL need to become skilled users of this
linguistic practice. Moreover, it justifies my assertion that learners of Arabic
ought to also develop noticing and interpretation skills that help to develop a
facility in diglossic code-switching use and in intuiting the motivations that
trigger it. In the same section I illustrate the reasoning behind my selection of
the variables employed in this study.
The second section defines native-like proficiency. Its definition is based on the
interpretation of Arabic variation in the reference-packagings model and its
application to TAFL. I describe two Arabic proficiency benchmarks that I use as
measures of expertise in both SA and CA. The first is the ability to “move”
(Younes, 2006:162) between language varieties and the second is the ability to
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use the language appropriately in order to convey meaningful messages, that is
“socio-pragmatic competence” (Giolfo and Salvaggio, 2018:6).
The last section identifies the learning outcomes that this research seeks to
measure for the teaching of Arabic diglossic vocabulary and code-switching.
The learning outcomes and pedagogical methodology adopted in this research
are based on the definition of proficiency outlined in the second section. While
the pedagogical methodology is outlined in chapter four, I focus here on the
definition and measurement of diglossic vocabulary development, language
awareness and students’ perceptions and attitudes.

3.2 The systematic nature of variation
Although Arabic is referred to as a diglossic language, research has shown this
to be an imprecise definition, as we have seen in the previous chapter.
Numerous studies (for example Badawi, 1973; Meiseles, 1980 and Walters,
2003) criticise a binary approach to Arabic varieties and they claim the
existence of multiple levels of mixing that lead to the creation of intermediate
and mixed language levels between the diglossic and polarised varieties CA
and SA. I have criticised the variationist approaches to Arabic in section 2.3.3
and I claimed that Arabic varieties are heterogeneous in their nature and
therefore intrinsically various. We will see below that SA and CA varieties are of
no exception.

3.2.1

Intrinsic variation of SA

Although SA is relatively homogeneous across the Arabic-speaking world, there
are substantial and consistent divergences in vocabulary between different
regions and countries. For example, according to Holes (2004:47), there are
differences in SA “vocabulary that differentiate the Maghreb countries –
principally Tunisia, Algeria, and Morocco – from those of the Mashreq, or
eastern Arab world. […] These often reflect underlying east-west dialect
differences or […] the different foreign languages with which each area has
historically had most contact.” Wilmsen’s research analyses SA in newspaper
texts printed in Egypt and Lebanon and has found vocabulary differences due to
interferences from the colloquial Arabic spoken in the two countries (2010:12263

3). His research reveals that features are sometimes transferred directly from
writers’ vernaculars into SA, whereas in other cases SA syntax, such as
sentence structure or the ordering of direct and indirect objects, is influenced by
CA. Holes (2004:48) reports that spoken broadcasting is also characterised by
the use of a plethora of language varieties. These range from pure SA to pure
dialect and they show “a greater or lesser mixture of MSA and dialectal
elements, depending on the speaker’s (or writer’s) perception of the formality of
the context. […] In some circumstances speakers switch between using a
“colloquialized” MSA and a “standardized” colloquial as they perceive the
demands of the speech context to change” (Holes, 2004:48) (quotation marks in
original).
In his study, Magidow (2013) analyses the choices of Syrian native speakers in
producing a written text in SA and how they identify a standard register in a
given written text. He does so by investigating the elements that native
speakers find inappropriate for the targeted register level and that are therefore
filtered out from a SA text. The main results show a general avoidance of
negative interference from CA, i.e. speakers avoid forms that occur in colloquial
speech. Although they do not always agree on the best possible alternatives in
SA, they are “united in their dispreference” (Magidow, 2013:151) for what is
perceived to be too close to the colloquial forms. The existence of numerous
colloquial varieties and the consequent differences in vocabulary items among
them infer that it is not possible to reach an agreed-upon pan-Arabic perception
of negative interferences from CA. The variations between vernacular forms are
therefore likely to lead to “differences in speakers’ avoiding strategies, thus
leading to further variation in the terms regularly used in formal MSA” (Magidow,
2013:161). Similar results have also been reported by Parkinson (1992:237) in
his study conducted with native Egyptian speakers.
Finally, Ibrahim’s (1986) research shows that the boundaries of (un)acceptable
forms of SA change within regional variation, and for example that Lebanese
newspapers seem to allow more room for colloquial or overlapping forms than
their Syrian counterparts. It is therefore clear that the perception of what is SA is
not totally homogeneous among Arabic speakers and that “the boundaries
between colloquial and MSA are largely maintained [and adjusted] by the
speakers themselves” (Magidow, 2013:161). In his study about language ability
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and ideology in the Egyptian Arabic speech community, Parkinson (1992:250)
states that “Egyptian native speakers of Arabic are not of one mind when it
comes to their formal language.” This further supports the reference-packagings
model which argues for the role of native speakers’ metalinguistic models in
their linguistic choices and performances. It also supports the claim that
authenticity in Arabic is variation and that foreign learners of Arabic need to
develop sociolinguistic expertise to pinpoint and decipher it. SA internal diversity
is identified here for its role in supporting the my claims that variation affects
every variety of Arabic and for this reason it represents authenticity. This does
not exclude nor diminish its role as the codified and written variety, and it is in
light of these functions that it is adopted in this study. SA is employed here as it
is described in reference grammars (Haywood, 1998; Ryding, 2005) as well as
dictionaries (Wehr, 2012).

3.2.2

Intrinsic variation of CA

Moving away from SA, we enter the domain of CA to find that this umbrella term
comprises countless local vernaculars showing differences in their lexica,
phonology and morphosyntax (Versteegh, 2001:107). The dialectological
literature has suggested various taxonomies based on different criteria to
classify the wide range of vernacular varieties and three of them are outlined
here: geographical, anthropological and sociocultural. As I have said earlier, a
“popular” (Albirini, 2016:31) classification of Arabic vernaculars is based on
geographical factors and has identified five regional groups. According to
Versteegh

(2001:145)

these

are:

the

Maghreb,

Egypt,

the

Levant,

Iraq/Mesopotamia and the Gulf (Versteegh includes Yemen in this last group).
This classification is geographical in that it considers linguistic characteristics
that are largely shared by the speakers of the afore mentioned zones. Mutual
intelligibility between speakers of different regional vernaculars may not always
be achieved and “the greater the distance between any two points of
comparison, by and large, the greater will be the differences between the
ordinary vernaculars spoken in them’ (Holes, 2004:3). Thus, the varieties of CA
spoken at the margins of any given area “differ from each other considerably,
and certainly to the point of mutual unintelligibility, if we were to compare what
might be called the plain uneducated vernaculars” (Holes, 2004:3). However,
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these varieties are often considered “to share a collective history and a wide
range of phonological, syntactic, morphological, and lexical features that justify
their subsumability within the family of Arabic varieties” (Albirini, 2015:9).
There is a large linguistic microvariation within regional groups and vernaculars
can be further subdivided on the basis of the countries in which they are
spoken, such as “Omani Arabic” or “Tunisian Arabic” (Theodoropoulou and
Tyler, 2014:23). At a further level of taxonomy, country-specific CA varieties can
be divided on the basis of their human geography: urban, rural or Bedouin
(Palva, 2006). This overlaps with anthropological criteria that differentiate CA
varieties based on the main lifestyle of the societies in which they are spoken,
i.e. nomadic or sedentary (Bassiouney, 2009:19). Due to a large interaction
among nomadic and sedentary communities, the boundaries between their
spoken colloquial varieties are not always straightforward, with rural and urban
dialects also containing Bedouin features and vice versa (Versteegh, 2001:149).
Various studies have suggested that urban varieties are considered to hold a
prestigious status among urban and non-urban speakers. This is due to fact that
cities often enjoy a higher socioeconomic status, more modern infrastructure
and communication systems and their inhabitants have access to higher
educational institutions than the rural and Bedouin populations (Abdel-Jawad,
1986; Al-Wer, 2002, 2007; Wahba, 1996).
As we have seen in the previous chapter, it is important to note that within each
modern Arab nation-state the colloquial of the capital city is usually considered
the most prestigious and acts as a local common spoken variety (Altoma, 1969;
Ferguson, 1959; Haeri, 1991; Ibrahim, 1986; Miller, 2006; Versteegh, 2001)
despite the fact that it is not insusceptible to language variation. Amer, Adaileh
and Rakhieh (2011:23) report the example of the vernacular spoken in Amman,
the capital of Jordan. They call it ‘Madani Arabic’ and describe it as being
different from local dialects as well as being very diverse in itself. On the one
hand, it is linguistically distant from the vernaculars of both the south and the
north regions of Jordan. On the other hand, it is not “uniform throughout the city”
(Amer, Adaileh and Rakhieh, 2011:23) either. For example, there seem to be a
relevant difference between the variety used by the population who settled in
Amman but is not originally from the capital, and the population that was born in
the capital instead. Together with geographical and anthropological factors at
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play in influencing intra-country vernacular variation, we have previously seen
that several sociocultural aspects are also included. Sociocultural factors can be
gender, religion, family education and economical background (Al-Wer, 2014;
Haeri, 1991; Miller, 2007 among others). This shows us that what makes the
varieties spoken in the capital cities act as common local vernaculars is
independent from the fact that they have not undergone a standardisation
process and that are not exempt from language variation. It rather seems to
stem from language attitudes of native speakers that transfer the supremacy
status of a given capital city onto linguistic features considered to be distinctive
characteristics of the varieties spoken in the capital.
The overall picture is of a kaleidoscopic variation, and hence identifying specific
and unambiguous definitions of CA is not a straightforward process. It also
emerges that language attitudes play a fundamental role in defining language
varieties and prestige. In fact, we have seen that most of the criteria associated
with standard varieties, such as prestige and formality, are based on native
speakers’ assessments and perceptions to form their judgement on the varieties
and are therefore “evaluative” (Milroy, 2001: 533). These criteria have
influenced the choice of the colloquial variety to be employed in this research. I
will briefly explain here the reasons that led me to this choice.

Variety of CA used in this study
When the process of selecting a CA variety for this research started, I decided
to firstly apply the “popular” (Albirini, 2016:31) classification of Arabic
vernaculars based on geographical factors, and I selected one of the five
regions identified by Versteegh, namely the Levant, comprising the vernaculars
of Jordan, Lebanon Palestine and Syria. The reason for selecting this specific
area is familiarity: having spent three years living in Jordan and Lebanon
between 2006 and 2010, this is the Arabic regional vernacular I am most
familiar with in. Although I would not claim a native-like knowledge of the
vernaculars spoken in the region, the exposure received to these varieties is
significantly greater to those of any other area. Similarly, living in the region
gave me the opportunity to internalise metalinguistic information which are
unfamiliar to me elsewhere. I then went on to narrow down the selection and
focus on one specific area within the whole region. This decision was
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underpinned by the belief that CA instruction should be informed by
sociolinguistic research as it sheds light on how the language is used in
everyday life, and the vast majority of publications in sociolinguistics adopt a
country-specific or group-specific division (Albirini, 2016:31).
From this perspective, I decided to focus on the Lebanese/Central Syrian
vernaculars (Versteegh, 2001), and specifically on the vernaculars spoken in
the capital cities, due to their role as prestigious colloquial forms and to my
familiarity with them. As the participants in this study are beginner students of
Arabic, I decided to employ only one capital-based CA to avoid confusing the
learners and producing unreliable results. I favoured Damascene CA over
Beiruti CA as I am more accustomed with resources that teach the former to
non-native speakers, other than the latter. The approach to Damascene CA in
this study replicates that of Magidow’s (2013:148), which sees it as the variety
defined by Cowell’s grammar (1964) and dictionary (1965). Cowell treats the
colloquials of the whole Levantine area but it is largely based on Syrian
vernaculars, and specifically Damascene CA. The structure of the language
material used for this research is explained in chapter four.

3.3 Diglossic code-switching use in real-life communication
The previous sub-sections show that diglossic code-switching is regularly and
steadily

used

communication

in

communicative
settings:

situations.

diglossic

I

focus

code-switching

below
in

on

three

intra-dialect

communication; in inter-dialects contexts; and written productions. The analysis
of the way in which this linguistic practice is used by native speakers in linguistic
interactions, provides crucial details on the use of diglossic code-switching in
real-life communication.
For the purpose of accuracy, it is necessary to clarify here that diglossic codeswitching comprises two different forms of shifting between language variations
in this thesis. One form refers to the mixing of two distinct codes in native
speakers’ oral interactions. The other form is a shift between different language
varieties that are used in relation to their media of communication: oral or
written. This switch refers to the alternation of Arabic varieties that native
speakers employ according to their specific domains and functions: SA “is used
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for reading, writing, and formal, scripted (as opposed to spontaneous) speaking,
while [CA] is used for ordinary conversation” (Younes, 2015:17). Although it is
true that the use of CA for reading and writing has increased in recent years
with the availability of the internet, particularly in the form of text messages,
Facebook comments, and comments on newspaper articles written in SA, the
general pattern of usage remains that described above: SA for reading, writing,
listening and scripted speech, and CA for listening and spontaneous
conversation. Educated native speakers of Arabic, i.e. those who master a CA
variety and are educated in SA, move from SA to CA and vice versa depending
on the linguistic situation or task in that, for example, they read the news in SA
but they discuss it in CA.
As seen previously, Arabic varieties are not used by educated native speakers
as independent from each other, but they complement one another to form one
system of communication. We have also seen that they are suited for specific
functions and both “are necessary for functioning in the full range of situations
where an educated native speaker is expected to function. Without one or the
other the proficiency of such a speaker is incomplete” (Younes, 2006:159).
Therefore, the two forms of diglossic code-switching can happen in the same
speech or linguistic performance and they intrinsically constitute Arabic
variation. This is of great importance as it informs the definition of native Arabic
proficiency I adopt, which is in “diglossic native proficiency” as defined by
Wahba (2006:146). Learners therefore need to become “diglossic language
user” (2006:146). The factors that determine this linguistic performance in
Arabic can be of manifold nature such as linguistic, social and metalinguistic as
previously elucidated. In the following section I focus on diglossic codeswitching and its performance in oral conversations. This gives me the
opportunity to explore the nature of the language that native speakers use in
oral interactions and to inform my pedagogical approach to diglossic vocabulary
teaching. I have individuated three different forms of diglossic switching that are
relevant to the students of Arabic as they represent real-life situations in which
the students are likely to find themselves in: (i) intra-dialect communication, i.e.
oral interactions with native speakers of the same vernacular they have learned;
(ii) inter-dialect or cross-dialect communication, i.e. oral interactions with
speakers of different vernaculars than the one they have learned, and finally (iii)
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written productions. Code-switching in written production is not as common as
oral interactions, but we will see below here that it is not uncommon and
therefore students should be aware of it.

3.3.1

Intra-dialect conversations

Intra-dialect conversations in Arabic are “constructs produced by the patterns of
simultaneous choices that speakers in a community make” (Holes, 2004:345).
The descriptive difficulty is that these language choices are “probabilistic, not
absolute” and they are only partly linguistically predictable (Holes, 2004:345).
One aspect that researchers agree on is that SA is not used for everyday-life
conversations by any linguistic community (Younes, 2015; Holes, 2004). In a
relaxed conversation, the participants of any local speech community use their
local dialect. As Holes (2004:354) puts it, “it is unlikely that any group [from any
single speech community] would deviate markedly from the local linguistic
common denominator, that is, the dialect features that they all share. This
means that the phonology, morphology, and sentence syntax would be dialectal
virtually whatever they were talking about; choice of vocabulary, however, which
depends much more directly on topic, would be more variable.” This makes
clear that words, idiomatic expressions, “linguistically frozen elements” (Holes,
2004:355), and complete sentences may be borrowed from SA, but they will be
placed in a morphosyntactic CA structure. If there were significant and frequent
shifts in the language structure itself, they would likely “signal changes in the
role a speaker is playing or claiming for him/herself in a conversation” (Holes,
2004:358). Younes (2015:18) adds that this style mixing happens “for the most
part subconsciously and effortlessly. It is an essential part of the educated
speaker’s linguistic competence.”
Farghaly (2005:29) describes the use of diglossic code-switching in intra-dialect
communication as being regulated by exact rules. According to him, native
speakers “have grammars of both varieties [and] internalize the rules that
govern the switch from one variety to the other" (Farghaly, 2005:29). If this
proved to be true, programmes and courses of AFL could provide the students
with the keys to mastering these rules and therefore diglossic switching.
However, I disagree with Farghaly’s position, and I argue that there is no
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evidence of clear-cut guidelines that regulate diglossic shifting so far. Moreover,
the degree of variation is such that no single set of grammatical rules can
account for it and a certain degree of flexibility is necessary to capture the full
complexity of code-switching between Arabic varieties (Gardner-Chloros,
2009:106). In my opinion, it is only legitimate to describe code-switching in
terms of the grammatical regularities which characterise it in a given context
(Gardner-Chloros, 2009:106). In the context of intra-dialect conversations, we
have seen above that sentences are morphosyntactically placed on CA
structures and they follow CA phonology. The choice of vocabulary items is
instead less predictable and can include SA frozen elements or SA items
integrated in CA phonological and morphological structure, making it a function
of pragmatics rather than syntax. This supports one of my claims in that, as the
context and implicature are the drivers, then switching is driven by general
reasoning processes rather than grammatical rules generated in the language
faculty of the brain. This has a twofold implication for TAFL. On the one hand, it
enhances the argument for the teaching of both SA and CA varieties with a
major focus on developing speaking skills in CA, as native-like use of the
spoken language entails a strong command of CA morphosyntactical and
phonological structures. On the other hand, it highlights the importance of
developing the ability to move between the two codes in the same language
performance and particularly in the case of vocabulary and phonology. The
language material developed for this research aims at including both these
teaching and methodological implications for TAFL as we see in chapter four.

3.3.2

Cross-Dialect Interactions

Several studies have shown that cross-dialect interactions among native
speakers of Arabic can take place in SA, but that this is not a widespread
pattern and it is not their only option. They may also switch towards a European
language, or one of them could use the CA spoken by the other interlocutor if
he or she is familiar with it (Abu-Melhim,1991; Mitchell, 1986; Shiri, 2002;
Walters, 2003). Soliman’s study reports that native speakers seem to make few
and marginal modifications to their native CA, yet achieving a high degree of
comprehensibility in their conversations (2014:129). The results of the study
show that native speakers speak primarily in their own vernaculars in informal
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cross-dialectal situations with minimal borrowings from other spoken varieties
and SA. This is partly due to an increased familiarity of native speakers with
other Arabic varieties, as a result of their expanded exposure to CA varieties
through the media, travel experiences and greater interaction among speakers
of different vernaculars. SA is shown in the study to be occasionally used as a
frame of reference, particularly through its root system and SA cognates, in
aiding comprehension of unfamiliar utterances in CA. There are however limited
borrowings from SA and more dependence on the vernaculars.
Trentman’s (2011:44) study also argues that the ability to understand an
unfamiliar colloquial is aided by the knowledge of a close colloquial more than
by the knowledge of SA. This is based on “historical developments in the Arabic
language that have led to the dialects sharing a number of phonological,
morpho-syntactic, and lexical features against MSA” (Trentman, 2011:44).
When speakers of unfamiliar vernaculars interact, they are therefore likely to
use thir own colloquial variety, or to borrow consistently from a widespread
colloquial and only rarely resort to SA. For example, speakers of North African
colloquial varieties are likely to make considerable modifications to their
vernacular mother tongue and borrow consistently from Syrian CA due to its
prestigious and widespread role in the Arab world (Soliman, 2014:127). SA and
dialectal borrowings are reported by the participants of Trentman’s study as
being instigated by different factors and motives such as the speakers’
exposure and attitude to SA and other vernaculars. Soliman (2014:129) reports
an extract of a conversation among three participants as follows:
“[one participant] switched into MSA for elevating (classicizing) the conversation
when the topic became slightly formal; nevertheless, this modification was not
applied by [another participant] in the same conversation, who expressed her
attitude towards using MSA in conversations as sounding unnatural. In [other]
examples [she] was also observed to borrow from other dialects and she explained
that she grew up in an Arab country different from [her native country] where she
used to speak with other dialect speakers and, therefore, she was comfortable
switching to another dialect in order to help comprehension. [The third participant]
in the same conversation said that, although she understands [a few dialects], she
feels shy speaking in any dialect other than hers.”

This overview of educated native speakers’ language behaviour in cross-dialect
conversations can be used to inform AFL teaching pedagogy. The above study
shows that except for speakers of North African vernaculars, native speakers
tend to use their own colloquial varieties with minimal borrowing from SA. They
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use SA, their local CA and their knowledge of other colloquial varieties to aid
comprehension. Within the field of TAFL this informs my position as follows:
both CA and SA ought to be employed to enhance mutual comprehension and
can be used as a frame of reference. Students of AFL can develop such ability
by being trained in switching their lexicon between varieties and they can also
practice developing their comprehension skills by using SA to decipher
cognates in CA and vice versa, and by referring to SA roots to guess the correct
meaning of CA vocabulary. These skills are useful both in their exposure to new
vernacular varieties and in the acquisition of new CA vocabulary.

3.3.3

Written productions

Belnap and Bishop (2003) carried out a study in which they analysed written
texts in Arabic and showed that hybrid forms are used, which are neither pure
SA nor pure vernacular. They showed that speakers are concerned about
making some types of errors in SA such as marking case endings, while other
errors are perceived as acceptable for reasons of clarity. The study suggests
that there must be a conscious process in which speakers try to conform their
written language productions to both SA prescriptive norms and social
pressures in order to be clear and reach a wide audience. Meanwhile, as we
have previously seen, Wilmsen (2010) found evidence of interference of the
writers’ colloquial Arabic in formal SA newspaper-style texts. Research has
shown that native speakers generally agree when asked to rank blended
speech extracts and define their level of SA. However, more wide-ranging
research on what makes texts seem more colloquial or more standard to native
speakers, and what significance they attribute to different kinds and sizes of
difference, has yet to be done (Holes, 2004:363). This implies that, when
exposed to real-life written language material, students of AFL can encounter a
certain level of mixing or interferences from local colloquials into the written
production.
Authentic written material that reflects a mixture of language varieties can be
used in class to train the students in pinpointing colloquial influences in SA
lexicon and morpho-syntax. It can also be used to raise awareness among
students about the role of CA and SA; to discuss the authors’ attitudes towards
the two language varieties, and their linguistic choices. These types of texts can
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be used to create exercises of diglossic switching, in which students are asked
to substitute vocabulary or linguistic structures that occur in the text as too
colloquial, with more standard ones. By doing so, learners develop skills that
are standard practice for educated speakers of Arabic when communicating
with each other and with educated speakers from other parts of the Arab world:
they spontaneously suppress features that have a particularly local flavour, or
that are stigmatised, in favour of linguistic choices that are “more common or
socially prestigious” (Younes, 2006:159). In this research students are made
aware that diglossic switches can occur in written productions. As the
participants are learners at beginner-level, I do not expose them to hybrid texts
which could cause great confusion. Instead, I resort to groups of vocabulary
words that are either SA only or that contain words in CA as well, and I ask the
students to identify the linguistic nature of the vocabulary groups. This exercise
is possible as many vocabulary items can be used both is SA and CA, whereas
some words are part of one variety only. It is also particularly useful as it trains
students’ noticing skills in pinpointing and detecting interferences of CA in the
written language.
It is clear from the above-mentioned studies that the amount of SA and CA that
a speaker uses depends on subjective and metalinguistic factors such as their
attitudes towards the language, their command of SA and the metalinguistic
message they want to convey in the communication process. We have also
seen that SA is rarely employed in both intra-dialect and cross-dialect oral
communications, but it is still used as a frame of reference in aiding crossdialect comprehension and it is used to add frozen SA elements to the speech.
Moreover, it remains the only standardised vehicle of written communication,
although its purity is likely to be contaminated by the influence of writers’
spoken vocabulary. This supports the strand of research undertaken in this
research and according to which authenticity in Arabic is reflected in variation
and linguistic and “socio-pragmatic competence” (Giolfo and Salvaggio, 2018:6)
are both essential to reach language proficiency. Language proficiency and the
approach of this thesis to TAFL are tackled in the next section.
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3.4 Arabic proficiency
Lightbown and Spada (2006:196) define communicative competence as “the
ability to use language in a variety of settings, taking into account relationships
between speakers and differences in situations.” Canale and Swain individuate
four components of foreign language knowledge that are central to reaching
communicative competence: linguistic or grammatical competence, which is
knowledge

of

the

target

language’s

linguistic

forms

and

structures;

sociolinguistic competence, that is knowledge of language use in context;
strategic competence, or knowledge of how to succeed in communicative
situations and ability to compensate for limited language resources; and finally
discourse competence, i.e. knowledge of how written and spoken languages
are combined grammatically and meaningfully in different genres (1980:28-9).
They emphasise that learners should be provided with the information and
experience needed in the communication process and that it is of essential
importance to expose them to authentic communicative situations (Canale and
Swain, 1980:28). They also state that the achievement of communicative
competence in a foreign language involves all the components simultaneously
without overemphasizing one of them (Canale and Swain, 1980:27).
The emphasis that Canale and Swain place on the importance of providing
learners with sufficient sociolinguistic information and to expose them to
authentic communicative situations supports my view that the development of
communicative competence in Arabic is achieved through the development of
linguistic, sociolinguistic and metalinguistic knowledge of language variation.
Furthermore, the application of the features of communicative competence to
Arabic entails that authentic spoken language must be part of discourse
competence. This raises “an issue that needs to be decided within Arabic
language teaching programs: the relationship between literacy and spoken
language competence” (Ryding, 2013:70). My suggestion is that both are
needed within AFL programmes, and both competences leads to proficiency in
Arabic.
Alongside the development of discrete linguistic abilities and in addition to the
four language skills for complete communication, i.e. speaking, listening,
reading and writing, this research claims that learners of Arabic need to develop
the ability to move between language varieties. As Ryding (2013:4) puts it, “the
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key to being a functional Arabic speaker is flexibility and interconnectedness:
the ability to operate at all levels and, even more important, to be able to
navigate between them as required by different social contexts. Those who
learn Arabic as a foreign language, therefore, face a daunting challenge:
competence in a full spectrum of language varieties.” As the aim of learners of
Arabic is to develop native-like language skills, the diglossic behaviour of native
speakers ought to inform TAFL pedagogy. I report here two research studies
that analyse native speakers’ diglossic development. The former suggests that
Arab children develop “sensitivity to language arbitrariness as well as
phonological detection and manipulation abilities similar to those of the bilingual
children” (Eviatar and Ibrahim, 2000:453). The latter focuses on children’s
morphosyntactic development in a diglossic environment, and analyses their
ability to compare grammatical structures realised in the two different language
varieties - SA learned in school, and CA acquired in everyday-life domains
(Khamis-Dakwar, Froud and Gordon, 2011). Khamis-Dakwar, Froud and
Gordon suggest that “skilful readers are those who can effectively shift between
the skills and knowledge gained in their oral language to reading and writing in
MSA” (2011:85).
Guidelines from both the American Council on the Teaching of Foreign
Languages (ACTFL) (2012) and the Common European Framework of
Reference for Languages (CEFR) (2001) indicate language proficiency as the
ability to efficiently communicate socio-linguistically in real-life circumstances.
Most importantly, they emphasise the concept of different stages and
competences within language proficiency, which is not “an end result but a
stage in a trajectory of development towards a specific outcome that more and
more closely resembles the competence of an educated native speaker of a
foreign language” (Ryding, 2013:6). The concept of stages allows for the
differentiation between ‘proficiency’ and ‘performance’. The former refers to the
level of knowledge that the learner has of the target language. The latter reveals
the communicative competence that the learner has at different stages of their
learning process. The CEFR combines an approach to mastering a foreign
language based on six different levels of proficiency, and it also focuses on
using the language in authentic situations. This leads to the description of
language use in authentic situations as provided by Younes (2015:25): SA used
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in reading and writing, whereas both CA and SA are used in listening and
speaking. The difference in the latter group is that learners of Arabic at beginner
levels need to master the skills of speaking and listening in CA for use in
ordinary conversation, whereas students at advanced levels need to be able to
use SA for delivering speeches or for formal interviews, and to adjust their CA
to produce a form that is suitable for semi-formal conversations.
As Giolfo and Salvaggio (2018:6-7) point out, this
“…implies that the language varieties used by language learners should be the
ones to which native speakers would normally resort to in [real-life] situations. […]
When considering the six CEF levels, which include both ‘ordinary conversations’
and ‘written and formal spoken purposes,’ we should then be able to differentiate
for each of the socio-communicative tasks the language variety normally
associated with it in that particular context. […] Basic levels mainly refer to daily
situations in which learners have to cope with different basic tasks (fulfilment of
needs of concrete types, introducing themselves, shopping, traveling, etc.). In
Arabic these domains are not normally covered by SA but are instead
predominantly associated with CA. However, more advanced levels involve,
alongside more complex listening/speaking skills (which involve both CA and SA),
the comprehension and production of increasingly challenging written texts. These
despite being normally associated with SA can well consist of a mix of CA and SA
or even CA only.”

As previously explained, I consider proficiency not only as the ability to develop
knowledge of language varieties in the language skills that distinguish their use,
but also as the ability to move between language varieties. The switch between
them is a response to different sociolinguistic requirements, as well as
metalinguistic stances. Therefore, proficiency in Arabic comprises the ability to
master two language varieties and to perform diglossic code-switching. The
focus of this research is specifically on the development of diglossic vocabulary
and diglossic code-switching skills, together with the investigation of language
awareness and students’ attitudes and motivations developed while focussing
on building diglossic vocabulary. I explain the focus on this research’s
investigation in detail in the following section.

3.5 Focus of investigation
This section details the threefold focus of this research: the development of
diglossic vocabulary and language awareness; and students’ attitudes towards
Arabic varieties and their study. This section is organised in three parts and
each one describes one specific area of focus of the research.
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3.5.1

Diglossic vocabulary development

I explain here how the development of diglossic vocabulary knowledge and
code-switching metalinguistic and sociolinguistic skills are defined and
measured in this research. The evaluation of the learning outcomes, instead, is
explained in detail in the methodology chapter (Sections 4.3 and 4.4).
Vocabulary knowledge is a multi-faceted phenomenon about which there is still
limited knowledge. However, one of the most commonly agreed-on views is that
it occurs along a continuum of development. The fundamental idea is that nonnative learners move along a continuum in which receptive and productive
vocabulary are placed at either end of a continuum of knowledge and that the
former comes before the latter and is an essential requirement of productive
knowledge (Melka, 1997; Pigott, 1981; Palmberg, 1987). Henriksen (1996) adds
to the receptive-productive continuum the depth-of-knowledge continuum in
which degrees of word knowledge are operationalised at different levels of
understanding or comprehension, from partial to precise and exhaustive. In
order to apply this to Arabic and its diglossic reality, it is necessary to resort to
Giolfo and Sinatora’s approach to diglossia and Khamis-Dakwar and Froud’s
(2007:163) findings on the neurolinguistics representation of Arabic vocabulary
as I described in the previous chapter. Khamis-Dakwar and Froud’s data shows
that although the two language varieties are perceived to be parts of one
linguistic system, CA and SA vocabulary are stored separately in the brain and
code-switching between them resembles bilingual switching.
The combination of Khamis-Dakwar and Froud’s findings with previouslymentioned approaches to vocabulary knowledge leads to the interpretation of
Arabic word knowledge that I suggest here. Arabic vocabulary knowledge
encompasses two language varieties and there exist two separate receptiveproductive knowledge continua, one for SA and one for CA. Also, different
levels of depth-of-knowledge correspond to every word along each continuum.
Depth of vocabulary knowledge refers to the accumulation of knowledge
developed through encountering and using vocabulary items in a variety of
different contexts that lead to learning their forms, meanings, and uses. I define
‘diglossic code-switching skills’ as the skills that comprise the speaker’s ability
to create semantic, phonological and grammatical links between corresponding
words in the two varieties. Diglossic vocabulary knowledge therefore takes
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place at two levels: linguistic and metalinguistic. The linguistic level is the word
knowledge that I define here as the command of corresponding CA and SA
vocabulary along the receptive-productive and depth-of-knowledge continua.
Diglossic code-switching skills are, instead, developed at a metalinguistic level.
They are based on metalinguistic knowledge and the ability to create semantic,
phonological and grammatical relationships between SA and CA and on
sociolinguistic abilities to functionally switch between the two varieties. Arabic
word knowledge can thus be summarised as the combination of pragmatic
competence (Taha, 2006:360-1), diglossic vocabulary knowledge and diglossic
code-switching skills of corresponding words in SA and CA.
I focus in this study on two aspects of diglossic vocabulary development: CA
vocabulary retention along the receptive-productive continuum and diglossic
code-switching skills. I investigate vocabulary retention only along the receptiveproductive continuum because the amount of time available for language
instruction within this research project was of twelve hours, and in my view this
is not sufficient to also develop and assess the depth-of-knowledge continuum.
The duration of the course is defined by multiple reasons, which are explained
in section 4.5.2. The rationale behind this selection is twofold. First, I introduce
CA vocabulary that the students are already familiar with in SA. In light of this,
my assumption is that building CA lexis-knowledge should result in developing
diglossic knowledge of corresponding SA-CA vocabulary. Second, my
supposition is that by focussing on CA forms (phonology and grammar) and
content (lexis and semantics) that are already known in SA, students are likely
to develop a framework of reference that can facilitate the development of
diglossic code-switching skills. For example, I focus on everyday-life verbs in
the present tense; on the pronunciation of specific consonants; and on common
beginner-level vocabulary that the students already know in SA. The details of
the topics covered are provided in section 4.6.
I measure CA vocabulary-retention and diglossic code switching skills using
Bloom’s taxonomy (1956) of Educational Objectives, which introduces a set of
six educational learning objectives organised into levels of complexity and
specificity. His aim was to structure and better understand the learning process,
and he proposed that learning engages three psychological spheres: cognitive,
affective and psychomotor. He focused on the cognitive domain, which he
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identified as overseeing processing information to develop knowledge. In 2001
Anderson and Krathwohl revised Bloom’s taxonomy. They introduced verbs for
each of the categories and a rearrangement of the sequence of learning. Their
revision of Bloom’s taxonomy is represented in the table in Fig. 1 below.
Figure 1

Anderson and Krathwohl’s revision of Bloom’s taxonomy.

Source: Table developed by Iowa State University on Anderson and Krathwohl’s revision of
2
Bloom’s taxonomy

The six levels of classification, which identify the process of learning, are placed
from lower-order

to higher-order

thinking

skills.

They

are:

remember,

understand, apply, analyse, evaluate and create. Each level is described by
specific verbs that not only define its main characteristics, but can be easily
translated into learning objectives and outcomes and can therefore help in
developing an effective assessment plan. The application of this taxonomy to
my research allows me to determine the language objectives and outcomes
against which I measure the development of CA receptive-productive
knowledge and diglossic code switching skills. I explain below how the six
cognitive levels of Bloom’s taxonomy can be used to achieve these purposes.

2

Table available at: http://www.celt.iastate.edu/wp-content/uploads/2015/09/RevisedBloomsHandout-1.pdf
accessed date: 13/12/2017)
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(last

Diglossic vocabulary learning outcomes
I outline the learning outcomes of both CA vocabulary retention and diglossic
code-switching skills based on the six cognitive levels of Bloom’s taxonomy.
Within each of the six levels I have selected the key verbs that allow me to
delineate the expected outcomes. It is important to mention that I have
delineated learning outcomes that can be applied to the participants of my
study, i.e. beginner students of SA at higher-education levels who have never
been exposed to any variety of CA. However, their flexibility allows for the
adaptation of the six level to students with different levels of language
proficiency. Similarly, they can also be adapted to students that are familiar with
CA but that have never been exposed to SA, or to learners that have a certain
degree of knowledge of both varieties. I list below the key verbs I selected for
each level, and I explain how they allow me to delineate the expected
outcomes.
For the first cognitive level, ‘remember’, I selected the following verbs: arrange,
define, recall and recognise. Students are able to recognise and recall newly
learned CA vocabulary, as part of the learning outcomes expected within their
CA vocabulary receptive-productive knowledge. They are also able to identify
isolated words, for example from a list that is not placed in context, as CA or SA
vocabulary, as part of the learning outcomes within their diglossic codeswitching skills.
The second cognitive level is ‘understand’ and I choose the following verbs
within this group: compare, contrast, describe, explain, extrapolate, match,
paraphrase (retell), predict and translate. Students are able to translate from CA
into their mother tongue and vice versa, and they can also explain, describe and
extrapolate phonological and grammatical patterns that apply to CA, as part of
the learning outcomes expected within their CA vocabulary receptive-productive
knowledge. As per their diglossic code-switching skills, learners are expected to
be able to linguistically and semantically contrast and match newly learned CA
vocabulary against correspondent already known vocabulary in SA. They can
retell SA texts in CA. They can also extrapolate phonological and grammatical
patterns that link SA and CA and use these patterns to predict how to form new
vocabulary.
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Within the third cognitive level, ‘apply’, I selected the following verbs: apply,
execute and role play. I identify the learning outcomes as follows: firstly,
students are able to apply their linguistic knowledge of CA to form correct
sentences, as part of their CA vocabulary receptive-productive knowledge.
Secondly, by virtue of their diglossic code-switching skills they are also able to
functionally apply their sociolinguistic knowledge to use CA and SA in authentic
contexts through role plays.
The fourth cognitive level is ‘analyse’. The key verbs I choose within this level
are: contrast (discriminate), examine and identify. The expected learning
outcomes can be listed as follows: within their CA vocabulary receptiveproductive knowledge, students are able to break down language material into
constituent parts, determining how the parts relate to one another and to an
overall structure or purpose. They are also able to analyse complex language
information to identify the most appropriate and correct variety to use, as part of
their diglossic code-switching skills.
The fifth cognitive level is ‘evaluate’ and the verbs I opted for are: assess and
estimate. The expected learning outcomes of CA vocabulary receptiveproductive knowledge and diglossic code-switching skills in this level coincide.
Students can assess their language use based on their own judgement. They
are aware of their progress over time.
The last level is ‘create’, and I suggest that key verbs are: compose, construct,
create, design, generate, invent, plan, produce, rewrite. Within this level
students are expected to be able to reorganise elements into a new pattern, to
create and give novel commands. The expected learning outcomes that I
suggest within the CA vocabulary receptive-productive knowledge list learners’
ability to invent new details for a story, generate and formulate answers to
hypothetical questions. Within this category the students use language varieties
not only in response to sociolinguistic appropriateness, but they are also able to
make subjective choices as to how to use diglossic code switching to better
achieve their communication goals. The diglossic code-switching leaning
outcomes of this level, instead, describe learners as being able to extrapolate
phonological and grammatical patterns that apply to CA and that link SA and
CA, they can develop their comprehension skills using SA to decipher cognates
in CA (and vice versa) and refer to SA roots to guess the correct meaning of CA
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vocabulary. These skills are useful both in their exposure to new vernacular
varieties as well as to acquire new vocabulary in the varieties of CA they are
already familiar with. In my view, the limited amount of instruction the participant
receive does not allow one to set learning objectives and investigate learning
outcomes across the whole range of categories included in the taxonomy and I
therefore focus only on the first five categories. Further research is thus needed
to investigate the learning outcomes of this category. The evaluation of the
learning outcomes included in the first five cognitive levels is carried out through
quantitative analysis, which is explained in detail in the methodology chapter
below (Sections 4.3 and 4.4).
My adoption of Bloom’s taxonomy is not carried out without reservation in this
research, and I partially differ from its hierarchical and sequential arrangement
of cognitive skills. I regard the skills identified by the taxonomy as being
interrelated and dependent on each other to function most efficiently and
effectively. For example, the three high-order cognitive skills (Analyse, Evaluate
and Create) can occur concurrently at a cognitive level in the execution of an
exercise. Let us consider a task in which learners are asked to link written SA
nouns, verbs, adjectives and discourse markers to their CA counterparts. The
task demands the learner to analyse how the vocabulary in the two varieties
relates syntactically and semantically. Every time an inference is made about
each word, they will be creating meaning, and the correctness of every
inference needs to be evaluated. In this research, there is no assumption that
cognitive skills are placed along a sequential order as Bloom’s taxonomy
suggests; rather, this categorisation of cognitive skills is employed to describe
different processes that take place in diglossic vocabulary development. For
example, it includes phases related to creating hypotheses about how the target
language works, to creatively seeking opportunities to test those hypotheses, to
producing communication strategies that creatively compensate for lack of
knowledge of foreign language words, and finally to autonomously investigating
efficient metacognitive strategies to learn. Bloom’s taxonomy also offers the
opportunity to develop learning objectives and expected outcomes based on the
descriptions it provides of the cognitive learning phases.
In conclusion, Bloom’s model, especially in Anderson and Krathwohl’s (2001)
adaptation, is used here as a holistic classification of the different objectives
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that can be set for students in the cognitive domain of learning. It also allows
me to define competences within language proficiency as emphasised in the
guidelines from both the American Council on the Teaching of Foreign
Languages (ACTFL) (2012) and the Common European Framework of
Reference for Languages (CEFR) (2001). They highlight the existence of
different stages and competences within language proficiency, which, as
previously seen, is not an end result but a stage of development (Ryding,
2013:6). The concept of stages allows me to differentiate between ‘proficiency’
and ‘performance’ as previously delineated. The former refers to the
performance of the learner in the target language, whereas the latter reveals
students’ communicative competence at different stages of their learning
process.
I have explained in this section my approach to diglossic vocabulary
development through CA vocabulary retention and diglossic code-switching
skills, and I now move to the second focus of investigation: language
awareness.

3.5.2

Language awareness

Language awareness is defined in this thesis as cognizance and explicit
knowledge about diglossic code-switching and conscious perception of
language use. It is also involved in the ability to switch between language
varieties. Learners are cognitively aware of the substitution that they perform
during diglossic code-switching; they report being conscious of their experience;
and they are able to provide a description of the rule they have applied to
realise such switch. This thesis defines awareness on the basis of the criteria
identified by Allport (1988): a display of diglossic code-switching realised
through verbal or written production of the targeted form, and a description of
the underlying rule employed to realise such switching. The description of the
rule is fundamental to demonstrate awareness of the linguistic experience.
Based on Allport’s criteria, Leow (1997) conducted a study to quantitatively and
qualitatively address the role of awareness in foreign language behaviour. His
target item was a Spanish morphological form, and he analysed students’
recognition and reproduction of the target form as well as think-aloud protocols
produced by the same learners. In think-aloud protocols, participants think
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aloud as they are performing a set of indicated tasks. This provides the
researcher observing the process with insight into the participant's cognitive
processes and it allows for thought processes to be as explicit as possible
during the performance of the task. Leow (1997:126) identified three levels of
awareness:
i.

presence of cognitive code-switching; absence of metaawareness; absence of morphological rule formation (where
participants did not provide a report of their subjective
experience, nor did they verbalise any rule);

ii.

presence of cognitive code-switching; presence of metaawareness; absence of morphological rule formation (where
participants did report their subjective experience but did not
provide any verbalisation of the rule);

iii.

presence of cognitive code-switching; presence of metaawareness; presence of morphological rule formation (where
participants provided both a report and a verbalisation of rule
formation).

Leow put forward three conclusions based on the data of his study. First,
different levels of awareness lead to differences in processing diglossic codeswitching. More specifically, meta-awareness appears to correlate with an
increased use of hypothesis-testing and morphological-rule formation, while the
absence of meta-awareness correlates to an absence of such processing.
Second, the findings indicate that greater awareness contributed to recognition
and accurate production of the noticed forms. Finally, the outcomes of the
research provide empirical support for the facilitative effects of awareness on
foreign-language behaviour.
Language awareness is measured in this thesis using Leow’s levels of
awareness. As I explain in detail in the methodology section in chapter four, the
language post-test and delayed post-test that the participants take after the end
of the language course are designed to test their oral accuracy (cognitive codeswitching) in performing diglossic code-switching. Their scores are analysed
against retrospective think-aloud protocols. In retrospective think-aloud
protocols, participants describe their cognitive experience of performing
diglossic

code-switching

immediately
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after

having

performed

it.

More

specifically, in the retrospective think-aloud protocols, the participants describe
their mental processes (meta-awareness) and the steps (morphological rule
formation) they took while carrying out code-switching tasks.
I have identified here my approach to language awareness and I now move to
the third focus of investigation: students’ perceptions and attitudes.

3.5.3

Students’ perceptions and attitudes of Arabic variation

As mentioned in the previous chapters, all indications are that students want to
learn Arabic with the goal of functioning in all the language skills in the way they
are mastered by native speakers (Belnap, 1987, Younes, 2006). Therefore,
responding to the learners’ needs is equivalent to teaching both Arabic varieties
and providing the students with effective tools to perform in real-life situations.
This research tries to respond to the learners’ needs by integrating CA teaching
into a SA programme, and it does so experimentally through a combination of
communicative-based teaching and focus-on-form instruction (FFI). Students’
perceptions and attitudes and responses to the teaching approaches they are
exposed to, are informed through qualitative data collected via open-ended
questionnaires. This thesis does not use standardised attitude or perception
scales, and it relies on self-reporting questionnaires that investigate students’
perception of CA and SA in relation to their language performance, usefulness
of the instructions in improving vocabulary and autonomy and, finally, their
enjoyment of language learning.

3.6 Conclusion
In this chapter I have outlined the theoretical framework employed in this
research. This framework is based on three theoretical perspectives that I
outlined in the previous chapter: the understanding of language authenticity in
Arabic as a consistent performance of language variation; the definition of
language variation through the reference-packagings model; and the definition
of language proficiency within TAFL as a combination of two abilities. These
being, firstly, the ability to master two language varieties, and, secondly, to
code-switch between them as native speakers do. There are two forms of codeswitching that are performed between Arabic varieties: the shift between
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varieties during oral interactions, and the switch of varieties as a function of the
communication medium, which can be broadly summarised as attributing SA to
the written medium and CA to the oral medium. Key to understanding language
variation in Arabic is that, at a pragmatic level, the two varieties are performed
as part of one Arab(ic) cultural system.
The chapter is divided into three sections that collectively contribute to building
the theoretical framework of this thesis. In the first section I analyse variation as
an integral feature of all Arabic varieties. This allows me to demonstrate that
every Arabic variety is intrinsically heterogeneous and that diglossic codeswitching is a fundamental feature of language use. Not only do native speakers
switch from SA to CA and vice versa, as is claimed by approaches to Arabic
variety asserting its dualistic entity, but they also shift between different forms of
CA. This feature is important because of the consequences that it has for TAFL.
The acknowledgement of diglossic code-switching as a daily and standard
practice in Arabic language use entails the need to help learners to develop
code-switching skills and to integrate a specific focus on its development within
AFL programmes.
Alongside becoming skilled users of diglossic code-switching, learners also
need to develop interpretative skills with which to analyse the reasons behind its
use by native speakers in different situations. Moreover, the reconceptualisation
of Arabic code-switching is key to the definition of language proficiency adopted
in this thesis. Proficiency in Arabic implies not only possessing knowledge of SA
and at least one variety of CA as the two main language varieties, but it also
requires the ability to notice and perform diglossic code-switching. The former is
the skill to understand the reasons that trigger the shifts between varieties as
performed by native speakers, and the latter is the ability to actively perform
code-switching in its two forms as described above.
Research is greatly in favour of the teaching of both SA and CA in AFL
classrooms. I agree with Ryding (2013: 3) that CA should be included within the
skeleton of the AFL programme because the key to being a functional Arabic
speaker is the ability to employ and combine the diglossic, multifaceted
components of the language to achieve functional and socially appropriate
communication. It is also of relevance in support of my argument that students
of Arabic strongly agree that they are able to integrate more into the culture in
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an Arabic-speaking country when they communicate in a spoken variety of
Arabic (Palmer, 2008: 91).
However, I argue in this chapter for, and I base my theoretical framework on,
the importance of adding training in diglossic code-switching alongside the
teaching of both varieties in AFL programmes. On this premise, a specific
aspect of SA gains relevance in TAFL: the fact that its roots and linguistic
patterns have an important role in the recognition of CA cognates. For example,
learners of Arabic can use the root and pattern system of SA in order to
correctly guess the meanings of unfamiliar utterances in CA, as native speakers
do. I regard this aspect as beneficial and therefore valuable to explore, and for
this reason I include it in my approach to the teaching of CA. I explain this in the
methodological chapter, in the section on language instruction.
On the basis of the afore mentioned theoretical premises, I finally identify in this
chapter the threefold focus of investigation of this research and I define each
aspect in detail. Firstly, I explore diglossic vocabulary building. I investigate it
through the analysis of diglossic-vocabulary and code-switching skills
development. Diglossic-vocabulary building is prompted by means of
developing CA vocabulary that the learners already know in SA. Secondly, I
focus on the effect that CA vocabulary instruction aimed at developing diglossic
skills and abilities has on language awareness. Finally, I investigate the impact
of the afore mentioned instruction on students’ motivation and attitudes towards
Arabic variation, its study and their language performance.
I now move on to the methodology chapter, which explains in detail the
approach I use to carry out the experimental language instruction; to collect
data; and to analyse them.
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4 CHAPTER 4 – Methodology
4.1 Introduction
This chapter details the research method used to conduct my empirical study
and to answer my research questions. This research investigates the effects
that integrating the teaching of CA into a SA programme at higher-education
level has on the development of diglossic vocabulary and language awareness.
It also inquiries into the corollary effects on students’ perceptions of variation in
Arabic that result from the afore mentioned integration. The investigation is
preceded by a pilot study and it involves students of three different universities.
In chapter three I provided the detailed description of the focus of investigation
of this research. First, I explained that by diglossic vocabulary development, I
have in view a twofold definition that includes the acquisition of corresponding
SA and CA vocabulary, and the development of diglossic metalinguistic and
sociolinguistic code-switching skills to shift between language varieties. Second,
I elucidated that diglossic language awareness is seen here as the ability to
perform a linguistic switch that converts forms and vocabulary from a language
variety into another, and it is combined with the cognitive awareness of the
switch performed. The switch between varieties can happen in the same
communication act during oral interaction or it can occur as a function of the
medium of communication used: SA is used for written texts, formal
presentations and formal oral contexts, whereas CA is used for everyday life
oral interactions. Finally, the participants study CA and SA simultaneously as
they attend CA lessons in the experimental language course organised as part
of this research, and SA lessons in their academic programme. Students’ views
on Arabic variation are analysed to discern the linguistic challenge that studying
two varieties simultaneously can pose and whether the approach to variation
changes among students in the experimental and control groups.
This chapter is divided into five sections. The first summarises the main
features of the threefold focus of investigation as elucidated in chapter three,
namely diglossic vocabulary development; language awareness; and students’
perceptions and attitudes towards variation in Arabic language reality and
learning (Section 4.2). The second section identifies the pedagogical approach
of FFI (Section 4.3). Focus-on-form refers to instruction that draws the attention
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of learners to linguistic structures within a meaningful context. The section
subsequently focuses on the two experimental methods of FFI I adopt in the
language instruction of the empirical research. The two methods are
distinguished by the nature of their focus: one exclusively focuses on the
teaching of CA vocabulary and forms, whereas the other offers a constant and
explicit comparison between corresponding vocabulary and forms in CA and
SA.
In the third section I describe how I collect, measure and assess the data that
inform this study, and how they are instrumental to answering the research
questions (Section 4.4). I introduced the research questions in chapter one and
I recapitulate them here. The first investigates the impact that two different and
experimental methods of FFI have on diglossic vocabulary development. Two
subsidiary research questions explore the role that the two experimental
methods of FFI play in the development of language awareness, and in the
shaping of students’ opinions and attitudes towards Arabic variation. The last
and main question sets out to explore the relationship that exists between the
first three research questions. More precisely, it investigates whether and how
the development of diglossic vocabulary knowledge and language awareness
are interconnected with the shaping of views on Arabic variation as a linguistic
factor and its acquisition in the AFL classroom. In the third section I also explain
the design of this investigation and the use of case studies. I employ an
embedded quasi-experimental design in which data are analysed both
qualitatively and quantitatively through a mixed-methods framework. As this is a
small-scale language education research project, quantitative data are analysed
by means of non-parametric statistics. Qualitative data are analysed instead
through NVivo software. I developed the research design and methods of
inquiry specifically for this research as, to the best of my knowledge, a research
method that investigates the relationship between the three afore mentioned
components has not yet been developed.
In the fourth part I provide an account of the sources of this research and
explain their selection followed by considerations of coding, research ethics and
data storage (Section 4.5). I collected the data from 63 beginner-level Arabic
students enrolled in the Universities of Milan and Genoa in Italy, and Exeter in
the U.K.. The data-collection period ranged from September 2014 to June 2015;
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prior to these studies I carried out a pilot study with 10 students between May
and July 2014 at Exeter University. The reason why I have chosen these three
universities is my familiarity with their courses, their teaching methodologies
and facilities. I have completed my Undergraduate at the University of Genoa,
my Master’s Degree at the University of Milan and I am currently a PhD
candidate at the University of Exeter. Due to my familiarity with these
universities’ systems I decided to confine my research to these three casestudies. Carrying out my research in any other university where I have less
familiarity, would have raised risks of bias. The selected universities are not
equally divided among their nationalities: two of them are Italian and only one is
British. However, this does not impact the results of my research as I do not
compare the results divided by nationalities but by students’ learning outcomes.
In the last section I describe the language material and activities I designed and
developed for this research. I outline the orthographic differences between the
language material used with the experimental and control groups and I identify
the differences of focus on forms between the instruction in the two groups
(Section 4.6).

4.2 Review of focus of investigation
This section summarises the three focal points of this research, which I have
extensively tackled in the previous chapter. I briefly recapitulate them here with
the aim of restating their features clearly before explaining the methodological
procedure through which they are measured and analysed. I start with diglossic
vocabulary development in its main components, i.e. diglossic vocabulary
building and diglossic metalinguistic and sociolinguistic code-switching skills
development. I subsequently restate my interpretation of diglossic language
awareness as well as students’ perceptions and attitudes towards variation in
Arabic language reality and learning.

Diglossic Vocabulary Development
This study focuses on two features of diglossic vocabulary development: CA
vocabulary retention (along the receptive-productive continuum of word
knowledge) and diglossic code-switching skills. The development of CA
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vocabulary is a key element to building diglossic lexicon in this thesis on one
condition: that the vocabulary items to be learned in CA are already known in
SA. My assumption is that this ought to result in building knowledge of
corresponding SA-CA items and therefore of diglossic vocabulary. Moreover, I
hold the supposition that the focus on CA forms (phonology and grammar)
already mastered in SA, encourages learners to develop a framework of
reference that includes correspondent grammatical and phonological rules in
both varieties. The two methods of FFI I employ, permit a comparison to be
made between the effectiveness of teaching CA vocabulary and forms using
two different methodologies: by means of explicit references to their SA
equivalents, or without the creation of links to their SA equivalents. Beside their
effectiveness, I explore the strengths and weaknesses of the two methods in
leading to the development of diglossic knowledge and on shaping positive
attitudes towards Arabic variation. I regard diglossic code-switching skills as
having a sociolinguistic and a metalinguistic nature and drawing on the
knowledge of diglossic vocabulary and forms. More specifically, these are the
skills that allow learners to perform the shift between language varieties by
combining

linguistic

knowledge

with

sociolinguistic

and

metalinguistic

competence.
I have set out the theoretical ground upon which I develop the interpretation of
CA vocabulary retention (of items already known in SA) and diglossic codeswitching skills as structural factors of diglossic knowledge, and whereupon I
outline the features of diglossic vocabulary development. I assess and analyse
the students’ learning outcomes in diglossic vocabulary development using
Bloom’s taxonomy of educational objectives, which identifies six learning
objectives arranged into levels of difficulty. As explained in chapter three, I
focus on the first five cognitive levels of the taxonomy. This is because my
experimental language course covers twelve hours and I do not consider this a
sufficient time to cover as far as the last cognitive level. The duration of the
course is defined by multiple reasons, which are explained in section 4.5.2. I list
below how I adapted the five leaning objectives of Bloom’s taxonomy to
diglossic vocabulary development. I firstly detail how they apply to CA
vocabulary retention, and I subsequently focus on diglossic code-switching
skills.
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The five cognitive levels of Bloom’s taxonomy that apply to CA vocabulary
receptive-productive knowledge are identified as follows:
i.

Students recognise and recall newly learned CA vocabulary;

ii.

Learners translate from CA into their mother tongue. Also, they extrapolate
and explain phonological and grammatical patterns that apply to CA
vocabulary items;

iii.

Students form correct sentences in CA;

iv.

Learners can infer meaning from a text by analysing how words relates to
each another syntactically and semantically;

v.

The expected learning outcomes of the fifth learning objective for CA
vocabulary receptive-productive knowledge and diglossic code-switching
skills coincide. Students can assess their language use based on their
own judgement.

The five cognitive levels of Bloom’s taxonomy apply to diglossic code-switching
skills as follows:
i.

Students can distinguish groups of words as being CA or SA;

ii.

They can link linguistically and semantically newly learned CA vocabulary
against correspondent already known vocabulary in SA; students can retell
SA texts in CA; extrapolate phonological and grammatical patterns that
link SA and CA; and use these patterns to predict how to form new
vocabulary;

iii.

Learners apply their sociolinguistic knowledge to use CA and SA in
authentic contexts through role plays;

iv.

They analyse complex language information to identify the most
appropriate and correct variety to use;

v.

The last expected learning outcome coincides with that of CA vocabulary
receptive-productive knowledge. Students can assess their language use
based on their own judgement.

The first four learning outcomes are measured through a language test that I
administered to the students twice. Participants sat the test at the end of the
experimental language course, and they resat it after a three-week period.
Details regarding the administration of the test are provided in in chapters five
and six, in which they are also analysed. The last learning outcome, which is
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shared between CA vocabulary receptive-productive knowledge and diglossic
code-switching skills, was evaluated by measuring student’s language
awareness, which is defined through Leow’s levels of awareness. This is
explained in the following section.

Diglossic Language Awareness
Language awareness is defined in this research as the explicit knowledge of
diglossic code-switching. I assess this knowledge by evaluating code-switching
tasks that the students perform in their language tests. Students are not only
requested to carry out several diglossic code-switching tasks, but also to
verbalise the grammatical rules they apply to realise such tasks, and their
cognitive experience of the switching between language varieties. This entails
the existence of three levels of language awareness, as outlined by Leow and
explained in chapter Three in section 3.5.2. Leow’s levels of awareness are
identified as follows: presence of cognitive code-switching; presence of meta
awareness (awareness of the subjective experience of diglossic codeswitching); and presence of morphological rule formation (verbalisation of the
rule applied to realise the switch). The evaluation of language awareness takes
place in three different stages. First, I assess the presence of cognitive codeswitching by evaluating diglossic code-switching tasks that students are
requested to perform in the language tests (The language tests therefore
measure CA vocabulary-retention; diglossic code-switching skills; and presence
of cognitive code-switching in diglossic code-switching). The other two levels of
language awareness are measured using information provided by the students
and collected via retrospective think-aloud protocols. These are retrospective
moments of reflections, in which the participants describe the mental processes
they experienced while performing the code-switching tasks, and they explain
the rules applied to perform the said tasks. Their level of awareness related to
their use of diglossic switching also informs the fifth learning outcome of
Bloom’s taxonomy.
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Students’ perceptions of Arabic variation
As explained above, I use two different methods of FFI to introduce CA
vocabulary and forms. One method draws explicitly on the students’ previous
knowledge of SA, whereas the second method focuses exclusively on CA. I
employ the two methods with groups of students that participate in this research
during the academic year. This entails that the attendance of CA lessons that
are part of this research, occur over the same period of time as the attendance
of SA classes at the students’ Academic Institutions. Thus, all the participant
experience studying CA and SA concurrently during this research. After the
conclusion of the experimental language course, students answer an openended questionnaire which allows me to analyse the impact that the
experimental teaching methods employed in this research have on their
perceptions of Arabic variation; to assess the students’ evaluation of the
effectiveness of the instruction received, and to gather in-depth reports on their
experience of studying CA and SA simultaneously.
I compare the information gathered here with data that I collect before the
experimental language course begins. These data provide information on
students’ attitudes and motivations towards SA and towards its study as a
foreign language. Students also share their learning strategies and the
methodologies they have been exposed to in their learning experience; their
assessment of Arabic complexity; and the main challenges perceived in
improving in the different language skills. The comparison between the data
collected before and after the language course allows me to better understand
the impact that this research’s experimental methods of instruction have on the
development of students’ views and motivations towards Arabic language and
learning.
I have recapitulated the threefold focus of this research and the variables
studied. I now move on to describe the methods of instruction used in the
language courses of this research.

4.3 Focus-on-form instruction
In this section I define the teaching methodology employed in the empirical
classroom research of this study: a combination of communicative language
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teaching (CLT) and FFI. I explain how I integrate the two methodologies, the
difference in the teaching approach adopted in the control and experimental
groups, and how I apply these approaches to the teaching of Arabic.

Meaning and Form
Academics and educators agree that foreign language instruction is most
effective when it includes attention to both semantic and structural aspects of
the language taught (Lightbown and Spada, 2006: 184; Ellis, 2001; 2006; 2000,
Norris and Ortega, 2000). On the one hand, learners that are exposed and
engaged in meaning-based language teaching are likely to develop
comprehension skills, oral fluency, communicative abilities and self-confidence.
On the other, cognitive instruction and particularly focus on form seems to help
learners to improve pronunciation and acquire morphological and syntactic
features of the target language (Lyster, 1994). Doughty and Williams (1998:212)
describe the term form as including all aspects of the target language, ranging
from grammar to vocabulary, and according to them, it is highly likely that lexical
acquisition can be enhanced through FFI. It is important to underline that,
although there seems to be a dichotomy between meaning and form, I do not
imply that form does not have meaning or that meaningful language use does
not have form. I only stress a distinction between form and meaning in this
research with the aim to differentiate a meaning-focused approach from a
structured focus that primarily involves attention to linguistic features.

Characteristics of FFI
Since the teaching of CA in this research focuses both on meaning and
structure, it combines CLT and FFI. First, CLT is aimed at helping learners to
develop comprehension skills, oral fluency and communicative abilities.
Explanation and examples of communicative-based exercises and activities are
provided in detail in the sub-chapter on the teaching material developed for this
research (Section 4.6). Second, FFI concurrently adds cognitive activities to
CLT to enhance vocabulary and metalinguistic skills development. The
cognitive approach to language learning is applied on the assumptions that
cognitive theories make about the nature of language, language learning and
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the process of learning. Although it does not generate fluency-facilitator
knowledge, this approach encourages learners to cognitively engage in
understanding how the target language works (Ellis, 1997). For this reason, I
am interested in exploring the impact that it has on the teaching of Arabic
varieties. It is plausible to expect, for example, that it encourages learners to
wonder about the nature of CA forms and vocabulary and to relate them to their
SA equivalents. Also, it is likely that cognitive instruction encourages learners to
explore how words change phonetically and morphologically from one variety to
the other, and which are the patterns of switch that link the two varieties.
The reason that led me to choose FFI as the cognitive methodology to employ
in this research is twofold. Firstly, Lightbown and Spada (2006:181) show an
increasing agreement among researchers that FFI helps learners in contentbased or communicative instruction to acquire language structures that are
unlikely to be learned without training. This applies to my research because I
focus on the development of diglossic vocabulary and metalinguistic skills at the
beginner level of language proficiency, both of which require formal instruction
and are burdensome to be learned without. Secondly, students that start
studying a foreign language when they are beyond childhood, such as at
higher-education level, and whose exposure to the target language takes place
primarily within the classroom, seem to benefit from FFI in that it helps them to
efficiently use their limited exposure to the language they are learning
(Lightbown and Spada, 2006). Various definitions of FFI exist, and I use what
Lighbown and Spada label as isolated and integrated FFI. Both consist in
attention to form within a programme that is primarily communicative, but the
former is provided in activities that are isolated from content-based interaction,
whereas the latter occurs during CLT.
Isolated FFI occurs in discrete units of metalinguistic instruction that are
dedicated to attention to form. It can be taught both in preparation for
communicative activities and after tasks in which the students have
encountered some difficulties with a specific language form. Integrated FFI,
instead, is incorporated within activities where the primary emphasis is placed
on meaning, and learners’ attention is drawn to language forms during
communicative tasks to help them express meaning more accurately. Focus on
form in integrated FFI can be incidental or planned. It can be incidentally raised
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during language interactions or anticipated and planned by the teacher. It
includes explicit elicitations of correct forms, brief explanations, corrective
feedback, and input enhancement. Both isolated and integrated FFI can
encompass the statement of rules through metalinguistic terminology and
explicit feedback. In Lightbow and Spada’s perspectives, a comprehensive
curriculum or syllabus should not make a choice between integrated and
isolated FFI, but rather, it should include both. They believe that the challenge
lies in discovering the conditions according to which isolated and integrated FFI
are most appropriate.
Tomlin and Villa (1994) suggest that drawing attention to some aspects of
language form independently from engaging in meaningful communication as
isolated FFI does, may be particularly useful for beginning learners. In his
research, he shows how isolating and focusing input on specific features of the
target language can help learners detect and understand form-meaning
relationships (Van Patten, 2003, 2004; Van Patten and Cadierno, 1993). This
applies particularly to language features that develop very slowly in the absence
of attention and that have low salience, low frequency, or low communicative
value (Norris and Ortega, 2000). Examples of features that develop at a slow
pace if learners’ attention is not drawn to them are: grammatical cues,
morphemes and prepositions. This is because foreign language learners tend to
focus their attention predominantly on open-class words (nouns, verbs,
adjectives, and adverbs) rather than morphosyntactical features. Once the formmeaning connections have been established through isolated FFI, the
development of greater fluency is likely to be favoured by integrated FFI. I
employ isolated FFI in my research and I explain the reasons for this in the
following section. I also explain how I include two different methods of FFI within
a CLT approach. The students are divided in two groups, identified as control
and experimental group, according to the method they are exposed to.
The language instruction used with the experimental and control groups has the
same communicative approach but it employs two different forms of FFI with the
two groups as mentioned above. The difference between the language
instruction lies in the nature of FFI: it draws the attention of the students only to
CA forms in the control group, whereas it focuses on CA forms and their SA
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equivalents in the experimental groups. The motivations that led me to use
isolated FFI are manifold and are as follows:
i.

Isolated FFI is particularly useful for beginner levels and my study focuses
on beginner students of Arabic in higher education;

ii.

Isolated FFI draws attention to language features that have low
communicative value, i.e. that are not particularly salient in oral language
and that learners might not have heard or noticed in the first input. This is
particularly applicable, for example, to features such as links between CA
and SA forms. Isolated FFI can be useful for creating the necessary
salience to help learners notice links between diglossic forms that are
useful for the development of their language skills but that are not directly
relevant to the oral input;

iii.

Isolated FFI is likely to provide the students with opportunities to learn
forms they would not be explicitly exposed to in the CLT classroom, such
as sociolinguistic forms. The social dynamics of the classroom do not
provide the opportunities to observe real-life situations in which different
forms can be used to perform different sociolinguistic language functions.
However, isolated FFI draws students' attention to sociolinguistic functions
of language use and it is therefore likely to prepare them to develop
sociolinguistic abilities (Lyster, 1994).

I decided not to use integrated FFI because I was hesitant that drawing
attention to CA and SA linguistic and metalinguistic forms within communicative
activities at beginner level could cause confusion and overwhelm the students.
However, at higher proficiency levels, more fluent and accurate use of that
feature may best be encouraged through integrated FFI. On the contrary,
several studies on FFI have reported that foreign language learners benefit
most from isolated FFI when they are at beginner’s level in their language
acquisition (Mackey and Philp, 1998; Lightbown and Spada, 1999). Explanation
and examples of isolated FFI activities developed specifically for the focus and
experimental group will be explained in detail in the section on teaching material
(Section 4.6) and I detail now the research method I propose to accomplish the
research objectives, which is a mixed-methods approach within an embedded
quasi-experimental design.
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4.4 Research method
I explain here the research method I apply in this study and I identify the
reasons for using this approach. I specify the types of data collection and
analysis used, and I describe how the method chosen inform the research
questions.

4.4.1

Mixed-Methods Research Design

The students who participate in this research are beginner-level university
students of Arabic who have never been exposed to CA. As part of this
experimental research, they undergo a twelve-hour introductory course to CA,
and they are divided into control and experimental groups. The study is set
within an inductive, bottom-up approach to research that starts from an
empirical inspection of the data and seeks meaningful patterns that allow
hypothesis generation and abstraction to describe a picture of the phenomenon
studied. The independent variable is the explicit link between SA and CA forms,
which is present only in the experimental group. The dependent variables of this
study, i.e. the variables being tested, are the three aspects of AFL acquisitions
mentioned above: diglossic vocabulary development; diglossic language
awareness, and students’ perceptions and attitudes towards language variation.
The phenomenon studied has a threefold nature and it is multi-layered. For this
reason, both quantitative and qualitative data are necessary to analyse it, as
quantitative and qualitative components are used to address different aspects;
focus on different variables; and therefore, their combination allows to achieve a
more accurate understanding of the variables analysed.
The collection of both quantitative and qualitative data is conducted through a
mixed-methods approach to research. Quantitative and qualitative methods are
integrated

to

achieve

complementarity;

to

gain

a

more

exhaustive

understanding of the variables studied; and to pursue new perspectives and
frameworks. As Wesely (2013:300) puts it, the integration of the two sets of
data not only leads to a deeper grasp of the phenomena studied, but it can also
reveal contradictions between them and help raising new assumptions,
suppositions and perspectives. I place the mixed-methods approach in this
research within an embedded quasi-experimental design. In embedded quasi100

experimental designs, one data set provides a complementary, but secondary,
role in a study based essentially on the other data type (Creswell et al., 2003).
This research is based substantially on a quantitative design and it embeds a
qualitative element within it. For this reason, I identify it as a ‘QUAN + qual’
design, where I mark the former in capital letters (‘QUAN’) as it is the
predominant form of data collection, whereas the latter is marked in lowercase
(‘qual’) because it is the subsidiary method employed. Comparative analysis
within and across sets of experimental and control groups is used to measure
quantitatively and qualitatively the threefold focus of investigation of this
research within and across the participant universities. I list below the stages of
my empirical research and I elucidate the nature of the data collected
(quantitative or qualitative) in the different research phases. The details of my
methodological approach are explained in sub-section 4.4.2.

Quantitative and Qualitative stages of the empirical research
Before the beginning of the empirical research, qualitative data are gathered
through an open-ended questionnaire to understand the perceptions of the
students towards SA and their experiences as students of AFL. This is followed
by a language test that provides quantitative figures on SA vocabulary
knowledge. As I explain in section 4.3.2, the results of the pre-test provide
precise information on the students’ actual proficiency levels and this is used to
better understand their language outcomes after the experimental language
course. After the end of the course I collect data on students’ perceptions of
Arabic variation, through the second open-ended questionnaire administered in
this research. I then collect data on language knowledge by means of two
processes: the first data collection process (hereafter the post-test) takes place
a week after the end of the language course and the second occurs after a
period of three weeks (hereafter the delayed post-test). The steps followed in
the two data gathering procedures are identical. Firstly, I collect quantitative
data through a language test that focuses on CA vocabulary retention; diglossic
code-switching; and on the first level of language awareness (cognitive diglossic
code-switching). The test is followed by the collection of qualitative data on the
remaining two levels of language awareness (meta-awareness of diglossic
code-switching and verbalisation of the rules applied to realise the switch). This
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is carried out through retrospective think-aloud protocols, which consist in the
verbalisation of the cognitive processes involved in performing a task and they
are provided by the learners retrospectively, immediately after completing the
diglossic code-switching tasks that are included in the language test (Godfroid,
Housen and Boers, 2010:174). The data collected through retrospective thinkaloud protocols are analysed twice. Firstly, they are turned into quantitative
figures and are used as scores to be added to the language outcomes on CA
vocabulary retention; diglossic code-switching skills and cognitive codeswitching. By doing so, I obtain figures on diglossic knowledge that include
diglossic vocabulary development and language awareness. Secondly, the data
are analysed qualitatively in the last phase of the research. In this phase I,
merge the whole databases of qualitative and quantitative data gathered in all
the phases of the research. I analyse them together to seek information that can
provide new perspectives and far-reaching insights to better understand
students’

cognitive

experiences

of

diglossic

code-switching

and

their

development of diglossic knowledge. The steps of the research are summarised
as follows:
i.

Qualitative (qual) prior to language course:
Participants respond to an open-ended questionnaire before the language
intervention starts;

ii.

QUANTITATIVE (QUAN) prior to experimental language course (pre-test):
Participants sit a language test before the experimental language course
starts;

iii. QUANTITATIVE (QUAN) a week after the end of the experimental language
course (post-test):
Participants sit a language test immediately after the experimental language
course finishes;
iv. qualitative (qual) immediately after the post-test:
After having taken the language test at the end of the experimental
language course, participants respond to an open-ended questionnaire.
They also share orally their cognitive experience of doing diglossic-code
switching tasks in the test. I collect data on their cognitive experiences
through retrospective think-aloud protocols. These data represent students’
metacognitive awareness of performing diglossic-code switching. Data on
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metacognitive awareness are analysed twice. I firstly convert them into
quantitate figures and I add them to the language outcomes collected in
phase (iii). I also analyse them qualitatively in the last phase of the
research;
v. QUANTITATIVE (QUAN) three weeks after the post-test (delayed posttest):
This part repeats phase (iii) and collect the same quantitative data after a
period of three weeks;
vi. qualitative (qual) immediately after the delayed post-test:
In this phase I collect data through retrospective think aloud protocols. The
procedure to use data extracted from the protocols is identical to the one
followed in phase (iv).
vii. Integration of qualitative and quantitative data:
The last stage occurs during the analysis of the data. I integrate the data
gathered in the qualitative and quantitative phases with the aim of finding
key insights into the relationships between the results obtained.
The phases are visually represented in the table below for clarity of
interpretation.
Table 1

Qualitative and quantitative phases of the research

Prior to experimental
language course

(qual)

(QUAN)

Open-ended questionnaire

Pre-test: SA language test
(QUAN)

A week after the
experimental
language course

Immediately after the
post-test

Post-test on diglossic
vocabulary knowledge and
cognitive code-switching
(qual)

(QUAN)

Retrospective think-aloud protocols
used to collect data on metaawareness and presence of
morphological rule formation

Retrospective think-aloud
protocols converted into
quantitate figures

+
(qual)
Open-ended questionnaires
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(QUAN)
Three weeks after
the post-test

Immediately after the
delayed post-test

During data
discussion

Delayed post-test on diglossic
vocabulary building and
cognitive code-switching
(qual)

(QUAN)

Retrospective think-aloud protocols
used to collect data on metaawareness and presence of
morphological rule formation

Retrospective think-aloud
protocols converted into
quantitate figures

(QUAN) + (qual)
Integration of the data gathered in the qualitative and quantitative
phases

Source: Author.

The mixed-methods approach is reflected in my research questions, which are
quantitative (1 and 2), qualitative (3) and mixed-methods (4) in nature. As I
illustrated in the introduction chapter, they are as follows:
1 - Does focus-on-form instruction lead to diglossic vocabulary development
more effectively, when it links forms in Standard and Colloquial Arabic, or when
it focuses only on one variety?
2 - Is focus-on-form instruction more effective for diglossic language awareness,
when it links vocabulary forms in Standard and Colloquial Arabic, or when it
focuses only on one variety?
3 - What impact does focus-on-form instruction have on students’ perceptions of
Arabic variation, when it links vocabulary forms in Standard and Colloquial
Arabic and when it focuses only on one variety?
4 - To what extent is the development of diglossic vocabulary knowledge a
function of the method of focus-on-form instruction received?
I apply the research design to the data collected from the three participant
universities. This allows me to conduct cross-case analysis. I illustrate the
selection of the sources and the ethics-approval process in the following
section.
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4.4.2

Data Collection and Analysis Methodology

The seven steps of the study as listed in the previous section are explained in
detail below.
i.

qual – before the experimental language course

The qualitative tool I use to collect data in the first phase of the empirical
research is a questionnaire with open-ended questions, which is given to the
experimental and control groups before the experimental language course
starts. The questions allow me to obtain in-depth information on students’
attitudes, opinions, and experience regarding learning Arabic as a foreign
language. This tool is used to best learn from participants as it allows them to
provide information without constraints, and it is also used on the assumption
that the nature of the questions can provide different insights, illustrations, and
interpretations. I combine them for nodes, i.e. themes and categories, using the
qualitative software NVivo. This software supports the coding of the data into a
selection of adequate nodes, for comparison and evaluation, in the data
analysis stage. Examples of questions about students’ attitudes towards
studying Arabic are, ‘Why do you study Arabic’, ‘What are, in your opinion, the
most exciting and/or discouraging aspects of studying Arabic?’, ‘What do you
think is the hardest aspect to be acquired in Arabic?’. Moreover, they are asked
if they are planning to follow a language course, in which Arab country and why.
Students

are

also

asked

to

describe

the

teaching

methodology

or

methodologies they have been exposed to in their experience as learners of
Arabic, as well as the language learning strategies they use to memorise
vocabulary. Finally, in order to understand their exposure to and knowledge of
Arabic culture, they are asked about their knowledge and opinions of Arabic
music and films.
ii.

QUAN – pre-test before the experimental language course

Two premises of this study are that CA vocabulary and forms introduced in the
language course are familiar to the students in their SA equivalents, and that
participants are students of SA that have never been exposed to CA. The link
between CA and SA is explicit in the experimental group and it is avoided in the
control group, which focuses only on CA. On this basis, I investigate whether
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and how the two methods used with the two groups, lead to building CA
meaning and structural knowledge, and whether and how they lead to
developing diglossic knowledge and language awareness of corresponding SACA words.
I verify the familiarity of the students with the selected SA vocabulary and forms
with their Arabic teachers at the three participant Universities, as well as against
their language programmes. In order to have an in-depth view of learners’
actual familiarity with the afore mentioned vocabulary items and forms, and to
differentiate between their proficiency levels, I administer a SA written and oral
pre-test before the beginning of the language treatment. The results of the pretest are not used with the aim of comparing the students’ language
improvement after the experimental language course as they have no
knowledge of CA before the course starts. The results are collected on the
basis that they provide a clear insight into the students’ language knowledge in
SA before the beginning of the language experiment. The comparison between
these results and the data collected after the language treatment allow for a
better understanding of the impact that the language treatment has on the
participants. This is particularly true for the exercises in the post-test that
involve SA, i.e. exercises to measure diglossic vocabulary development and
language awareness. The comparison between pre-test and post-test scores
helps to analyse the impact of the language treatments on students with similar
levels of proficiency in SA at the beginning of the treatment, as well as among
learners that have different levels of language proficiency in SA. In my view, the
results of the pre-test also allow for a more detailed understanding of the
learners’ attitudes towards Arabic language reality and learning as their views
can be analysed in light of their proficiency levels. Finally, the data collected
quantitatively in the pre-test further support the interpretation of qualitative data
collected before and after the treatment by adding information on learners’
language knowledge at the beginning of the experiment. The vocabulary tested
in the pre-test covers the following topics: greetings, introducing oneself,
classroom objects, numbers, days of the week and months, telling the time. It
also includes a few everyday-life verbs in the present tense, adjectives, Whquestions, prepositions and compass points.
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Data are collected through a language test composed of a written and an oral
part, and I analyse the results of the test by measuring the mean scores, the
standard deviation, and the coefficient of variation. The mean score, or average,
of a certain set of data is equal to the sum of all the values in the data set
divided by the total number of values. The standard deviation measures the
variation within a set of data. It indicates how much the values of a certain data
set differ from its mean and so how widely the data is spread from the mean.
The coefficient of variation is useful to compare the dispersion in different sets
of data and particularly data which differ in their means. It is calculated by
dividing the standard deviation by the mean. It expresses the variation as a
percentage of the mean and it helps to understand how much the data vary
within a set (relative variability) and therefore the relative magnitude of the
standard deviation. The standard deviation is a measure of absolute variation or
dispersion, whereas the coefficient of variation is a measure of relative variation
or dispersion. if the data has coefficient of variation lower than 1, or 100%, its
distribution is considered as having low-variance, while if it is higher that 1, or
100%, the distribution is considered as high-variance. The equal distribution of
coefficient of variation equal to 1, is considered a medium-variance distribution.
Mean, standard variation and coefficient of variation provide an insight into the
main differences in language performance among the participants group, and
the internal variation within each group.
iii.

QUAN – a week after the end of the experimental language course
(post-test)

The data gathered in this phase is used to answer multiple research questions.
They inform the development of diglossic-vocabulary knowledge and of
diglossic language awareness; they allow one to compare the results among
sets of control and experimental groups as well as among groups of similar
nature; and they facilitate the understanding of the relationship between
diglossic language awareness and the development of diglossic vocabulary
knowledge.
The post-test comprises a written and an oral test that assess CA vocabulary
retention, diglossic code-switching skills, and the first level of diglossic language
awareness, i.e. cognitive diglossic code-switching. As in the pre-test, I analyse
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the results of the test by measuring the mean scores; the standard deviation;
and the coefficient of variation. I evaluate the mean, standard deviation and
coefficient of variation of each group and I compare it with that of other groups. I
compare and evaluate the mean scores of sets of control and experimental
groups that have participated in this research at the same time and within the
same university. I then compare these results among the three universities that
participate in this experiment. This allows me to establish whether the
differences or similarities of results among pairs of control-experimental groups
are analogous among universities or not.
Moreover, the figures of the post-test establish whether there is a statistically
significant difference between the results of experimental and control groups.
This in turn sheds light onto the impact that the two forms of instructions
employed with the two groups have on the threefold focus of investigation of
this research. Two sets of scores are analysed: results within groups and
comparative scores between experimental and control groups. The analysis is
carried out by means of non-parametric statistics. Non-parametric statistics are
formulae that accommodate the features of small-scale language education
research, as is the case of this research. These features include an
approximatively

small

number

of

participants

who

are

not

recruited

anonymously from a vast population of learners. This applies to my study in
multiple perspectives. First, the participants are not randomly selected but they
voluntarily take part. Second, the selection of the participants is not as broad as
to reach the entire population of learners, but it is constrained within the
Universities of Exeter, Genoa and Milan that provided support and access to
their facilities for the conduct of the empirical research. It is important to
highlight here that very often educational research tries to gain a deeper or
broader understanding of a specific phenomenon that occurs in a defined
learning environment and it rarely aims at generalising its findings to a
population.
The non-parametric formula I employ here is ‘Wilcoxon-Mann-Whitney Test’.
This allows me to analyse two sets of dependent variable data, i.e. the sums of
the post-tests scored by the experimental and control groups. It also allows me
to establish whether there is a statistically significant difference between them.
This formula is a nonparametric test used for comparing two independent
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groups, and it requires that the independent variable has two levels. The
independent variable of this research is type of instruction and it has two levels:
first, the instruction in the control group combines CLT with FFI that focuses
only on CA; and second, the instruction in the experimental group combines
CLT with FFI that focuses on SA and CA simultaneously.
As anticipated above, I analyse in this phase the learning outcomes for CA
vocabulary retention, diglossic code-switching skills and the first level of
diglossic language awareness (diglossic code-switching). The first two are
evaluated according to the categories of Bloom’s taxonomy, whereas language
awareness is measured using Leow’s levels of awareness. The data collected
to measure Leow’s three levels of language awareness are dual in nature:
quantitative and qualitative. Data on the first level (presence of cognitive codeswitching) are collected quantitatively through language scores attributed to
code-switching tasks that the students perform in the language tests. The
remaining two levels (meta-awareness and verbalisation of rules for diglossic
code-switching) are measured through retrospective think-aloud protocols.
These provide qualitative data, which is converted in this phase into quantitative
scores and ranking.
I attribute a score to the two components of the retrospective think-aloud
protocols of each student, and the conversion is explained in chapter six. The
reason behind converting the data is twofold. On the one hand, it allows me to
add information on language awareness to the quantitative data collected in the
post-test. The summation of the quantitative data collected is of great relevance
for the research since it provides an exhaustive and manifold picture of the
language knowledge and awareness developed by the students through the
experimental language course of this research. On the other hand, I can join
data on the three levels of language awareness and analyse them as a whole
for each participant and every group. I can then compare the results between
sets of control and experimental groups.
I compare the obtained quantitative figures on language awareness with CA
language retention and diglossic code-switching knowledge. I analyse the
scores obtained by sets of control and experimental groups. Intragroup analysis
is used to measure the relative performances of each student within the group
they are allocated to, and of each group as a whole. Intergroup analysis, i.e. the
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comparison of the obtained figures among different sets of groups, allows me to
reveal differences and similarities that exist between them. I compare the meanvariance of single groups among each other in the intergroup analysis. I firstly
analyse the differences between sets of corresponding control and experimental
groups within the same universities. I then compare the results among the
Universities of Exeter, Genoa, and Milan. I additionally analyse the differences
among groups that have identical nature: control groups and experimental
groups are compared only among each other. This allows me to compare the
results among similar groups within different universities and to identify patterns
of similarities and differences among them. Finally, qualitative data collected
through the retrospective think-aloud protocols are used in their qualitative and
informative nature in the last stage of the research, when qualitative data is
merged with quantitative data to better inform the results of statistical scores
and rankings.
iv.

qual – after the post-test

Two kinds of qualitative data are gathered after the language intervention. First,
learners describe their experience of performing diglossic code-switching tasks
and I collect this information through retrospective think-aloud protocols. The
data gathered via retrospective think-aloud protocols provide qualitative
information on the cognitive experience that each learner has of performing
diglossic code-switching. I convert this data into quantitative figures in phase
(iii), but I also keep it in its qualitative format and use it at the last stage of data
analysis. In that stage, quantitative and qualitative data are merged to form an
overall and detailed picture of the impact that this study has on the development
of diglossic vocabulary and language awareness. I assess this impact on both
language knowledge and subjective responses of participants to Arabic
language variation; diglossic code-switching; and the study of CA and SA
simultaneously through the different experimental methodologies of this
research.
Second, I collect qualitative data through questionnaires with open-ended
questions. The questions allow me to obtain in-depth information on learners’
experiences of attending the language course while they study SA in their
academic institutions, and their views on variation in Arabic language and
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learning. I analyse these data in chapter seven. They are of fundamental
importance to answer the fourth research question: ‘What results emerge by
comparing quantitative data on diglossic learning outcomes and accuracy with
qualitative data on students’ awareness and perceptions of Arabic reality and
learning?’. Examples of questions in the questionnaire are; ‘Describe the
experience of studying simultaneously Colloquial and Standard Arabic’;
‘Describe the main difficulties, challenges and positive aspects of integrating
Colloquial Arabic with Standard Arabic’.
These two qualitative data sets (retrospective think-aloud protocols on language
awareness and post-test questionnaires) are compared in chapter eight, in
which I discuss whether there exists a connection between their perceptions of
Arabic variation with their cognitive experiences of performing diglossic codeswitching. Also, I seek to identify answers to whether there is a link between the
students’ experiences of performing diglossic code-switching and their
motivations towards studying two Arabic varieties simultaneously. I explore
whether there is a link between students’ evaluations of the challenges of
integrating CA and SA and their experiences of performing diglossic codeswitching. Finally, I try to establish whether there is a connection between the
participants’ self-evaluation on the impact that the integration of CA instruction
into their SA programme has, and their experiences of performing diglossic
code-switching.
v.

QUAN – three weeks after the post-test (delayed post-test)

The delayed post-test occurs three weeks after the post-test. It is a replication
of the post-test (phase iii) and it has the same focus. The process of data
gathering is identical and so is the data analysis. First, the participants sit a
language test aimed at collecting figures on diglossic vocabulary knowledge
(the test measures CA language retention; diglossic code-switching tasks; and
presence of diglossic code-switching). I use the results of the tests to measure
the mean, standard variation and coefficient of variation for every group. I
compare the results between control and experimental groups using the
Wilcoxon-Mann-Whitney test to determine whether there is a statistically
significant difference between them. Second, I measure the two remaining
levels of language awareness: presence of meta-awareness and awareness of
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morphosyntactical rule applied to perform the diglossic code-switching. The
data is collected and analysed by converting qualitative data from retrospective
think-aloud protocols into quantitative figures. The qualitative data gathered is
analysed, instead, in the last phase of the data analysis.
The analysis of the data collected through the delayed post-test adds one
element that is not present in the analysis of the data collected through the
post-test: the comparison between the results of the post-test and the delayed
post-test among results of paired samples of the same participants. I use here
the ‘Wilcoxon Signed Rank Statistic’ test to compare the results of paired
samples and identify whether there is a statistically significant difference
between the results of the post-test and the results of the delayed post-test. I
evaluate the differences among corresponding control and experimental groups,
and I compare the results obtained among the three universities participating in
this study.
vi.

qual – after the delayed post-test

This phase replicates phase (iv). Participants share their experiences of
performing diglossic code-switching during the delayed language test and I
collect these data through retrospective think-aloud protocols. The participants
are asked to make the thought processes that occurred to them during the task
performance as explicit as possible, and they are asked to elucidate the rules
they apply to switch between language varieties. As I do in phase (iv), I use this
information both quantitatively and qualitatively. Quantitative figures are
analysed at this stage, whereas qualitative information is analysed at the last
stage of the data analysis, when qualitative and quantitative data are merged.
The data gathered through retrospective think-aloud protocols after the delayed
post-test are useful to: (i) analyse more comprehensively learners’ scores on
language knowledge in the delayed post-test by adding the element of language
awareness to the scores; (ii) assess long-term learners’ awareness of diglossic
code-switching changes; (iii) compare and analyse how learners’ awareness
change over a three-week period.
vii.

integration of qualitative and quantitative data
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This stage occurs during the data analysis and its purpose is to merge
quantitative and qualitative results to achieve a better understanding of the two
sets of data (Creswell, 2006:83). Data are merged to compare the results from
the two datasets through a side-by side comparison technique (Creswell and
Plano Clark, 2011:223), which involves presenting qualitative findings and
quantitative results together in the discussion chapter. I present quantitative
results followed by qualitative results in the form of quotes and I specify how the
qualitative quotes support, or contradict, the quantitative results.
I summarise in the table below the components of my empirical research: (i) the
research phases; (ii) the nature of the data gathered; (iii) the tools employed to
collect them and (iv) to measure and analyse them; and finally, (V) the
information provided by the data collected.
Table 2

Components of the empirical research
Phase 1 (qual) Prior to the experimental language course

Data collected on
Data collection tool
Data analysis tool
Data provide
information on

Students’ attitudes towards SA language and learning
Open-ended questionnaires
NVivo
Students’ views towards SA and their opinions and experiences
regarding learning AFL
Teaching methodologies that students are exposed to in their AFL
programmes
Effective vocabulary language learning strategies employed by the
students

Phase 2 (QUAN) Prior to the experimental language course
Data collected on
Data collection tool
Data analysis tool
Data provide
information on

SA proficiency
Language test (pre-test)
Language test scores for each participant
Learners’ actual proficiency in SA forms and vocabulary that will be
taught in CA in the experimental language course. This allows to
analyse the impact that the language experiment has on the
development of diglossic language knowledge and awareness for the
participants, based on their levels of proficiency at the beginning of
the course.

Phase 3 (QUAN) A week after the conclusion of the experimental language course
Data collected on

Diglossic vocabulary-building. This is composed of: CA vocabulary
retention; diglossic code-switching skills; presence of cognitive codeswitching (first level of diglossic language awareness)
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Data collection tool
Data analysis tool

Language test (post-test)
Language test scores used to analyse the mean scores; standard
variation; coefficient of variation; and Wilcoxon-Mann-Whitney test

Data provide
information on

Development of diglossic language knowledge for each participant.
This is measured against the first five categories of Bloom’s taxonomy
as listed in sections 3.5.1 and 3.5.1.1. It is also measured using the
first level of language awareness as indicated by Leow (Leow’s levels
of awareness are listed in section 3.5.2.
Establish whether the difference in language instruction between
control and experimental groups leads to a statistically significant
difference in diglossic vocabulary building between the two groups.
Difference in diglossic vocabulary-building results between sets of
control and experimental groups within the same Universities and also
among the participant Universities.
Insight into the main differences in language performance and mean
scores within each single group, between sets of control and
experimental groups within the same Universities and among the
participant Universities.
Analyse the similarities and differences in the results among groups
that have identical nature, i.e. control groups and experimental groups
are compared among each other. This allows to identify patterns of
similarities and differences of groups that have the same nature
among the participant Universities.

Phase 4 (qual) Immediately after the post-test
Data collected on

Data collection tool
Data analysis tool
Data provide
information on

Meta-awareness of the subjective experience of diglossic codeswitching, and presence of morphological rule formation
(second and third levels of diglossic language awareness)
Retrospective think-aloud protocols
NVivo
Whilst it is collected immediately after the conclusion of the empirical
language research, this data inform the last phase of data analysis. In
the last phase quantitative and qualitative data are merged to provide
a detailed picture of the impact that this study has on the development
of diglossic vocabulary and language awareness, and on the students’
attitudes and motivations towards Arabic language reality and
learning. I assess this impact both as language knowledge and as the
students’ subjective responses to Arabic language variation.

Data collected on
Data collection tool

Students’ attitudes towards variation in Arabic reality and learning
Open-ended questionnaires

Data analysis tool
Data provide
information on

NVivo
Insight into students’ perceptions of variation in Arabic and their
attitudes towards studying, together with their cognitive experiences of
performing diglossic code-switching.
Answer questions that seek to identify whether there is a link between
the students’ experiences of performing diglossic code-switching and
their motivations towards studying two Arabic varieties simultaneously;
their evaluations of the challenges of integrating CA and SA; and their
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self-evaluation on the impact that the integration of CA instruction into
their SA programme has.
Phase 5 QUAN) three weeks after the post-test
Data collected on
Data collection tool
Data analysis tool

Data provide
information on

Long-term diglossic vocabulary-building and language awareness
Language test (QUAN) and retrospective think-aloud protocols (qual
converted into QUAN)
Language test scores used to analyse the mean scores; standard
variation; coefficient of variation; Wilcoxon-Mann-Whitney test; and
Wilcoxon Signed Rank Statistic
Evaluate the long-term development of diglossic-vocabulary
knowledge and language awareness for each participant (CA
vocabulary knowledge; diglossic-code switching and diglossic
language awareness) and for each group. The comparison is carried
out within the same Universities and among the participant
Universities.
Compare the results of delayed post-tests between sets of control and
experimental groups and determine whether there is a significant
difference between them and if the difference is affected by the types
of instruction received in the experimental language courses.
Analyse the similarities and differences in the results of groups that
have identical nature, i.e. control groups and experimental groups.
The results of control groups and experimental groups are compared
among each other with the aim to identifying patterns of similarities
and differences of groups that have the same nature among the
participant Universities.
Establish the long-term relationship that each participant develops
between language awareness and the other two components of
diglossic vocabulary building and allow to investigate whether
Compare paired samples to determine whether there is a statistically
significant difference between two sets of data from the same group of
people, as in between the post-test and the delayed post-test scores.
Shed light on the impact that the experimental language instruction of
this research has on long-term diglossic language retention.
Evaluate sets of control and experimental groups within the same
Universities and among the three universities participating in this
study.

Phase 6 (qual) Immediately after the conclusion of the post-test
Data collected on

Data collection tool
Data analysis tool
Data provide
information on

Meta-awareness of the subjective experience of diglossic codeswitching, and presence of morphological rule formation
(second and third levels of diglossic language awareness)
Retrospective think-aloud protocols
NVivo
Provide an insight into the participants' cognitive processes and their
experiences of performing diglossic code-switching during the delayed
post-test. These data are collected in this phase but analysed in the
last stage of the data analysis, when qualitative and quantitative data
are merged
115

Phase 7 (QUAN and qual)
Data collected on
Data collection tool
Data analysis tool
Data provide
information on

The data collected in the first six phases are merged here.
Side-by side comparison technique
Quantitative and qualitative results are merged to achieve a better
understanding of the two sets of data.

Source: Author.

So far, I have focused in detail on the design of the research calling attention to
each phase and research tool used. I focus now on the selection of the
participants, the coding system used, and the ethics approval process.

4.5 Selection of participants
In this research an embedded quasi-experimental mixed-methods research
design is employed. A quasi-experimental design has in common with
experimental designs that it builds its empirical study on a target population
divided into experimental and control groups. However, it lacks the element of
random assignment to the groups that is typical of experimental designs. In this
thesis, the target population is represented by students of SA in higher
education who have never been exposed to a variety of CA. As we have seen
previously, they are enrolled in one of the following universities: Exeter in the
U.K. and Genoa or Milan in Italy. All the participants are at beginner’s levels.
Since students from three universities participated in this study, the length of
their exposure to Arabic instruction is comparatively different although they are
at the same language levels. Thus, with the aim of selecting a consistent set of
participants, I identify a threshold in the selection as follows: by the start of the
language intervention all students must have had between 100 and 150 hours
of SA instruction. The participation is supported by the above-mentioned
universities but it is not compulsory for the students to join the study and they
can decline to take part. This entails that participants are not randomly selected
from a vast population of learners. Finally, the classes for both experimental
and control groups are created to accommodate the students’ needs and
schedules, and they can choose to join in the group that suits their needs best.
These circumstances occur very often in language-education research and lead
to a dataset that does not come from a population following a probability
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distribution. However, I explain in the next section how this sets of data can be
quantitatively analysed using non-parametric statistics.
Several ethical considerations needed to be taken into consideration during the
preparation of the research, in order to conduct the empirical study under
appropriate conditions. An ethics-approval form in English for the students of
the University of Exeter was prepared and approved by the Ethics Committee of
the University before the language interventions took place, and it was
translated into Italian for the universities of Milan and Genoa. The ethicsapproval process included the need to ensure the voluntary and informed
nature of participation of the students. A consent form was given to the students
before the beginning of the empirical research explaining the main aims of the
study and the objective of the data gathering, hence being part of the empirical
research of a PhD thesis. Written consent was obtained in every case. The
consent forms were signed before the first questionnaire was handed out, which
gave me the possibility of explaining the aims of the interviews and managing
the expectations of the participants.
In this research, codes are used order to protect confidentiality and ensure
anonymity. Participants are de-identified by using codes instead of their names.
The codes identify the University (MI for Milan, GE for Genoa and EX for
Exeter) and the nature of FFI instruction received (CA for instruction that
focuses only on CA and CASA for instruction that links CA and SA forms). I
finally use numbers to differentiate between participants. For example,
“MICASA1” is a participant enrolled at the University of Milan who has been
allocated to the experimental group CASA and has been randomly attributed
the number 1 to be distinguished from the other participants.
Regarding data storage, the transcription of the tests and the tests results, the
answers to the open-ended questionnaires and list of participant names were
kept separate in two different folders on the University of Exeter secured central
data storage facility, namely the U: drive. Furthermore, the ethical-approval
process required an assessment of possible harm caused by the research. It
was concluded that the interviews were not likely to cause harm to the
participants. Lastly, a declaration of interest ensured that there were no further
commercial or other interests involved in the project. The use of qualitative
software NVivo supported the qualitative coding of the questionnaires into a
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selection of adequate nodes. It also represented an additional archival support
for the gathered data. The use of qualitative software permits the exploitation of
hypertext and hypermedia techniques and the possibility of creating flexible
nodes through a variety of supports and texts (Atkinson and Delamont, 1996).
Finally, the use of NVivo supported the retrieval of information and analysis of
the qualitative comparative case studies and permitted the horizontal grouping
of the interviews along selected topics and facilitated their comparison.
In the following section I explain the selection of the universities in which I
conducted my language research and the information gathered through the pilot
study, which helped me to structure the language interventions.

4.5.1

Selection of the Universities

The language intervention consists of a twelve-hour course and is organised in
six lessons of two hours each. It ran at the universities that participate in my
research and that allow me to use their facilities to carry out the language
instruction

as

well

as

the

language

tests.

Pre-

and

post-treatment

questionnaires were also conducted using rooms provided by the universities. I
conduct my empirical research in two different countries because I am
interested in collecting and comparing data from speakers of different mother
tongues. My universities of choice fall within countries in which I am equally
comfortable in speaking the official language, namely Italy and the United
Kingdom, and with using it in formal instruction. This is of crucial importance
because, although the main language of instruction is colloquial Arabic,
students at beginner levels very often need support in their mother tongue
during second-language lessons, especially if the activities are based on focuson-form. For this reason, I chose countries in which my ability to use the official
language beside Arabic during classroom instruction is the same. I perceive this
to be a fundamental factor since it avoids risks of bias in data collection and
interpretation.
Within the afore mentioned countries, the selection of the three universities was
also based on criteria drawn up to avoid bias in data collection. One the one
hand, in all three universities the Arabic programme is based on SA without
formal instruction in CA. On the other, I am equally as familiar with their
118

facilities, structures, organisation and instruction as I completed my bachelor’s
degree at the University of Genoa, earned a master’s degree at the University
of Milan and I have taught Arabic alongside my PhD programme at the
University of Exeter.
The research took place in the academic year 2014/2015. I carried it out in
Milan and Genoa from October until December 2014, and I conducted my
research in Exeter in the second term of the same academic year, more
precisely from January until March 2015. As Genoa and Milan are not far from
each other, I combined the research in the two universities within the same
weeks as follows: from Monday until Wednesday in Milan, and Thursday and
Friday in Genoa.
Before starting the research, I first contacted the Universities and set a formal
agreement in which I was accepted as visiting researcher at their Arab and
Islamic studies or language institutes. This allowed me to make use of the
universities’ facilities and to deliver the lessons, tests and questionnaires at the
universities’ building rooms. I organised the schedules of the lessons through
the timetable services of the three Universities, which allowed me to combine
the free slots in the students’ timetables with the rooms available in the
buildings.

The research has a compulsory attendance policy and the

attendance to all six lessons was mandatory, in order to make sure that all the
participants were exposed to same amount of classroom time. Finally, so as to
minimise the impact of the course on the students’ workloads, I did not request
the participants to study the language content covered in the lessons for the
tests. This allowed them to decide freely whether they wanted to study in
preparation for the test. I now identify and explain the content and the language
material developed for the language lessons of this research.

4.5.2

Pilot study

I conducted the pilot study at the University of Exeter during the second term of
the academic year 2013/2014. Through it I acquired best practices, lessons
learned and students’ advice that helped me to make sure that the language
interventions met the students’ needs and interests without becoming
burdensome. I also assessed whether the amount of vocabulary and language
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forms I taught was appropriate for the students’ time and availability to study
between lessons. Moreover, the conduction of the pilot study helped me to
understand how to efficiently organise the language intervention of this study
and the phases of data collection. I decided to carry out the study during the
second term of the 2013/2014 academic year as my empirical language
research was formally scheduled to take place over the following academic
year. The timeframe set for the pilot study left me enough time to make the
necessary changes to the organisation and structure of language interventions
and language tests before the beginning of the following academic year. I was
also able to share the finalised version of my empirical research programme
with the universities participating in this study with adequate notice.
Before carrying out the pilot study, I was uncertain about two structural aspect
of the empirical research: whether to organise it as an intense language course
or spread it over a certain number of weeks, and the exact length of the
research. First, I needed to assess whether the students preferred the language
treatment to be organised over a prolonged period of time or if they favoured an
intensive course. In the pilot study, it emerged that they had no definite and
strong preference between the two options. However, they expressed a
preference for the study to be carried out during term time, as it is often the
case that many of them do not live in their university town outside of term. This
entailed spreading the empirical research over several weeks, because it was
not possible to combine an intensive course with their university lessons’
timetables. I therefore decided to organise the research over a prolonged
period.
Second, the pilot study was helpful in determining the exact length of time of the
empirical research, i.e. the overall time that the language course and the data
collection phases (language tests and questionnaires) should take. The
students expressed a preference for one lesson a week of two hours and they
were willing to take as many lessons as possible since they were eager to learn
a form of vernacular Arabic. I explain below in detail the process that led me to
establish the exact number of lessons of this research.
On account of the research premises, students participate in the study only after
having received between 100 and 150 hours of SA formal instruction, and
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before they are exposed to any variety of CA. This applied to the students of the
three universities as follows:
i.

The students of the University of Exeter spend their second year in Jordan
within the year abroad programme organised by the University. This
programme gives them the opportunity to live for almost a year in Amman;
study intensively SA; and learn CA alongside. As they are exposed to CA
in their second year, only first year students can participate in this
research. By the end of the first term of their first year, the students reach
100 hours of formal instruction, which is the threshold for the participation
in this research study. This narrowed down the amount of time available
for Exeter students to the second term of the first year. In the academic
year 2014/2015 this corresponded to eleven weeks.

ii.

The bachelor’s degree courses of the Universities of Milan and Genoa did
not offer study abroad year options at the time of this research. Neither
Milan nor Genoa Universities had compulsory CA courses in their Arabic
programmes. This meant that, unless the students had been exposed to a
variety of CA for personal reasons, or had taken optional CA lessons
organised by the universities, they could participate. It was often the case
that students enrolled in the first year had not received enough instruction
in SA to be able to join this research. In fact, the study saw the
participation of second and third year students only. In order to be
consistent with the length of the research in Exeter, I organised the
research to take place over eleven weeks in both universities.

To sum up, through the pilot study I established that the empirical research
should cover eleven weeks inclusive of pre-test, language instruction, post-test
and delayed post-test. I also determined that the lessons should be two hours
long, and that they should occur during term time.
Before the beginning of the pilot study I was concerned about arranging the
empirical research during term time, as I was concerned that its combination
with curricular lessons could prove to be an obstacle. I was partly concerned the
three tests that comprise my research (the pre-test, post-test and delayed posttest) could have created a stressful environment and that this would have a
negative impact on the students’ well-being and academic performance. I was
also concerned about the impact of the research on the students’ workload.
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Whilst I considered this a good opportunity to assess the effects of combining
CA and SA instruction simultaneously, the experimental, and therefore
untested, nature of the language instruction made me conscious of the potential
downsides of integrating it within SA instruction. For example, it could have
caused confusion between SA and CA or unexpected and negative outcomes.
The teachers of Arabic of the Universities of Exeter, Genoa and Milan, as well
as the students participating in the pilot study, helped me to tackle these
concerns. The former accepted to meet me before the beginning of the study
and address the potential negative outcomes of conducting my research during
term time. I queried the latter after the completion of the pilot study, as to
whether they had found the combination between this research and their
standard curriculum lessons cumbersome, confusing or excessively demanding,
and whether the tests had proven to be highly stressful. The teachers
expressed a favourable opinion on the basis that my research involves the
teaching of CA (with links to SA forms in the experimental group) at elementarylevel, whereas the university lessons in SA that the students attend are highbeginner level or low-intermediate levels. The teachers were also supportive of
the idea that the tests included in the research would not present an obstacle as
they are anonymous; they are not evaluated or shared with the teachers; and
therefore, they have no impact on the students’ academic performance.
Moreover, the students were made aware before the beginning of the pilot study
that their withdrawal from the study would not be penalised and they were
encouraged to act should perceive that the research was having a negative
impact on their well-being. The students confirmed the responses of the
teachers: they reported that the integration of the course with their University
timetable had not been overwhelming and that they did not feel it caused
confusion either in terms of their passive knowledge (understanding CA and
SA) or active knowledge (recall and producing sentences in CA and SA
correctly). Only one student dropped out the pilot study, and more specifically
the experimental group, on the grounds of the excessive amount of information
and the difficulty in combining it with the other subjects studied. I have
explained in detail the pedagogical and contextual reasons that led me to define
the organisation of my empirical research and I now move on to delineate the
experimental language courses.
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4.6 Language material
In keeping with the role and function of CA, which is confined to everyday oral
interaction, teaching this variety should be restricted to oral skills. As Alosh
(1997:99) argues, “learning a colloquial variety is limited to the oral skill[s] only.
Nevertheless, pedagogical constraints, such as the need for reinforcement of
learning, dictate that some written [CA] be provided.” I therefore rely on CA
written material for pedagogical purposes.
The material used in the language course was developed by the researcher. I
drafted the first version before the pilot study and I trialled it in that occasion to
test it before using it systematically in the experimental language course. In the
pilot study, I tested, adjusted and refined the language material. I initially
consulted with the participants to identify their topics of preference and then
refined the content of the language resources in the pilot study. I discussed and
examined with the students involved in the pilot study their vocabulary choices
in order to identify which elementary topics they wished to learn in CA. This is
because, as the students’ participation was voluntary and the attendance to all
six lessons was required, I assumed that they would more likely be engaged if
the topics presented were in line within their needs and requirements. The
students expressed a particular interest in learning CA related to daily life topics
to ameliorate their skills in everyday life interactions. They individuated areas in
which they believed that their knowledge of SA did not provide them with the
necessary tools to communicate with native speakers and therefore areas in
which they felt hindered in having social interactions. Among the topics
suggested I selected the most popular elementary areas: greetings, introducing
oneself, numbers, days of the week and months, and telling the time. I added to
these topics some grammatical forms and nouns that allow learners to make
simple sentences in the present tense (a few everyday life verbs in the present),
adjectives, Wh-questions, prepositions and compass points. The course was
delivered over six weeks from the second week until the seventh of the
language intervention and the topics were organised as follows:
Week 1: Greetings
Week 2: Revision of greetings, introducing oneself, numbers (until 19);
Week 3: Revision of introducing oneself, numbers (20-30), Wh-questions;
Week 4: Everyday life (includes an introduction of how to tell the time);
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Week 5: Revision of greetings, numbers, everyday life and wh-questions.
Telling the time. Days of the week;
Week 6: Describe position and direction using selected vocabulary from
prepositions, classroom objects, and compass points. Revision.

4.6.1

Orthography of language material

The material was presented in Arabic script. The practice among some
developers of CA materials has been to present the texts transliterated in
Roman script but this practice is questionable since materials in CA are
generally designed for students with a background in SA, which is normally
taught with Arabic script (Alosh, 1997:99). A challenge this decision entails is
that there does not exist a standardised orthography for CA. Moreover, spelling
choices have the potential to take on social meaning. The field of the
sociolinguistics of spelling has pointed out that in vernacular writing, both the
choice of a spelling variant that is supplied by the standard variety and the
choice of a spelling that departs from an existing standard version in some way
constitute a social action, i.e., they transport social meaning by either complying
with or breaking existing norms (Hinrichs, 2012:326). In this research the
selection of the orthography for the language material is carried out with the aim
of reflecting the main features of the FFI used in the two groups of the
experimental language course. I firstly identified a shared linguistic area of
vocabulary overlap that exists between CA and SA. I adopt here two definitions
introduced by Bassiouney (2006:36) that define shared lexical items between
SA and CA: “neutral” and “mixed”. The former refers to vocabulary in which the
alternation between one lexical item in CA and the other in SA “is only
phonological” (Bassiouney, 2006:30) and therefore it does not appear in the
written word. This difference could be attributed to divergent “vowel pattern” or
“realisation of consonants” (Bassiouney, 2006:33). For example the verb ﻗﺎل
/qaːla/ (to say) can be realised phonologically as SA by pronouncing it /qaːla/ as
well as CA by uttering it /ʔaːl/ or /gaːl/. The phonological variations at play here
involve the pronunciation of the consonant  ق/q/ that is realised in CA as a
glottal stop /ʔ/, i.e. by hindering the airflow in the glottis (Watson, 2002:17), or
as a voiced velar stop /g/; (ii) the dropping of the last short vowel in the
pronunciation of the verb. Neutral words also include words which seem like SA
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words because they may have some MSA features, but have no equivalent in
CA and are therefore used in both codes.
Mixed items instead merge features of the two varieties and Bassiouney
(2006:37) divides them into two forms:
“1. Mixed forms that are mixed morpho-phonologically and lexically (within a word).
[For example] the noun ∫e:? (thing). Lexically the noun is MSA, the ECA equivalent
would be ha:ga. The glottal stop at the end also seems like an MSA phonological
feature. However, the realisation of the vowel as e: rather than the MSA diphthong
ay, is an ECA feature.
2. Mixed forms that are mixed by blending a bound morpheme from one code and a
free morpheme from another. This category includes MSA verbs, for example,
which are saliently MSA with MSA morpho-phonological features, but which have
an ECA variable attached to them. The passive verb bi-tunaffadh (it is
implemented) is a clear example.”

By exploring mixed and neutral items, Bassiouney gives us a significant insight
into code mixing, or its absence, at word level. The rationale that led to my
orthographic choices is based on reflecting Bassiouney’s distinctions of CA and
SA vocabulary. I firstly explain the orthographic choices I made for the material
used with the control group and I subsequently tackle the orthographic choices
that I apply to the material used with the experimental group.
In the control group I employ the word spelling adopted in “Syrian Colloquial
Arabic, a functional course” (Liddicoat, Lenanne, and Abdul Rahim, 2012). My
choice is motivated by the fact that I used various communicative exercises
from this textbook and I found it consistent to adhere to the CA spelling its
author employs. I followed throughout different guidelines for the experimental
group instead.
First, I start by explaining the spelling of neutral lexical items, as per the
definition provided by Bassiouney. These are written in SA. For example, ﺑﯾت
/bajt/ and  ﻛﺛﯾر/kaθi:r/ are written according to their SA spelling, although their
pronunciation in Levantine CA is phonologically different. This is rendered into
CA by two means. First, the participants are provided with audio files for all the
lexical items of the course so that they are able to listen to the CA pronunciation
of the vocabulary covered in the course. Second, the experimental group is
exposed to a comparison between SA and Levantine CA phonological forms
that explicitly explains the variations of pronunciation. The variation of
pronunciation of the word  ﺑﯾت/bajt/, which is pronounced /be:t/ in CA, is
explained by elucidating how diphthongs change from SA to Levantine CA.
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Diphthongs are monosyllabic sounds that begin with one short vowel and glide
into a long vowel that has a different sound (ex.  ﺧَﯾر/χajr/ and  ﯾَوم/jawm/). A
common example in English is the sound at the end of the word ‘toy.’
Diphthongs in Spoken Arabic tend to eliminate the short vowel and the sound of
the long vowel prevails. The sound of the long vowels can remain the same as it
is in SA, or take a Levantine CA inflection. In the case of  ﺑﯾت/bajt/, the long
vowel is pronounced in CA as /e:/ and therefore the word  ﺑﯾتis pronounced
/be:t/ in Levantine CA. The change in the pronunciation of the word  ﻛﺛﯾر/kaθi:r/,
instead, is explained through two common rules as follows. The students are
taught that the consonant  ث/θ/ is pronounced in Levantine CA as /t/ and in
some words, as /s/, and that very often the sequence ‘consonant-consonantlong vowel’ is characterised by the absence of a vowel on the first consonant.
The word  ﻛﺛﯾرis therefore pronounced /kti:r/ in Levantine CA.
As per mixed forms, I focus only the forms that are mixed by blending a bound
morpheme from one code and a free morpheme from another. I employ a
specific colour coding for this forms: black for SA morpho-phonological features
and light blue for the CA variables attached to them. For example, the verb ﺑﯾرﺟﻊ
/byərdʒaʕ/ is written using black for the SA feature  رﺟﻊ/radʒaʕa/ and using
light-blue for the CA feature  ب/b/. My aim is to visually facilitate the students to
recognise the features typical of Levantine CA and SA. However, although
visual tools are of help for the students, in my view the audio files that
accompany the vocabulary are of fundamental importance to render the
nuances of the CA pronunciation. As previously mentioned, the participants are
provided with audio files for all the lexical items of the course so that they are
able to listen to the CA pronunciation of the vocabulary covered in the course.
This is because it is not possible to reproduce the entire range of CA sounds
using the Arabic script. If we go back to  ﺑﯾرﺟﻊ/byərdʒaʕ/, we see that, although
the colour coding helps the students to differentiate between the suffix in CA
and the verb in SA, the sound /ə/ is not represented. The students would
therefore not able to utter the verb in CA without an audio support. Similarly, we
have seen that the long vowel of the word  ﺑﯾت/bajt/ is in fact pronounced /e:/ in
CA and there is no correspondent to that sound in the Arabic alphabet. Finally, I
write lexical items that exist only in CA using the colour coding previously
explained. My colour of choice for CA is light-blue and therefore vocabulary in
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CA is written in this colour. As per the spelling of these lexical items, I follow the
spelling used by Liddicoat, Lenanne, and Abdul Rahim (2012). This is the same
book I use as reference to prepare the material for the control group and I
believe it is useful and consistent to adhere to the spelling of CA words it
provides.

4.6.2

Activities and exercises of language material

The theoretical approach to the development of activities and exercises I adopt
for both the experimental and control groups recalls that of Nation (2011:445).
According to him (Nation, 2011:445), there needs to be a balance of
opportunities for learning across four strands: meaning-focus input, meaningfocus output, language-focused learning, and fluency development. Thus, a
well-planned speaking course builds on learning through meaning-focused
input; provides substantial opportunities for meaning-focused output through
speaking; gives deliberate attention to pronunciation and the learning of
vocabulary; and develops fluency in speaking. All these elements are present in
both the experimental and the control group. Moreover, with both groups I
employ interactive activities and games. Games are particularly important in
speaking activities as understanding is a key to achieving the goal of the
activity. Interactive activities are also based on students’ negotiation of
meaning.
With both groups, I combine exercises to encourage speaking as a meaningfocused activity, but I also pay deliberate attention to pronunciation to improve
the quality of spoken output and to stress the phonological characteristics of
CA. I also focus on the development of sociolinguistic competence by working
on topics such as greetings and by giving a particular focus to how to address
people in appropriate ways. Most importantly, I focus on how to keep a
conversation going, which is a particular useful strategy for learners to gain
control in the early stages of speaking (Nation, 2011:451). There exists a range
of simple ways in which learners can be helped to manage conversations. For
example, a useful way to remain involved in a conversation is to answer
questions with a short answer and add extra related information (Holmes and
Brown, 1976). Finally, I focus on developing fluency in speaking in CA.
Speaking occurs under time constraints and thus it is very important that
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learners quickly become fluent in using the language items that they already
know. For example, knowing the numbers in another language is of little value
in spoken use unless these numbers can be accessed fluently (Nation,
2011:452). For this reason, for example, students in both groups practice
numbers from 1 to 39 through the game ‘Battleship.’ This is a game that
students play in pairs. Each player has a ruled grid on which they mark the
location of their fleets of ships. The individual squares in the grid are identified
by numbers. The locations of the fleet are concealed from the other player and
they alternate turns trying to identify the location of the other player's ships by
calling out numbers of the grid. Thus, not only do the numbers need to be
learnt, they also need to be practised until they can be quickly recognised when
they are heard and quickly produces when they are needed. Exercises to
develop fluency are carried out once the vocabulary has become familiar to the
learners, as unfamiliar vocabulary, grammatical constructions or discourse
features hinder fluency development. The focus of the activities is on conveying
messages and thus the tasks are communicative. Finally, there tends to be an
encouragement to perform faster than usual speed and a great amount of
repetition.
The afore mentioned communicative activities are combined with FFI. In this
research FFI in the experimental group draws students’ attention to the
following equivalent forms and vocabulary in Levantine CA and SA:
i.

How the pronunciation of diphthongs changes from SA into Levantine CA;

ii.

How the combination of three letters ‘consonant-consonant-long vowel’ is
characterised by the absence of a vowel on the first consonant;

iii.

Phonetic changes from SA to Levantine CA in the pronunciation of the
following consonants  ث/θ/ is pronounced /t/ in Levantine CA. In some
words it can be pronounced /s/;  ق/θ/ is pronounced /ʔ/ in Levantine CA. It
can also be pronounced /g/;  ء/ʔ/ is often not pronounced in Levantine CA;
 ة/a/ is often pronounced /e/ in Levantine CA;

iv.

Phonetic changes in the pronunciation of numbers;

v.

How Wh-questions change from SA into Levantine CA;

vi.

How the conjugation of the present tense changes from SA into Levantine
CA.
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The exercises in the language material provided for the experimental group is
written exclusively in Arabic script and it specifies the equivalent in SA and CA
of all the lexical items covered. As per the control group, FFI introduces the
same afore mentioned forms through meaning-focused instruction, without
explicitly explain their equivalents in SA. Students are provided with groups of
words in CA that stress the phonological or lexical forms covered. The material
is written in CA and the explanation of the CA phonological rules are provided in
English.

4.7 Conclusion
This methodological chapter outlines the different methods, participants and
measurements used to advance the empirical research. Not only have I
explained the research method used to conduct the empirical study, but also
how it supports the collection of data that answer my research questions. The
research method is built on the theoretical perspectives that I have outlined
through the first two theoretical chapters, namely the literature review and the
theoretical framework. Language authenticity in Arabic is interpreted here as
constant performance of language variation. Language variation is cognitively
represented through the reference-packagings model and it is performed
through diglossic code-switching. In order to represent the reality of Arabic,
TAFL programmes should include, in my opinion, guidelines that support the
development of two abilities, these being the ability to master two language
varieties, and, secondly, the ability to code-switch between them as native
speakers do. This thesis contributes to this field by researching whether and
how two instruction methods based on the combination of FFI and CLT, can
support the development of diglossic knowledge of vocabulary and codeswitching skills at higher-education level. In doing so, it also investigates the
effects that the two methods have on students’ perceptions of variation in Arabic
and their development of code-switching awareness.
The chapter is divided into five sections that contribute to building the
methodological framework of this thesis as well as to describing the features of
the language resources developed for this research. In the first section I
summarised the threefold focus of investigation of the research. I also
recapitulated the learning outcomes against which I assess the students’
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development of diglossic vocabulary. These are based on the first five levels of
Bloom’s taxonomy of educational objectives. Diglossic language awareness is
measured, instead, using Leow’s level of language awareness. Finally, I also
collect students’ perceptions of variation in the reality and learning of Arabic. In
the second section I explained how I combine FFI and CLT using two distinct
methods of instruction, with the aim of comparing their impact and effects on the
development of diglossic vocabulary and code-switching skills. The two
methods of instruction are used with groups of participants that are divided into
experimental and control groups. The delineation of the characteristic of the two
instructional methods employed in the research has led to the subsequent
section, in which I provided the details of the research methods and the data
collection. This research is based on a mixed-methods research design, in
which quantitative and qualitative data are collected and are integrated to
achieve a more exhaustive understanding of the variables studied. The mixedmethods methodology is applied through an embedded quasi-experimental
design. In the fourth section I explained the selection of the sources; the
instruments used for data analysis; and the coding system used. I also
delineated the pilot study carried out before the beginning of the empirical
research and I explained how it provided fundamental information for the
delineation of the empirical language research. Finally, I outlined the material
used in the language lessons and the features of their language activities in the
last section.
This methodological section also shows how the research questions are to be
analysed. It presents the methods used to gather the data and gives arguments
supporting these choices. This chapter shows that quantitative and qualitative
methods are necessary to account for the heterogeneity of cases. However, it
also shows that methodological bias can exist in educational research, due to
the need to accommodate the features of small-scale language education
research, as is the case of this research. As shown in section 4.4.2, these
features include a small number of participants who are not recruited
anonymously from a vast population of learners. In order to overcome these
limitations, the quantitative analysis of the data is carried out by means of nonparametric statistics. The theoretical chapters (chapter 2, 3 and 4) of this thesis
have now presented in detail the research background, framework and methods
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of the thesis. The next three chapters comprise of the empirical part of this
thesis. Each of the three chapters focuses on one aspect of the threefold focus
of investigation, and shows the data collected to answer one research question.
The first empirical chapter focuses on the development of diglossic vocabulary
(chapter 5), the second on the development of diglossic language awareness
(chapter 6) and the last on the students’ perceptions of variation in Arabic
(chapter 7). In the last chapter (chapter 8) I aim at answering the last research
question by discussing the analysis of the empirical chapters, and by merging
quantitative and qualitative data to analyse the results on the development of
diglossic knowledge with information on students’ language awareness and
their perceptions of variation in Arabic.

131

5 CHAPTER 5 – Diglossic vocabulary development
5.1 Introduction
This chapter is the first of three empirical chapters presenting the analysis of the
threefold focus of investigation as detailed in the previous sections. This first
empirical chapter aims to observe diglossic vocabulary development. It answers
the research question: does focus-on-form instruction lead to diglossic
vocabulary development more effectively, when (a) it links forms in Standard
and Colloquial Arabic, or when (b) it focuses only on one variety? Scores of
language tests on diglossic vocabulary knowledge from beginner-level students
are analysed in detail. The students are enrolled in one of the universities that
participate in this study. The scores are analysed both within and across
universities. The analysis in this chapter is based on test scores of the
experimental and control groups. To observe whether diglossic vocabulary
development has taken place and how two different methods of FFI, one that
accentuates the links between corresponding forms in Standard and Colloquial
Arabic, and one that concentrates only on CA, influence it, this thesis argues
that different methodological tools are useful. Firstly, two aspects must be jointly
observed. Both CA vocabulary retention and diglossic code-switching skills
need to be observed. Furthermore, to more specifically examine the
development of diglossic vocabulary knowledge, the students’ ability to notice
and perform diglossic code-switching is also assessed. This is useful to
perceive the development of students’ ability to code-switch precisely.
An in-depth view of each student’s proficiency within the beginner-level of SA
was provided through a language test, i.e. the pre-test, before the start of the
empirical language research. Two further tests (the post-test and the delayed
post-test) measured the language outcomes on CA vocabulary retention;
diglossic code-switching skills; and the ability to notice and perform diglossic
code-switching. The comparison between the scores of the two tests is
instrumental to understanding the impact of the two different methods of
instruction used, on long-term diglossic vocabulary knowledge. The three tests
are scored on a scale of 0 to 100 and this study applies five statistical formulae
that use the scores. The formulae are: average score; Wilcoxon-Mann-Whitney
test; standard deviation; coefficient of standard deviation; and Wilcoxon 2132

sample Rank Sum. A detailed explanation of each formula is provided in section
5.2.
This chapter is structured as follows. The objective of the first section is to
explain how the formulae used are essential for comparing the impact of the two
forms of FFI on diglossic vocabulary building. More precisely, the first section
explains how the result of each formula helps to ascertain whether the impact of
the two forms of instruction on diglossic vocabulary building is significantly
different, and how it differs (Section 5.2). The second section delineates how
the exercises of the language test verify and assess the students’ knowledge of
diglossic vocabulary and their ability to code-switch and perform code-switching
(Section 5.3). First, I describe the structure of the pre-test, which is based on
SA vocabulary items and forms that are introduced in the CA language course
afterwards. Second, the post-test and delayed post-test, which are identical
tests on diglossic vocabulary development, are illustrated. The third section
analyses the correlation between the results of the pre-test with those of the
post-test and the delayed post-test among experimental and control groups
(Section 5.4). I carry out the comparison between the results of the
experimental and control groups within the three participant universities. This
comparison allows me to analyse the effects that the two different methods of
FFI have on the students’ development of diglossic vocabulary knowledge, and
to have an overview of the long-term effect of the two methods of instructions.
This facilitates a deep understand of how diglossic vocabulary knowledge varies
in the long term among the participants of the same groups, and to compare its
variation among pairs of experimental and control groups. The results of the
post-test and delayed post-test are analysed in view of the students’ results on
the pre-test. The results of the pre-test allow me to analyse the development of
students’ knowledge considering their actual proficiency levels in SA at the
beginning of the course. This section is followed by the fourth section, in which
the results are organised in subsections in which the experimental and control
groups are clustered on the basis of the students’ scores in the pre-test and
labelled as follows: low-average proficiency; average proficiency; and highaverage proficiency. I finally compare the scores on CA vocabulary retention;
diglossic code-switching; and presence of language chance of the post-test and
delayed post-test across the participant Universities (Section 5.6).
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5.2 Statistical formulae
This section illustrates the formulae used in this research to compare the impact
of the two forms of FFI on diglossic vocabulary building.
The average score refers to the arithmetic mean average. For simplicity, I refer
to the arithmetic mean average here as the ‘average.’ I calculate the average
for each group of students using the values of their test scores, which are
summed up and divided by the number of student of each group. The average
score is calculated for each language test.
In order to determine whether there exists a significant difference between the
average scores of the experimental and control groups, I employ the WilcoxonMann-Whitney test. This test is used to measure the non-parametric
distributions of data of this thesis, as explained in the previous chapter in
section 4.4.2. If there is a significant difference between the average scores of
the experimental and control groups, it is possible to argue that one form of FFI
instruction is likely to lead to diglossic vocabulary development more effectively
than the other. A significant difference between two groups means that there is
a measurable difference between the groups and that, statistically, the
probability of obtaining that difference by chance is very small. Thus, it is safe to
assume that the difference is due to experimental manipulation, which is, in this
research, the employment of two different teaching methods of FFI to teach CA
vocabulary and forms. The Mann-Whitney test operates as follows. The null
hypothesis is that there is no significant difference between the scores of the
observed groups of students, and that any difference that is observed is due to
sampling or experimental error. If there is no difference between the
distributions of both groups, there is a 50% probability that an observation from
a value randomly selected from one set of values is equal to an observation
randomly selected from the other set. Similarly, there is a 50% probability that
two randomly selected values, each one from one of the two sets of values, are
different. Therefore the p-value is set at (p ≤ 0.05). The Wilcoxon-Mann-Whitney
test determines whether the null hypothesis is rejected or fails to be rejected. If
the p-value is below or equals 0.05, the null hypothesis can be rejected and the
difference between the experimental and control groups is statistically
significant. If the p-value is above 0.05, the decision is not to reject the null
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hypothesis and the difference between the experimental and control groups is
not statistically significant.
Establishing whether there exists a statistically significant difference between
the average scores of two groups does not provide us with information
regarding the size of the difference between the groups. On the one hand, the
results between two groups might be statistically significant but the difference
between them could lack a meaningful effect. On the other hand, the results
might be statistically not significant but the difference between them could carry
revealing and enlightening information. With a view to including an evaluation of
the difference between the average scores of sets of groups, I measure the
standard deviation and the coefficient of standard deviation. If the data are
normally distributed, most of the values in the set of data are clustered around
the average, and only few examples tend to one of the two extremes. If the data
are not normally distributed, there exist numerous values that are not close to
the average. The standard deviation is a value that expresses whether and how
tightly the examples are close to the average in a set of data, or if they are
spread out from the average. Due to the fact that it provides information on the
distance of the values from the average within a set of values, the standard
deviation presents a picture of the distribution of the values within the set that is
more precise than the one given by the average. The standard deviation is
therefore of fundamental importance in comparing two sets of data to gain a
better understanding about the position and heterogeneity of the values with
respect to the average.
The coefficient of standard deviation is useful in comparing the degree of
variation from one data series to another, as it shows whether two data sets
have a similar or different probability of distribution of the data. The coefficient
of standard deviation shows the extent of variability in relation to the average
and it represents the ratio of the standard deviation to the average. It considers
the average as the total variation and it expresses in percentage the frequency
or probability of distribution. The data series with the smaller coefficient of
standard deviation is less dispersed than the one with the larger coefficient.
Finally, I use the Wilcoxon 2-sample Rank Sum test to compare two sets of
scores that are collected from the same participants. As per the WilcoxonMann-Whitney test, this test is used to measure the non-parametric distributions
135

of data of this thesis, as illustrated in section 4.4.2 of the previous chapter. The
Wilcoxon 2-sample Rank Sum test compares and analyses in this research two
sets of scores collected from the same participants from one point in time to
another, as is the case of data from the post-test and the delayed post-test. The
null hypothesis is that there is no significant change between the scores of the
pre-test and the scores of the post-test of the same group pf participant. If the
result of the test rejects the null hypothesis, then there is a significant difference
between the scores. If the result of the test does not reject the null hypothesis,
the difference between the scores is not significantly different. The p-value is
set at 0.05.
I have described here the formulae used to analyse the empirical data collected
through the language tests, and I proceed to illustrate the features and
exercises that characterise the tests. The following section delineates how the
exercises of the language test assess knowledge SA (through the pre-test) and
of diglossic vocabulary; the ability to code-switch between language variety; and
to perform diglossic code-switching (through the post-test and delayed posttest). I firstly illustrate the exercises of the pre-test, and I subsequently describe
the tests on diglossic knowledge.

5.3 Language tests
The following section delineates how the exercises of the language test assess
knowledge SA (through the pre-test) and of diglossic vocabulary; the ability to
code-switch between language variety; and to perform diglossic code-switching
(through the post-test and delayed post-test). I illustrate the exercises of the
pre-test, and I subsequently describe the tests on diglossic knowledge.

5.3.1

Design of pre-test

The exercises of the pre-test are aimed at testing vocabulary within the topics
that are covered in the experimental language course. The topics are as
follows: greetings, introducing oneself, classroom objects, numbers, days of the
week and months, telling the time. It also includes few everyday verbs in the
present tense, adjectives, Wh-questions, prepositions and compass points. The
test divides the topics in two groups that are respectively assessed via written
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or oral part of the test. I firstly illustrate the written exercises and I afterward
explain the oral questions.

Written test
The written test covers the following topics: introducing oneself; numbers; days
of the week and months. It also includes few everyday verbs in the present
tense, adjectives, prepositions and compass points. The exercises are
presented here. The first is a reading exercise in which a student describes
himself and his family in Arabic. The participants are asked to fill in a table with
information on the student in English. I ask them to provide the information in
their mother tongues (English or Italian) to ensure it is well understood. The
passage reads as follows:
&ﺩ&ﻴﻨﺔ9ﺕ ﻓﻲ ﻤ
ﺭ ﹸ% ﺕﹸ ﻭﻜﹶﺒﹺ% ﻭﻟِﺩ،ﻐﹾﺭﹺﺏ9 ﺃﻨﺎ ﻤ&ﻥ ﺍﻟﻤ.&ﺔ9 ﻓﻲ ﻫ&ﺫ&ﻩ ﺍﻟﺠﺎﻤ&ﻌCﺩﻴﺩ9 ﺠCﻤﻲ ﺴﺎﻤﻲ ﺤﺴﻥ ﻭﺃﻨﺎ ﻁﺎﻟِﺏ%ﺍ&ﺴ
ﺸﹾﺭﻴﻥ9ﻠ&ﻎﹸ ﻋ% ﺴﺄُﺒ،ﻘﻴﻘﺔ9 ﻓﻲ ﺍﻟﺤ.ﻨﹶﺔ9ﺸﹾﺭﺓ ﺴ9 ﻋ9ﻊ%ﺭﻱ ﺘ&ﺴ%ﻤF ﻋ.ﺩﻴﻨﹶﺔ& ﺇﻜﺯﻴﺘﺭ ﺍﻵﻥ9 ﻓﻲ ﻤFﻜﹸﻥ%ﺍﻟﺭﺒﺎﻁ ﻭﻟﻜ&ﻨﹼﻲ ﺃَﺴ
: ﻟﻲ ﺃَﺥ ﻭﺃُﺨﹾﺕ. ﺁﺫﺍﺭ/ ﻤﺎﺭﺱ٢٠  ﻋﻴﺩ ﻤﻴﻼﺩﻱ ﻓﻲ ﻴﻭﻡ:ﺭ ﺍﻟﻘﺎﺩ&ﻡ%ﺴﻨﺔ ﻓﻲ ﺍﻟﺸﹶﻬ
ﺕﹸ ﺇﻟﻰ%ﺒ9 ﺫﹶﻫ.ﻬﺎ ﻭﺒﹺﻨﹾﺘﹸﻬﺎFﻭﺠ9 ﺯ،ﻠ&ﻬﺎ%ﻊ ﺃَﻫ9ﻐﹾﺭﹺﺏ ﻤ9 ﻓﻲ ﺍﻟﻤFﻜﹸﻥ%ﻴﻨﹶﻤﺎ ﺃُﺨﹾﺘ&ﻲ ﺘﹶﺴ9ﻨﺎ ﻓﻲ ﺃﻨﻜﻠﺘﺭﺍ ﺒF ﻫFﻜﹸﻥ%ﺴ9ﺃَﺨﻲ ﻴ
.ﻨﺎﺀ ﺃﻋﻤﺎﻤﻲ ﻭﻜل ﺃﻗﺎﺭﺒﻲ%ﺕ ﺃَﺒ%ﺭFﻨﺔ ﺍﻟﻤﺎﻀ&ﻴﺔ ﻭﺯbﺒﺎﻁ ﺍﻟﺴaﺍﻟﺭ
My name is Sami Hassan and I am a new student in this University. I am Moroccan,
I was born and raised in the city of Rabat but I live in Exeter now. I am 19 years old.
th

Actually, I will turn 20 next month: my birthday is on the 20 of March. I have a
brother and a sister: my brother lives in Exeter whereas my sister lives in Morocco
with her family (her husband and her daughter). I went to Rabat last year and I
visited my cousins and all my relatives.

The students are asked to provide the following information on the text: the
name of the student; his surname, nationality, age, and birthday; and
information about the members of his. The second exercise consists of a
matching activity with vocabulary related to numbers, days of the week and
months.
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Table 3

Matching exercise (pre-test)
English

Arabic

May

ﺘﺴﻌﺔ

Twenty-eight

ﻴﻭﻡ ﺍﻻﺜﻨﻴﻥ

Thirty-six

 ﻜﺎﻨﻭﻥ ﺍﻟﺜﹼﺎﻨﻲ/ﻴﻨﺎﻴﺭ

Saturday

ﺨﻤﺱ ﻋﺸﺭﺓ

Nine

ﻴﻭﻡ ﺍﻟﺜﻼﺜﺎﺀ

Tuesday

 ﻤﺎﻴﻭ/ﺃﻴﺎﺭ

Monday

ﺴﺘﺔ ﻭﺜﻼﺜﻭﻥ

Fifteen

ﻴﻭﻡ ﺍﻟﺴﺒﺕ

ﺜﻤﺎﻨﻴﺔ ﻭﻋﺸﺭﻭﻥ

January
Source: author.

The third exercise requires the students to provide the opposites of a list of
nouns and adjectives. The lexical item provided are: ( ﻗﺭﻴﺏclose); ( ﻁﻭﻴﻠﺔlong or
tall); ( ﺴﻬلeasy); ( ﻜﺒﻴﺭﺓbig); ( ﺠﺩﻴﺩnew); ( ﻏﹶﺩﺍﹰtomorrow); ( ﻴﻤﻴﻥright). Students are
asked to maintain the gender of the adjectives provided, i.e. ‘long’ and ‘big’ are
feminine and therefore should take a feminine opposite; whereas ‘new’, ‘close’ and
‘easy’ are masculine and should take a masculine opposite. In the fourth exercise,

students are provided with the list of letters comprising the words of the four
compass points and are asked to join the letters together and form the correct
spelling of the four compass points ( ﺸﻤﺎلNorth); ( ﺠﻨﻭﺏSouth); ( ﻏﺭﺏWest);
and ( ﺸﺭﻕEast). The fifth exercise tests knowledge on prepositions of place.
Several illustrations of the position of a ball in relation to a box and a table are
provided. The students are asked to write the correct prepositions in Arabic that
describe the relationship of the ball with the box and the table. The prepositions
are: ( ﻭﺭﺍﺀbehind); ( ﺃﻤﺎﻡin front); ( ﺘﺤﺕunder);( ﻋﻠﻰon); ( ﻓﻭﻕabove); ( ﺒﺠﺎﻨﺏnext
to); and ( ﺒﻴﻥbetween). Finally, the last exercise assesses knowledge of
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everyday-life verbs conjugated in the present tense. The verbs included in the
exercise are: ( ﺩﺭﺱstudy); ( ﻟﻌﺏplay); ( ﻋﻤلwork); ( ﻗﺭﺃread); ( ﺸﺭﺏdrink); ﺃﻜل
(eat); ( ﻗﺎلtell); and ( ﺴﺎﻓﺭtravel). The exercise consists in conjugating each verb
according to a personal pronoun that is written next to the verb in the exercise,
and to translate the conjugated verb.

Oral test
The oral questions cover greetings, introducing oneself (this part complements
the written questions on this topic), classroom objects, telling the time, and whquestions. Students are shown an illustration of day and night. I point at one of
them and I expect them to say ‘Good morning’ or ‘Good evening.’ I respond
accordingly and I ask them ‘How are you?’. I then show them an illustration of
two individuals greeting each other and I utter ‘Hello.’ The students are
expected to respond appropriately, i.e. by using the expression ‘Hello to you’. I
then ask them their name, their age, where are they from, their date of birth and
what is the time. I show them a photo portraying classroom objects, such as a
door; a desk; a chair; a window; a whiteboard; notebooks and pens; a bag; and
a small plastic bottle of water. Finally, I test the knowledge of Wh-words by
asking the participants to listen to recorded questions, individuate the Wh-words
they hear and translate them in their mother tongues. The questions are: ‘What
is your name?’, ‘How old are you?’, ‘How many languages do you speak?’,
‘Where are you from?’, ‘Which day is today?’, ‘Why?’.
The oral test is scored on a scale of 0 to 25, whereas the written test is scored
on a scale of 0 to 75. The overall test is scored on a scale of 0 to 100. The
students are made aware that the nature of the topics and the vocabulary items
assessed in the test are covered in the CA language course. They are provided
with the keys to the questions and the correct answers to the exercises for
reference.
I have illustrated the design and content of the pre-test and I now explain the
post-test and delayed post-test in the following section.
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5.3.2

Design of post-test and delayed post-test

The post-test and the delayed post-test are identical as we have seen in the
previous chapter in section 4.4.1. This is because the aim of the delayed posttest is to shed light on how the students’ knowledge of diglossic vocabulary
differs within a period of three weeks. I planned and designed the exercises in
order to be able to assess the cognitive levels of Bloom’s taxonomy, against
which I measure CA vocabulary receptive-productive knowledge and diglossic
code-switching. The language test is composed of a written and an oral part. I
firstly illustrate the written part and I subsequently proceed to delineate the oral
part.

Written test
The written test assesses the cognitive levels of Bloom’s taxonomy as they
apply to CA vocabulary receptive-productive knowledge and diglossic codeswitching. I firstly explain the exercises designed with the aim of assessing CA
vocabulary receptive-productive knowledge. The first cognitive level is
interpreted in this thesis as the ability of the students to recognise and recall
newly learned CA vocabulary. This is assessed through a listening exercise.
The students listen to a recording in SA in which everyday life activities are
described in the present tense. After listening to the recording, they are asked
to write the verbs they have recognised and understood, in CA. The verbs are

( ﺒﻴﺩﺭﺱstudy); ( ﺒﻴﻠﻌﺏplay); ( ﺒﻴﺸﺘﻐلwork); ( ﺒﻴﻘﺭﺃread); and ( ﺒﻴﺎﻜلeat).
According to the second cognitive level, learners are able to translate from CA
into their mother tongue. As with the first cognitive level, the second is also
assessed through a listening exercise. I play twelve pre-recorded sentences in
CA during the test and the students are required to translate them into their
mother-tongue. Examples of sentences to be translated are: How old are you?;
It’s 10:45; Today is Tuesday; I usually study until 6 pm; The bottle is behind the
door. According to the second cognitive level, students are also able to
extrapolate and explain phonological and grammatical patterns that apply to
CA. This ability is assessed in the oral test as I elucidate in the following
section. The third cognitive level of Bloom’s taxonomy, the ability to form correct
sentences in CA, is also assessed through the oral test.
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Within the fourth cognitive level, learners can infer meaning from a text by
analysing how words related to each other syntactically and semantically. This
is assessed in the written test through a multiple-choice exercise. The text
consists of a dialogue between two friends, Sarah and Mohammad, about their
plans for the following afternoon. The dialogue is meant to simulate a real-life
situation and therefore it is written in CA. Each sentence of the dialogue has a
gap and the students are given three choices from which to choose the
appropriate lexical item to insert in the gap. I illustrate below an extract of the
exercise:

! ﺒﺸﻭﻓﻙ، ﺼﺤﻴﺢ! ـــــــــــ ﻫﻠﻕ:ﺴﺎﺭﺓ
! ﺒﺸﻭﻓﻙ:ﻤﺤﻤﺩ
)ﺕ( ﺒﺫﻫﺏ

)ﺏ( ﺒﺭﻭﺡ

)ﺃ( ﺃﺫﻫﺏ

(Sarah: you are right. I am leaving now, see you soon!
Mohammad: See you soon!)

The three alternatives provided are selected among the following categories:
the correct answer (as is the example of answer  ﺏhere, which is the verb ‘I
go’ in CA); an answer that seems correct but it is in the wrong variety (answer ﺃ,
which is the verb ‘I go” in SA); and a wrong answer (answer ﺕ, which is a nonexistent word that combines the CA present-tense prefix with the SA root of the
verb ‘to go’). The wrong answer can be an irrelevant word, or a non-existent
word created by casually blending a bound morpheme from one code and a
free morpheme from the other code. The nature of the alternatives provided and
the relevance of their forms to the meaning of the text, elucidate whether the
students are able to analyse how words relates to each other syntactically and
semantically and to infer the correct meaning of a text on the basis of their
analysis.
As per the fifth learning objective for CA vocabulary receptive-productive
knowledge, the expected learning outcome is that students can assess their
language use based on their own judgement and that they are aware of their
progress over time. This ability is assessed in the oral test as I explain in the
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following section. As we have seen in the previous chapter, the sixth and last
level of the taxonomy is not assessed in this research due to time constraints.
I now proceed to outline the written exercises designed with the aim of
assessing diglossic code-switching skills. Diglossic code-switching skills within
the first cognitive level of Bloom’s taxonomy, are interpreted in this research as
the ability of the students to distinguish groups of words as being CA or SA.
This is assessed in the written test by providing two lists of words, and both lists
need to be labelled by the students as being CA or SA groups of words. The
two lists are reported below.
Table 4

Identification of groups of vocabulary words as CA or SA items
List A

List B

ﺸﻤﺎل

ﻋﻠﻰ

ﺃﻤﺎﻡ

ﻴﻤﻴﻥ

ﻓﻲ

ﺴﻬل

ﻜﻡ

ﻋﻤل

ﻗﻨﻴﻨﺔ

(ﻤﺎ )؟

ﺤﻠﻭ

ﻤﺸﻐﻭل

Source: author.

The lists are composed of ambiguous words that are used in both varieties, but
both lists contain one word that belongs to one variety only. This is the case of
the word

( ﺃﻤﺎﻡin front of) among the vocabulary of ‘list A’, and the interrogative word ﻤﺎ
(what) among the vocabulary of ‘list B’. Both words are SA vocabulary items
and therefore both lists are SA list of words.
According to the second cognitive level, students can link linguistically and
semantically newly learned CA vocabulary against correspondent already
known vocabulary in SA; they can retell SA texts in CA; extrapolate
phonological and grammatical patterns that link SA and CA; and use these
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patterns to predict how to form new vocabulary. I assess through the written test
the first of the expected learning outcomes of this level. The remaining
outcomes are tested through the oral test. To test the ability of the students to
link newly learned CA vocabulary against correspondent already known SA
lexical items, they are asked to match words in CA with their equivalents in SA.
The word pairs CA-SA are as follows:  ﺤﻠﻭﺓ- ( ﺠﻤﻴﻠﺔbeautiful);  ﻋﻤل- ( ﺸﻐلwork);

 ﻟﻤﺎﺫﺍ- ( ﻟﻴﺵwhy); ( ﻴﺴﺎﺭ – ﺸﻤﺎلleft);  ﺃﻨﺘﻭ- ( ﺃﻨﺘﻡyou plural); and ( ﻨﺫﻫﺏ – ﻤﻨﺭﻭﺡwe
go). As reported in the previous section and in the previous chapter, the sixth
and last level of the taxonomy is not assessed in this research due to time
constraints.
With regard to the third, fourth and fifth cognitive levels, the third and the fifth
are assessed in the oral test and the fourth is measured in the written test. The
expected outcome of the fourth cognitive level is that students analyse complex
language information to identify the most appropriate and correct variety to use.
The assessment of this level is integrated within the multiple-choice exercise
based on the dialogue between Sarah and Mohammad as explained above.
The dialogue is aimed at depicting the use of the language in a real-life situation
and therefore is written in CA, bar one part that is written in SA. This occurs
because in one segment of the conversation, SA is the appropriate variety to
use. In this part one of the two friends asks the other’s opinion on a
presentation aimed at an academic audience. The segment of the dialogue in
which the presentation is repeated out loud by one of the interlocutors is written
in SA, to simulate the language variety properly employed in formal contexts.
The students participating in this study are not aware that both CA and SA are
used in the dialogue, but they are made aware, before the beginning of the test,
that the dialogue aims at portraying an authentic use of the language.

I

illustrate below an extract of the exercise:

 "ﺘﻘﻊ ﺍﻟﻤﺩﻴﻨﺔ ﻓﻲ ــــــــ ﺍﻴﻁﺎﻟﻴﺎ:ﺴﺎﺭﺓ
)ﺕ( ﺍﻟﺠﻨﻭﺏ

ﻨﻭﺏ%)ﺏ( ﺠ

ﻨﻭﺏ9)ﺃ( ﺠ

.ﻭﻫﻲ ﻤﺸﻬﻭﺭﺓ ـــــــــــ
)ﺕ( ﺠﺩﺍ
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)ﺏ( ﻜﺜﻴﺭﺓ

)ﺃ( ﻜﺘﻴﺭ

(Sarah: The city is situated in the south of Italy and it is very famous).

The three alternatives provided are selected among the same categories
outlined above: the correct answer; an answer that seems correct but it is in the
wrong variety; and a wrong answer. The students show their understanding of
the use of language varieties in relation to the formality of the context, by
selecting appropriate SA choices in the presentation section of the dialogue,
and appropriate CA choices in the informal conversation section.
The written test comprises five exercises in total. The first two are written
exercises based on listening activities and the third consists of two lists of words
in SA. I explain the remaining two exercises in the following sections. The
nature of the first three exercises is intentionally selected to reduces the amount
of written text in CA that the students are requested to concentrate on. There
are two reasons that justify my choice. First, this reduces the risk of bias in data
collection. The experimental group has very little exposure to material written in
CA during the language course. The language material employed for their
language lessons is based on SA orthography, and CA vocabulary items are
used only if they differ greatly from their SA equivalents. The experimental
group is therefore less used to CA orthography than the control group, and I
therefore consider it essential to minimise the use of written CA in the language
test to reduce the chance of bias towards the control group. Second, both
groups have limited experience of written CA in comparison with their familiarity
with written SA, and neither is as accustomed to CA spelling as it is to SA
spelling. Thus, in order to minimise the potential sources of confusion during the
test, I make a limited use of CA in the form of written text. I have explained in
detail the written part of the post-test and delayed post-test, and I proceed to
outline the oral test.

Oral test
The explanation of the exercises that compose the oral test replicates that of
the written test: I firstly focus on illustrating how the cognitive levels of Bloom’s
taxonomy are assessed with regard to CA vocabulary receptive-productive
knowledge, and I focus on diglossic code-switching afterward. The ability of the
students to recognise and recall newly learned CA vocabulary, i.e. the first
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cognitive level, is tested by simulating various situations in which a variety of
greetings can be used. Multiple conversations are simulated, and the students
are expected to respond appropriately and to use expressions studied in the
experimental language course. As per the second cognitive level, students are
expected to be able to extrapolate and explain phonological and grammatical
patterns that apply to CA. This is assessed during the oral test as follows.
Students are asked to explain the CA phonological and form patterns of the
sentence ‘(’ﻟﻴﺵ ﻤﺎ ﺒﺘﺤﺏ ﺍﻟﺼﻴﻑ؟Why don’t you like summer?). Students are
expected to (i) compare the CA word  ﻟﻴﺵwith its equivalent in SA ( ;ﻟﻤﺎﺫﺍii)
illustrate how the negative particle  ﻤﺎis used differently in the two language
varieties; (iii) contrast the conjugation of the present tense in SA with the same
conjugation in CA; (iv) and explain the phonological characteristics of the
pronunciation of ﺍﻟﺼﻴﻑ. According to the third cognitive level of Bloom’s
taxonomy, students can form correct sentences in CA. This level is assessed by
asking questions that replicate the questions of the pre-test, with the aim to
giving the students the opportunity to use their language knowledge to form
sentences based on their personal details. I ask them their name; their age;
where they are from; their date of birth; what they study; and what the time is.
The fourth cognitive level is not assessed orally, as it is based on the ability of
learners to infer meaning from a text. The fifth learning objective for CA
vocabulary receptive-productive knowledge consists in the ability of the
students to assess their language use based on their own judgement. They
should also be aware of their progress over time. During the oral test, students
are asked to assess their CA language use. Moreover, they have the
opportunity to make comments on their mistakes and describe their progress
over the weeks of instruction of the experimental language course.
I now illustrate how diglossic code-switching skills are assessed against the
same taxonomy. The first cognitive level, according to which the students are
able to distinguish groups of words as being CA or SA, is only assessed in the
written test. The first element of the second level (which sees the students as
being able to link linguistically and semantically newly learned CA vocabulary
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against correspondent already known vocabulary in SA) is also assessed only
in the written test. However, the remaining elements of the second cognitive
level are measured orally: the ability to (i) retell SA texts in CA; (ii) extrapolate
phonological and grammatical patterns that link SA and CA; (iii) and finally to
use these patterns to predict how to form new vocabulary. In order to determine
the students’ ability to perform the afore mentioned cognitive knowledge, I
specifically developed an oral exercise based on a written text. First, students
read a passage in SA. The passage reads as follows:

 ﻭﺍﻟﺩ ﻓﺎﻁﻤﺔ ﺃﺭﺩﻨﻲ ﻤﻥ ﻋﻤﺎﻥ ﻭﻭﺍﻟﺩﺘﻬﺎ ﺇﻨﻜﻠﻴﺯﻴﺔ ﻤﻥ.ﻓﺎﻁﻤﺔ ﺇﻨﻜﻠﻴﺯﻴﺔ ﻤﻥ ﺃﺼل ﻋﺭﺒﻲ
 ﺍﻟﻠﻐﺔ ﺍﻟﺭﻭﺴﻴﺔ ﻭﺍﻟﻠﻐﺔ: ﺘﺩﺭﺱ ﻓﺎﻁﻤﺔ ﺍﻟﻠﻐﺎﺕ ﻓﻲ ﺍﻟﺠﺎﻤﻌﺔ ﻤﻊ ﺼﺩﻴﻘﺘﻬﺎ ﺴﺎﺭﺓ.ﻟﻨﺩﻥ
 ﺘﺴﺎﻓﺭ ﻓﺎﻁﻤﺔ ﺇﻟﻰ ﺍﻷﺭﺩﻥ ﻜل ﺴﻨﺔ ﻓﻲ ﺍﻟﺼﻴﻑ ﻭﺃﺤﻴﺎﻨﺎ ﻓﻲ ﻋﻁﻠﺔ ﻋﻴﺩ.ﺍﻟﻔﺭﻨﺴﻴﺔ
. ﻓﺎﻁﻤﺔ ﺘﺤﺏ ﺍﻟﺴﻔﺭ ﺇﻟﻰ ﺍﻷﺭﺩﻥ ﻭﺯﻴﺎﺭﺓ ﻋﺎﺌﻠﺘﻪ.ﺍﻟﻤﻴﻼﺩ ﺃﻴﻀﺎ
(Fatima is English with Arabic origin. Her father is Jordanian from Amman and her
mum is English from London. Fatima studies languages at University with her friend
Sarah: she studies Russian and French. Fatima travels to Jordan every summer
and sometimes during Christmas holidays as well. She loves travelling to Jordan
and visiting her family).

Second, students are asked to retell the text in CA. Third, they are asked to
extrapolate two recurrent patterns of switch, one phonological and one
grammatical, from SA to CA. For example, a phonological pattern of change is
the difference in pronunciation of the consonant  ﻕ/q/ and a grammatical
change consists on using a different preposition after the verb ( ﺴﺎﻓﺭto travel).
This applies to various verbs of movement, such as ‘to go’ and ‘to return’. ﺴﺎﻓﺭ
is followed by  ﺇﻟﻰin SA and by the preposition  ﻋﻠﻰin CA. The preposition ﻋﻠﻰ
can be used in its full spelling, or it can be abbreviated to  ﻉ/ʔ/ and attached to
the word that follows it. Finally, the students are asked to use the two patterns
of switch detected in the text, and make two original sentences in CA, each
sentence respectively containing one pattern of change.
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In the following cognitive level, learners apply their sociolinguistic knowledge to
decide whether it is appropriate to use CA or SA in authentic contexts through
role plays. This is assessed in the oral test by means of simulating two
situations characterised by different degrees of formality. In each situation, the
students are asked to perform a character and to use CA or SA appropriately.
Finally, the fifth cognitive level is assessed by asking the students to evaluate
their use of diglossic code-switching, and how their ability to code-switch
between language varieties has developed throughout the period of instruction
received in the experimental language course.
The oral test is scored on a scale of 0 to 25, whereas the written test is scored
on a scale of 0 to 70. The total score of CA vocabulary retention knowledge
across both exams is 65 (50 points in the written test and 15 in the oral test),
and the total score of diglossic vocabulary skills is 30 (20 points in the written
test and 10 in the oral test). The remaining 5 points are scored in the exercise
based on the ability of the students to retell the SA text in CA, by performing
diglossic code-switching accurately. More precisely, the points are attributed to
the following changes: (i)  ﻭﺍﻟﺩin SA becomes  ﺃﺒﻭin CA (father); (ii)  ﻭﺍﻟﺩﺓin SA
becomes  ﺃﻡin CA (mother); (iii)  ﺘﺩﺭﺱin SA becomes  ﺒﺘﺩﺭﺱin CA (she studies);
(iv)  ﺘﺴﺎﻓﺭin SA becomes  ﺒﺘﺴﺎﻓﺭin CA (she travels); (v)  ﺘﺤﺏin SA becomes ﺒﺘﺤﺏ
in CA (she loves). The overall test is scored on a scale of 0 to 100.
I have illustrated the design and content of the post-test and delayed post-test
and I analyse in the following section the correlation between the results of the
pre-test with those of the post-test and the delayed post-test among
experimental and control groups.

5.4 Results on language tests of participant universities
This section reports the data on the development of diglossic vocabulary
collected through the language tests by the experimental and control groups. I
compare here the results of the experimental and control groups within the
three participant Universities, with the aim to providing an overview of the
impact that the two different FFI employed in this research have on the
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students’ development of diglossic vocabulary knowledge. The results of the
post-test and delayed post-test are analysed in light of the results of the pretest, which allow to understand the development of students’ diglossic
knowledge considering their beginner proficiency levels in SA.
A detailed analysis of the data is reported in the following section and it is
divided into three parts. I divide the experimental and control groups in three
subgroups, based on their scores on the pre-test: low-average proficiency
(scores between 33 and 60), average proficiency (scores between 61 and 80);
and high-average proficiency (scores between 81 and 100). This allows me to
analyse the results on CA vocabulary development; diglossic code-switching;
and on presence of language chance of the post-test and delayed post-test, in
light of the actual proficiency of the students in SA at the beginning of the
course. I start by comparing the results of the control and experimental groups
of the University of Milan.
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Scores of students of the University of Milan
Table 5

Language tests, University of Milan

CONTROL
GROUP

Pre
Test

Post
Test

Delayed
Post-Test

Student

EXPERIM.
GROUP

Pre
Test

Post
Test

Delayed
Post-Test

Student

MICA1
MICA2
MICA3
MICA4
MICA5
MICA6
MICA7
MICA8
MICA9
MICA10
MICA11
MICA12
MICA13
MICA14
MICA15

90.0
88.3
93.3
68.3
90.0
50.0
53.3
50.0
88.3
56.7
71.7
68.3
98.3
83.3
61.7

84.0
93.5
88.0
78.0
80.0
42.0
40.0
60.0
70.0
62.0
74.0
73.0
97.0
77.0
68.0

75.0
83.0
82.0
73.0
74.0
35.0
33.0
53.0
62.0
56.0
68.0
65.0
90.0
76.0
68.0

MICASA1
MICASA2
MICASA3
MICASA4
MICASA5
MICASA6
MICASA7
MICASA8
MICASA9
MICASA10
MICASA11
MICASA12
MICASA13
MICASA14
MICASA15
MICASA16
MICASA17
MICASA18

51.7
56.7
58.3
95.0
95.0
90.0
46.7
65.0
58.3
78.3
71.7
65.0
50.0
58.3
50.0
91.7
75.0
85.0

56.0
68.0
63.0
91.0
92.0
85.0
69.0
79.0
81.0
75.0
63.0
71.0
56.0
66.0
63.0
88.0
71.0
96.0

49.0
62.0
58.0
83.0
87.0
78.0
60.0
73.0
75.0
70.0
56.0
65.0
51.0
61.0
56.0
82.0
64.0
93.0

Average
SD
CoV

74.1
17.1
23.0

72.4
16.5
22.8

66.2
16.4
24.8

Average
SD
CoV

69.0
16.7
24.2

74.1
12.5
16.8

67.9
12.8
18.9

Source: author.

The data show that the control group performed better than the experimental
group in the pre-test by 5.1 points. However, it is outperformed by the
experimental group in the post-test and in the delayed post-test. The scores of
the post-test are higher than those of the delayed post-test in both groups, and
the average results of the delayed post-test lowers by the same amount of
points for the two groups. It is interesting to note that not only are the average
results scored by the experimental group in both tests higher than those of the
control group, but also the results of the experimental group are more clustered
around the average value and are therefore more homogeneous. The standard
variation of the control group shows, instead, that the results are more spread
out around the average. If we look at the individual results of the tests, we see
that they spread out both below and above the score of the average. It is also
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interesting to note that the level of internal variation in the control group remains
almost constant across the three tests (the results are respectively 17.1, 16.5
and 16.4), whereas the internal variation of the experimental group lowers
significantly from an initial score of 16.7 to the scores of the post-test (12.5) and
the delayed post-test (12.8). The most striking feature of the comparison
between the two data sets is the coefficient of variation. The two groups have a
similar coefficient of variation in the pre-test and therefore they have a similar
probability of distribution of the data. However, this changes significantly in the
post-test and in the delayed post-test. As we have seen, the coefficient of
standard deviation shows the extent of variability in relation to the average and
it represents the ratio of the standard deviation to the average. It represents the
probability of distribution. The figures show that the experimental group is less
likely to present dispersed results in comparison with the control group.
The Wilcoxon-Mann-Whitney test elucidates that the difference of the results
scored in the post-test by the two groups is not statistically significant, as the pvalue is 0.492 and therefore it is higher than the value set at 0.05. The
difference in the results scored in the delayed post-test is also not statistically
significant, as the p-value is higher than 0.05 (p-value 0.928). As the difference
between the results of the two group is not statistically significant, it is not
possible to state that the experimental group outperformed the control group
due to the intervention and the experimental form of FFI it is exposed to.
However, it is worth noting that there is a pattern of scores: the experimental
group outperformed the control group in both the post-test and in the delayed
post-test, and in both tests the values are more homogeneously spread than the
results of the control group. Meanwhile, the Wilcoxon 2-sample Rank Sum test
shows that the differences between post-test and delayed post-test of both
groups are statistically significant: the p-value for the control group is 0.00096
and the p-value of the experimental group is 0.0002 and thus they are both
lower than 0.05. The significance between the two scores can be assessed by
comparing the two p-values. The experimental group shows a lower value and
therefore the difference is more significant than that of the control group. It is
worth noticing that in both groups the performance declines between the posttest and the delayed post-test. The measurement of Wilcoxon 2-sample Rank
Sum shows that the in the case of the experimental group the difference is more
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significant than in the other group, which means that the results between the
post-test and the delayed post-test are more significantly lower than those of
the control group.
To sum up, the data show that the experimental group performed better than
the control group in the post-test and in the delayed post-test; that the values of
both tests are more homogeneously spread around the average in comparison
with those of the control group; and finally, that in both tests the experimental
group presents a lower probability of internal variation than the control group.
This means that the results are likely to be closer to the average in comparison
to the results of the control group. However, in the long term the performance of
the experimental group declines more significantly than that of the control
group.
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Scores of students of the University of Genoa
I compare here the results of the control and experimental groups of the
University of Genoa.
Table 6

Language tests, University of Genoa

CONTROL
GROUP

Pre
Test

Post
Test

Delayed
PostTest

Student

EXPERIM.
GROUP

Pre
Test

Post
Test

Delayed
PostTest

Student

GECA1
GECA2
GECA3
GECA4
GECA5
GECA6
GECA7

46.7
43.3
33.3
38.3
76.7
63.3
75.0

46.0
49.0
36.0
41.0
77.0
69.0
65.0

49.0
51.0
37.0
39.0
77.0
69.0
67.0

GECASA1
GECASA2
GECASA3
GECASA4
GECASA5
GECASA6
GECASA7
GECASA8

93.3
46.7
66.7
83.3
80.0
78.3
40.0
51.7

92.0
60.0
72.0
98.0
78.0
62.0
48.0
58.0

86.8
51.8
64.9
93.0
71.1
46.5
46.5
53.5

Average
SD
CoV

53.8
17.7
32.9

54.7
15.6
28.4

55.6
15.6
28.0

Average
SD
CoV

67.5
19.4
28.7

71.0
17.4
24.5

64.3
18.1
28.1

Source: author.

The data show that the experimental group outperformed the control group in
every language test. The average of the experimental group is 13.7 points
higher than the control group in the pre-test, it is 16.3 points higher in the posttest, and 8.7 points higher in the delayed post-test. However, it is worth noticing
that the three-week period between the post-test and the delayed post-test had
a positive effect on the control group, whereas it had a negative effect on the
experimental group. The former improves its language performance by 0.9
points on average, whereas the latter decreases its performance by 6.7 points
on average. The standard deviation of the two groups is also worth noticing.
The control group reduces the level of internal dispersion from its value in the
pre-test to that of the post-test, and it maintains a constant value between the
post-test and the delayed post-test. The experimental group, instead, shows a
different pattern: the internal dispersion of values decreases from the pre-test to
the post-test by 2 points, but it increments by 0.7 in the delayed post-test.
Therefore, the internal dispersion of values is less homogeneous that that of the
control group and it is less consistent over a delayed period time. As per the
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results collected at the University of Milan, the most striking feature of the
comparison between the two data sets is the coefficient of variation. The
likelihood of internal variation is higher for the control group in the pre-test, and
it steadily decreases in the post-test and in the delayed post-test. In contrast,
the experimental group does not show a steady pattern: the value of the
coefficient of variation decreases between the pre-test and the post-test, but it
increases in the delayed post-test to almost reach the same figure registered in
the pre-test. The Wilcoxon-Mann-Whitney test illustrates that the difference of
the results scored in the post-test by the two groups is not statistically
significant, as the p-value is 0.059 and therefore it is higher than the value set at
0.05. The difference of the results scored in the delayed post-test is also not
statistically significant, as the p-value is higher than 0.05 (p-value 0.384). As per
the figures gathered at the University of Milan, it is not possible to claim that the
results of the language tests are influenced by the experimental language
intervention. However, it is worth noting that there is a pattern of scores: the
control group performs steadily better over time and it reduces its level of
internal dispersion. Thus, the language performances of the students in the
group become increasingly more homogeneous over time. The experimental
group, instead, shows an initial positive response to the language intervention
by outperforming the control group in the post-test and by reducing its internal
level of dispersion. However, its results in the delayed post-test are less
homogeneous and the overall average language score is significantly lower.
Finally, the size of the sample is not large enough for the distribution of the
Wilcoxon 2-sample Rank Sum test statistic to form a normal distribution and it is
therefore not possible to calculate an accurate p-value.
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Scores of students of the University of Exeter
I compare here the results of the control and experimental groups of the
University of Exeter.
Table 7

Language tests, University of Exeter

CONTROL
GROUP

Pre
Test

Post
Test

Delayed
Post-Test

Student

EXPERIM.
GROUP

Pre
Test

Post
Test

Delayed
Post-Test

Student

EXCA1
EXCA2
EXCA3
EXCA4
EXCA5
EXCA6
EXCA7
EXCA8

71.7
60.0
81.7
46.7
93.3
70.0
88.3
76.7

72.0
56.0
63.0
46.0
58.0
68.0
87.0
77.0

60.0
57.0
72.0
44.0
57.0
64.0
82.0
74.0

EXCASA1
EXCASA2
EXCASA3
EXCASA4
EXCASA5
EXCASA6
EXCASA7

71.7
56.7
83.3
75.0
60.0
100.0
100.0

69.0
39.0
65.0
71.0
76.0
95.0
93.0

60.0
34.0
62.0
71.0
71.0
90.0
83.0

Average
SD
CoV

73.5
15.2
20.6

65.9
13.0
19.7

63.8
12.0
18.8

Average
SD
CoV

78.1
17.4
22.3

72.6
18.8
26.0

67.3
18.2
27.0

Source: author.

The data show here that the experimental group performed better than the
control group in all language tests, respectively by 4.6, 7.7 and 3.5 points on
average. The scores of the language tests in both groups are progressively
lower, with the highest results in both groups being those of the pre-test, and
the lower results being those of the delayed post-test. It is interesting to note
that the standard deviation and the coefficient of variation, instead, follow a
different pattern. Both the standard deviation and the coefficient of variation
show that the results of the control group are increasingly more homogenous
over time and the likelihood of internal dispersion of values decreases steadily.
As per the experimental group, instead, the level of internal dispersion is not
stable and swings between the language tests. Interestingly, the likelihood of
internal variation increases steadily across the three language tests. This
situation could be partly due to a particularly low language performance in the
post-test and delayed post-test of student EXCASA2, who scored 39 and 34
points, against the average figures of the experimental group that respectively
scored 72.6 and 67.3. The results of the two test are widely dispersed around
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the average in comparison to the remaining scores of the group and to the
scores of the control group, and this is likely to play a significant role in the
figures of the standard deviation and of the coefficient of variation. As is the
case of the results collected at the Universities of Milan and Genoa, the
Wilcoxon-Mann-Whitney test shows that the difference of the results scored in
the post-test by the two groups is not statistically significant. This is because the
p-value is 0.192 and therefore it is higher than the value set at 0.05. The
difference of the results scored in the delayed post-test is also not statistically
significant, as the p-value is higher than 0.05 (p-value 0.562). It is therefore not
possible to state that the experimental group outperformed the control group
due to the impact of the experimental language course and of the language
treatment. However, it is worth noting that, as is the case of the two previous
Universities, there exists a pattern among the scores. On the one hand the
experimental group outperforms the control group in all the language tests, but
on the other hand, its levels of internal distribution of the scores are increasingly
less homogeneous and significantly more spread out from the average. On the
contrary, the control group shows a steadier distribution of scores that
progressively decreases over time. Similarly, the likelihood of internal variation
also lowers in the long-term. Finally, as is the case of the groups from the
University of Genoa, the size of the sample is not large enough for the
distribution of the Wilcoxon 2-sample Rank Sum test statistic to form a normal
distribution and it is therefore not possible to calculate an accurate p-value.

5.5 Results of subgroups on diglossic vocabulary development
In this section I divide the participants into subgroups based on their average
scores in the pre-test. I identify three subgroups within each participant
University: low-average proficiency; average proficiency; and high-average
proficiency. The average is calculated here by dividing the sum of the average
values of the experimental and control groups by the number of groups. The
total sum of the average scores is 416. The sum of the average scores divided
by the number of groups, which is 6, provides an average of 69. I divide the
three groups as follows. The lowest result scored in the pre-test is 33 and the
highest score is 100. Within the range 33-100, I created three groups of
approximately the same range of scores and in which the value of 69 is at the
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centre of the average group. This resulted in the creation of the following
subgroups: low-average proficiency (scores from 33 to 60); average proficiency
(scores from 61 to 80); and high-average proficiency (scores from 81 to 100).
This allows me to analyse the results on CA vocabulary development; diglossic
code-switching; and on presence of language chance of the post-test and
delayed post-test, in light of the actual proficiency of the students in SA at the
beginning of the course.
The results are reported as follows. The scores are displayed in tables of nine
columns. The first column reports the results of the pre-test. I then report the
scores of the post-test on CA vocabulary retention; diglossic vocabulary skills;
and ability to perform diglossic code-switching. The following column displays
the total scores of the post-test. I then repeat the same sequence for the
delayed post-test. CA vocabulary retention and diglossic vocabulary skills are
collected by means of both written and oral tests. The ability to perform
diglossic code-switching accurately is instead measured only through the oral
test.

5.5.1

University of Milan

Low-average proficiency subgroups
Table 8

Student

Diglossic vocabulary in low-average control group, Milan

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw

Total

MICA6
MICA7
MICA8
MICA10

50.0
53.3
50.0
56.7

27.0
26.0
49.0
45.0

13.0
11.0
9.0
15.0

2.0
3.0
2.0
2.0

42.0
40.0
60.0
62.0

20.0
20.0
40.0
38.0

13.0
10.0
12.0
16.0

2.0
3.0
1.0
2.0

35.0
33.0
53.0
56.0

Average

52.5
3.2
6.1

36.8
12.0
32.5

12.0
2.6
21.5

2.3
0.5
17.8

51.0
11.6
22.8

29.5
11.0
37.3

12.8
2.5
19.6

2
0.8
32.7

44.3
11.9
27.0

SD
CoV

Source: author.
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Table 9

Diglossic vocabulary in low-average experimental group, Milan

Student

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

MICASA1
MICASA2
MICASA3
MICASA7
MICASA9
MICASA13
MICASA14
MICASA15

51.7
56.7
58.3
46.7
58.3
50.0
58.3
50.0

37.0
48.0
46.0
52.0
56.0
37.0
42.0
45.0

16.0
18.0
14.0
14.0
21.0
15.0
19.0
15.0

3.0
2.0
3.0
3.0
4.0
4.0
5.0
3.0

56.0
68.0
63.0
69.0
81.0
56.0
66.0
63.0

32.0
44.0
42.0
45.0
51.0
32.0
40.0
39.0

14.0
16.0
13.0
13.0
20.0
16.0
16.0
14.0

3.0
2.0
3.0
2.0
4.0
3.0
5.0
3.0

49.0
62.0
58.0
60.0
75.0
51.0
61.0
56.0

Average
SD
CoV

53.8
4.7
8.7

45.4
6.7
14.8

16.5
2.6
15.5

3.4
0.9
24.1

65.3
8.0
12.3

40.6
6.5
15.9

15.3
2.3
15.2

3.1
1.0
28.2

59.0
8.0
13.5

Source: author.

The experimental group in the low-average proficiency subgroup in Milan shows
a better performance both in the post-test and in the delayed post-test. The
score is a sum of overall higher results in all the three language skills tested in
both tests. It is worth noticing that although the control group shows a more
homogeneous distribution of scores in the pre-test than the experimental group,
the latter registers lower levels of dispersion in both the post-test and the
delayed post-test. The control group has a noticeably great likelihood of high
internal dispersion in the results of all language skills and in particular in the
ability to perform diglossic code-switching. On the contrary, the experimental
group shows a stable probability of internal dispersion between the post-test
and delayed post-test in both CA vocabulary retention and diglossic vocabulary
skills, and a slightly higher dispersion for the ability to perform diglossic codeswitching.
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Average proficiency subgroups
Table 10 Diglossic vocabulary in average control group, Milan

Student

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

MICA4
MICA11
MICA12
MICA15

68.3
71.7
68.3
61.7

56.0
53.0
53.0
50.0

19.0
18.0
17.0
16.0

3.0
3.0
3.0
2.0

78.0
74.0
73.0
68.0

52.0
47.0
45.0
49.0

18.0
19.0
17.0
16.0

3.0
2.0
3.0
3.0

73.0
68.0
65.0
68.0

Average

67.5
4.2
6.2

53.0
2.4
4.6

17.5
1.3
7.4

2.8
0.5
14.5

73.3
4.1
5.6

48.3
3.0
6.2

17.5
1.3
7.4

2.8
0.5
14.5

68.5
3.3
4.8

SD
CoV

Source: author.

Table 11 Diglossic vocabulary in average experimental group, Milan

Student

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

MICASA8
MICASA10
MICASA11
MICASA12
MICASA17

65.0
78.3
71.7
65.0
75.0

52.0
51.0
41.0
47.0
46.0

23.0
20.0
19.0
20.0
21.0

4.0
4.0
3.0
4.0
4.0

79.0
75.0
63.0
71.0
71.0

47.0
48.0
37.0
42.0
32.0

23.0
18.0
16.0
19.0
28.0

3.0
4.0
3.0
4.0
4.0

73.0
70.0
56.0
65.0
64.0

Average

71.0
6.0
8.4

47.4
4.4
9.3

20.6
1.5
7.4

3.8
0.4
9.8

71.8
5.9
8.3

41.2
6.8
16.4

20.8
4.8
22.9

3.6
0.5
12.7

65.6
6.5
9.9

SD
CoV
Source: author.

The experimental and control groups in the average proficiency subgroup of the
University of Milan show a different pattern than those of the previous subgroup.
There are remarkable figures both in the average scores of the language tests
and in the internal dispersion of the scores. Firstly, the experimental group
outperforms the control group in the pre-test, but its scores on the post-test and
delayed post-test are lower than those of the control group. The overall higher
scores of the control group are due to notably better results on CA vocabulary
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retention in both tests. In fact, the scores on diglossic vocabulary skills and on
the ability to perform diglossic code-switching are slightly lower, but their
difference to the scores of the experimental group is not sufficient to have an
impact on the overall score of the language tests. Secondly, the standard
deviation of the control group is steadily lower than the standard deviation of the
experimental group both in diglossic vocabulary skills and CA vocabulary
retention, which means that the results are placed more homogeneously around
the average value for both the post-test and the delayed post-test. It is almost
equal in the ability to perform diglossic code-switching.

High-average proficiency subgroups
Table 12 Diglossic vocabulary in high-average control group, Milan
Student

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

MICA1
MICA2
MICA3
MICA5
MICA9
MICA13
MICA14

90.0
88.3
93.3
90.0
88.3
98.3
83.3

57.0
62.5
53.0
51.0
47.0
64.0
51.0

24.0
27.0
30.0
25.0
20.0
29.0
23.0

3.0
4.0
5.0
4.0
3.0
4.0
3.0

84.0
93.5
88.0
80.0
70.0
97.0
77.0

50.0
56.0
49.0
47.0
41.0
59.0
50.0

22.0
24.0
28.0
24.0
18.0
27.0
23.0

3.0
3.0
5.0
3.0
3.0
4.0
3.0

75.0
83.0
82.0
74.0
62.0
90.0
76.0

Average

90.2
4.7
5.2

55.1
6.3
11.5

25.4
3.5
13.8

3.7
0.8
20.4

84.2
9.5
11.2

50.3
5.9
11.7

23.7
3.3
13.9

3.4
0.8
22.9

77.4
8.8
11.4

SD
CoV

Source: author.
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Table 13 Diglossic vocabulary in high-average experimental group, Milan

Student

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

MICASA4
MICASA5
MICASA6
MICASA16
MICASA18

95.0
95.0
90.0
91.7
85.0

61.0
62.0
56.0
58.0
63.0

26.0
26.0
26.0
26.0
28.0

4.0
4.0
3.0
4.0
5.0

91.0
92.0
85.0
88.0
96.0

57.0
57.0
50.0
52.0
46.0

23.0
26.0
25.0
26.0
42.0

3.0
4.0
3.0
4.0
5.0

83.0
87.0
78.0
82.0
93.0

Average

91.3
4.1
4.5

60.0
2.9
4.9

26.4
0.9
3.4

4.0
0.7
14.7

90.4
4.2
4.6

52.4
4.7
9.0

28.4
7.7
27.1

3.8
0.8
18.3

84.6
5.7
6.7

SD
CoV
Source: author.

The scores of the experimental group in the high-average proficiency subgroup
of the University of Milan exceed the results of the control group in the pre-test,
post-test and delayed post-test. The results follow the same pattern in the three
language tests: the average score of the experimental group is higher and the
standard deviation and the coefficient of variation are lower. A detailed analysis
of the results of the specific skills included in the test shows a repetition of the
same pattern. On the one hand the experimental group displays higher results
in the average scores of CA vocabulary retention; diglossic vocabulary skills;
and ability to perform diglossic code-switching. On the other hand, it has a lower
standard deviation and coefficient of variation for each skill, which means that
the performances of the students in this group are more uniform than those of
the control group.
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5.5.2

University of Genoa

Low-average proficiency subgroups
Table 14 Diglossic vocabulary in low-average control group, Genoa

Student

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

GECA1
GECA2
GECA3
GECA4

46.7
43.3
33.3
38.3

31.0
33.0
23.0
25.0

13.0
15.0
11.0
14.0

2.0
1.0
2.0
2.0

46.0
49.0
36.0
41.0

27.0
30.0
21.0
20.0

13.0
14.0
11.0
11.0

2.0
1.0
1.0
2.0

42.0
45.0
33.0
33.0

Average

40.4
5.8
14.4

28.0
4.8
17.0

13.3
1.7
12.9

1.8
0.5
28.6

43.0
5.7
13.3

24.5
4.8
19.6

12.3
1.5
12.2

1.5
0.6
38.5

38.3
6.2
16.2

SD
CoV

Source: author.

Table 15 Diglossic vocabulary in low-average experimental group, Genoa

Student

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

GECASA2
GECASA7
GECASA8

46.7
40.0
51.7

37.0
34.0
41.0

20.0
12.0
15.0

3.0
2.0
2.0

60.0
48.0
58.0

34.0
32.0
34.0

17.0
13.0
17.0

3.0
2.0
3.0

54.0
47.0
54.0

Average

46.1
5.9
12.7

37.3
3.5
9.4

15.7
4.0
25.8

2.3
0.6
24.7

55.3
6.4
11.6

33.3
1.2
3.5

15.7
2.3
14.7

2.7
0.6
21.7

51.7
4.0
7.8

SD
CoV
Source: author.

The scores of the experimental group in the low-average proficiency subgroup
of the University of Genoa are higher than those of the control group in the pretest, post-test and delayed post-test. The scores are higher also in each
individual skill both in the post-test and in the delayed post-test. The standard
deviation and coefficient of variation do not show a steady pattern and therefore
it is not possible to provide an adequate interpretation of these figures.
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Average proficiency subgroups
Table 16 Diglossic vocabulary in average control group, Genoa

Student

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

GECA5
GECA6
GECA7

76.7
63.3
75.0

51.0
42.0
46.0

22.0
23.0
17.0

4.0
4.0
2.0

77.0
69.0
65.0

43.0
42.0
39.0

21.0
17.0
18.0

4.0
2.0
4.0

68.0
61.0
61.0

Average

71.7
7.3
10.2

46.3
4.5
9.7

20.7
3.2
15.6

3.3
1.2
34.6

70.3
6.1
8.7

41.3
2.1
5.0

18.7
2.1
11.2

3.3
1.2
34.6

63.3
4.0
6.4

SD
CoV

Source: author.

Table 17 Diglossic vocabulary in average experimental group, Genoa

Student

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

GECASA3
GECASA5
GECASA6

66.7
80.0
78.3

48.0
51.0
34.0

21.0
23.0
24.0

3.0
4.0
4.0

72.0
78.0
62.0

41.0
47.0
25.0

21.0
23.0
19.0

4.0
3.0
3.0

66.0
73.0
47.0

Average

75.0
7.3
9.7

44.3
9.1
20.5

22.7
1.5
6.7

3.7
0.6
15.7

70.7
8.1
11.4

37.7
11.4
30.2

21.0
2.0
9.5

3.3
0.6
17.3

62.0
13.5
21.7

SD
CoV
Source: author.

The experimental and control groups in the average proficiency subgroup of the
University of Genoa show very similar results between the post-test and the
delayed post-test and there is no notably difference between them. Their scores
on the pre-test show a better performance of the former instead. It is worth
noticing that the control group outperforms the experimental group in CA
vocabulary retention on both post-test and delayed post-test. The results for the
two remaining skills, instead, are predominantly higher in the experimental
group. The coefficient of variation indicates a high probability of internal
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variation among the scores of the control group in the ability to perform
language change diglossic code-switching, and among the scores of the
experimental group in CA vocabulary retention. None of the students in the
control group of the University of Genoa scored more than 80 in the pre-test
and therefore it is not possible to create the above-average subgroup for this
University.

5.5.3

University of Exeter

Low-average proficiency subgroups
Table 18 Diglossic vocabulary in low-average control group, Exeter

Student

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

EXCA2
EXCA4

60.0
46.7

40.0
31.0

13.0
13.0

3.0
2.0

56.0
46.0

46.0
29.0

10.0
13.0

1.0
2.0

57.0
44.0

Average

53.3
9.4
17.7

35.5
6.4
17.9

13.0
0.0
0.0

2.5
0.7
28.3

51.0
7.1
13.9

37.5
12.0
32.1

11.5
2.1
18.4

1.5
0.7
47.1

50.5
9.2
18.2

SD
CoV

Source: author.

Table 19 Diglossic vocabulary in low-average experimental group, Exeter

Student

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

EXCASA2
EXCASA5

56.7
60.0

28.0
53.0

10.0
19.0

1.0
4.0

39.0
76.0

22.0
46.0

11.0
22.0

1.0
3.0

34.0
71.0

Average

58.3
2.4
4.0

40.5
17.7
43.6

14.5
6.4
43.9

2.5
2.1
84.9

57.5
26.2
45.5

34.0
17.0
49.9

16.5
7.8
47.1

2.0
1.4
70.7

52.5
26.2
49.8

SD
CoV
Source: author.
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Before proceeding with the analysis of the data, I would like to mention that
there is a risk of inaccuracy in this subgroup. This is because there are only two
students in each group and therefore the number of observations in the two
data sets is extremely limited. As there is no fixed rule on the size of the number
to analyse in education research, I consider these two groups valid for data
analysis but I am aware that the estimates are likely to have larger variances
than for larger sample sizes. I now continue with the analysis of the data. The
experimental group in the low-average proficiency subgroup in Exeter shows a
better performance in all language tests. However, its level of interval variation
is extremely higher and less uniform than that of the control group. The latter
shows a reduced degree of dispersion in the post-test and a slightly higher
variation in the delayed post-test. In the experimental group, instead, there is an
elevated heterogeneity in the data collected both on the post-test and the
delayed post-test. It is worth noticing that the level of internal variation of the
experimental group in the pre-test is actually low, which signifies that the two
students performed similarly in the pre-test.

Average proficiency subgroups
Table 20 Diglossic vocabulary in average control group, Exeter

Student

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

EXCA1
EXCA7
EXCA8

71.7
70.0
76.7

47.0
41.0
55.0

22.0
23.0
18.0

3.0
4.0
4.0

72.0
68.0
77.0

44.0
43.0
52.0

13.0
18.0
18.0

3.0
3.0
4.0

60.0
64.0
74.0

Average

72.8
3.5
4.8

47.7
7.0
14.7

21.0
2.6
12.6

3.7
0.6
15.7

72.3
4.5
6.2

46.3
4.9
10.6

16.3
2.9
17.7

3.3
0.6
17.3

66.0
7.2
10.9

SD
CoV

Source: author.
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Table 21 Diglossic vocabulary in average experimental group, Exeter

Student

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

EXCASA1
EXCASA4

71.7
75.0

47.0
51.0

19.0
17.0

3.0
3.0

69.0
71.0

45.0
49.0

13.0
18.0

2.0
4.0

60.0
71.0

Average

73.3
2.4
3.2

49.0
2.8
5.8

18.0
1.4
7.9

3.0
0.0
0.0

70.0
1.4
2.0

47.0
2.8
6.0

15.5
3.5
22.8

3.0
1.4
47.1

65.5
7.8
11.9

SD
CoV
Source: author.

The experimental group in the average proficiency subgroup of the University of
Exeter registers a higher score in the pre-test but is outperformed by the control
group in the post-test and delayed post-test. The control group reports higher
results on diglossic vocabulary skills and on the ability to perform diglossic
code-switching, but its scores in CA vocabulary retention are lower than those
of the experimental group. The overall internal variation within the control group
is on average higher than the experimental group, but it is steady on similar
values. The internal variation of the experimental group, instead, is low and
homogeneous in the post-test but it increases dramatically in the delayed posttest on both diglossic vocabulary skills and ability to perform diglossic codeswitching.
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High-average proficiency subgroups
Table 22 Diglossic vocabulary in high-average control group, Exeter
Student

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

EXCA3
EXCA5
EXCA6

81.7
93.3
88.3

38.0
34.0
57.0

22.0
20.0
26.0

3.0
4.0
4.0

63.0
58.0
87.0

49.0
33.0
54.0

20.0
21.0
24.0

3.0
3.0
4.0

72.0
57.0
82.0

Average

87.8
5.9
6.7

43.0
12.3
28.6

22.7
3.1
13.5

3.7
0.6
15.7

69.3
15.5
22.4

45.3
11.0
24.2

21.7
2.1
9.6

3.3
0.6
17.3

70.3
12.6
17.9

SD
CoV

Source: author.

Table 23 Diglossic vocabulary in high-average experimental group, Exeter

Student

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

EXCASA3
EXCASA6
EXCASA7

83.3
100.0
100.0

43.0
63.0
60.0

20.0
28.0
28.0

2.0
4.0
5.0

65.0
95.0
93.0

47.0
58.0
51.0

13.0
28.0
27.0

2.0
4.0
5.0

62.0
90.0
83.0

Average

94.4
9.6
10.2

55.3
10.8
19.5

25.3
4.6
18.2

3.7
1.5
41.7

84.3
16.8
19.9

52.0
5.6
10.7

22.7
8.4
37.0

3.7
1.5
41.7

78.3
14.6
18.6

SD
CoV
Source: author.

The scores of the experimental group in the high-average proficiency subgroup
of the University of Exeter, show a similar pattern to the average proficiency
subgroup of the same university. The results of the control group in the pre-test,
post-test and delayed post-test are lower than the results of the experimental
group. However, the level of dispersion and the likelihood of internal variation of
the experimental group are strikingly high and are higher than those of the
control group.
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5.6 Comparative analysis of results on diglossic vocabulary building
In this section I add the results of the pre-test, post-test and on the delayed
post-test of the Universities of Milan, Genoa and Exeter together. I group the
results of the control groups together and the scores of the experimental groups
together. The groups are divided into the three proficiency groups I have
outlined in the previous section. The sum of these scores is of fundamental
importance because it allows me to compare the performance of control and
experimental groups in a cross-university analysis. I analyse the average score
and the standard deviation in each pair of control and experimental groups. I do
not examine the coefficient of variation as the number of participant is too
narrow to permit a reasonable estimation. We have seen in the previous section
that a small sample has a considerable impact on the size of the coefficient of
variation, which tends to be extraordinarily high. Since the cross-university
analysis is carried out with the purpose of generalising the results and make
broad assumptions on the values and distribution of the data, I believe that the
calculation of the coefficient of variation in these circumstances is likely to lead
to incorrect interpretations and conclusions. The data are presented in tables
displaying the average scores and standard deviation for both control and
experimental groups for each subgroup of language proficiency. I start with the
low-average proficiency subgroup, I proceed to analysing the average
proficiency subgroup and I finally evaluate the high-proficiency subgroup.
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5.6.1

Low-average proficiency subgroups

Diglossic vocabulary building
Table 24 Diglossic vocabulary across low-average control groups

University

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

Milan
Genoa
Exeter

52.5
40.4
53.3

36.8
28.0
35.5

12.0
13.3
13.0

2.3
1.8
2.5

50.3
43.1
51.0

29.5
24.5
37.5

12.8
12.3
11.5

2.0
1.5
1.5

44.3
38.3
50.5

Average

48.8

33.4

12.8

2.2

48.4

30.5

12.2

1.7

44.4

Source: author.

Table 25 Diglossic vocabulary across low-average experimental groups

University

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

Milan
Genoa
Exeter

53.8
46.1
58.3

45.4
37.3
40.5

16.5
15.7
14.5

3.4
2.3
2.5

65.3
55.3
57.5

40.6
33.3
34.0

15.3
15.7
16.5

3.1
2.7
2.0

59.0
51.7
52.5

Average

52.7

41.1

15.6

2.7

59.4

36.0

15.8

2.6

54.4

Source: author.

The scores on the language tests of the low-average proficiency subgroups
show a consistent and regular pattern of higher results scored by the
experimental group in every language skills and in the three language tests.
The ability to perform diglossic code-switching remains on approximately the
same level only in the experimental language group, whereas the control group
shows a higher fluctuation. Finally, results on diglossic vocabulary skills remain
steady in both groups, whereas scores on CA vocabulary retention drop in both
groups.
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Standard deviation
Table 26 SD in diglossic vocabulary of low-average control groups

University

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

Milan
Genoa
Exeter

3.2
5.8
9.4

12.0
4.8
6.4

2.6
1.7
0.0

0.5
0.5
0.7

15.1
7
7.1

11.0
4.8
12.0

2.5
1.5
2.1

0.8
0.6
0.7

14.3
6.9
14.8

SD Average

6.2

7.7

1.4

0.6

9.7

9.3

2.0

0.7

12

Source: author.

Table 27 SD in diglossic vocabulary of low-average experimental groups

University

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

Milan
Genoa
Exeter

4.7
5.9
2.4

6.7
3.5
17.7

2.6
4.0
6.4

0.9
0.6
2.1

10.2
8.1
26.2

6.5
1.2
17.0

2.3
2.3
7.8

1.0
0.6
1.4

9.8
4.1
26.2

SD Average

4.3

9.3

4.3

1.2

14.8

8.2

4.1

1.0

13.3

Source: author.

Although the experimental group shows higher scores than the control group in
the language test, it displays also a higher standard deviation. It is interesting to
notice that its results are more homogeneous that those of the control group in
the pre-test. However, they are noticeably higher in both the post-test and the
delayed post-test. Therefore, although the group scores higher results, the
students at the three universities have performed more heterogeneously than
those of the control group.
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5.6.2

Average proficiency subgroups

Diglossic vocabulary building
Table 28 Diglossic vocabulary across average control groups

University

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

Milan
Genoa
Exeter

67.5
71.7
72.8

53.0
46.3
47.7

17.5
20.7
21.0

2.8
3.3
3.7

73.3
70.3
72.3

48.3
41.3
46.3

17.5
18.7
16.3

2.8
3.3
3.3

68.5
63.3
66.0

Average

70.6

49.0

19.7

3.3

72.0

45.3

17.5

3.1

65.9

Source: author.

Table 29 Diglossic vocabulary across average experimental groups

University

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

Milan
Genoa
Exeter

71.0
75.0
73.3

47.4
44.3
49.0

20.6
22.7
18.0

3.8
3.7
3.0

71.8
70.7
70.0

41.2
37.7
47.0

20.8
21.0
15.5

3.6
3.3
3.0

65.6
62.0
65.5

Average

73.1

46.9

20.4

3.5

70.8

42.0

19.1

3.3

64.4

Source: author.

The scores on the pre-test of the average proficiency subgroups show that the
level of proficiency of the experimental group at the beginning of the course is
higher than the level of the control group. However, the latter outperforms the
former in the post-test and in the delayed post-test, due to higher scores in CA
vocabulary retention. The other two language skills are mastered slightly better
by the experimental group instead. It is worth noticing that the difference in
scores is so minimal that I do not feel confident in generalising the differences in
scores between the two groups. On the contrary, I believe that in this it is
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reasonable to argue that the results between the two groups are so close so as
to be considered almost equivalent.

Standard deviation
Table 30 SD in diglossic vocabulary of average control groups

University

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

Milan
Genoa
Exeter

4.2
7.3
3.5

2.4
4.5
7.0

1.3
3.2
2.6

0.5
1.2
0.6

4.1
8.9
10.2

3.0
2.1
4.9

1.3
2.1
2.9

0.5
1.2
0.6

4.8
5.4
8.4

SD Average

5.0

4.7

2.4

0.7

7.8

3.3

2.1

0.7

6.1

Source: author.

Table 31 SD in diglossic vocabulary of average experimental groups

University

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

Milan
Genoa
Exeter

6.0
7.3
2.4

4.4
9.1
2.8

1.5
1.5
1.4

0.4
0.6
0.0

6.3
11.2
4.2

6.8
11.4
2.8

4.8
2.0
3.5

0.5
0.6
1.4

12.1
14
7.7

SD Average

5.2

5.4

1.5

0.3

7.2

7.0

3.4

0.8

11.2

Source: author.

The scores on standard deviation reproduce the same pattern of results than
the pattern of the scores on language tests, in that there is not a substantial
difference between the two groups.
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5.6.3

High-average proficiency subgroups

Diglossic vocabulary building
Table 32 Diglossic vocabulary across high-average control groups

University

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

Milan
Genoa
Exeter

90.2
87.8

55.1
43.0

25.4
22.7

3.7
3.7

84.2
69.4

50.3
45.3

23.7
21.7

3.4
3.3

Average

87.8

32.7

24.1

3.7

76.7

47.8

22.7

3.3

77.4
70.3
73.8
5

Source: author.

Table 33 Diglossic vocabulary across high-average experimental groups

University

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

Milan
Genoa
Exeter

91.3
88.3
94.4

60.0
62.0
55.3

26.4
28.0
25.3

4.0
5.0
3.7

90.4
95.0
84.3

52.4
58.5
52.0

28.4
26.5
22.7

3.8
4.5
3.7

84.6
89.5
78.4

Average

91.4

59.1

26.6

4.2

89.9

54.3

25.9

4.0

84.1

Source: author.

The comparison between the scores in this subgroup is not completely accurate
as there are no students in the control group of the University of Genoa within
the high-average proficiency subgroup. However, on the basis of the figures of
the other two Universities it is reasonable to claim that the experimental group is
likely to outperform the control group in all the language skills but it is not
possible to determine if the difference between the two groups is significant or
whether it is relatively small.
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Standard deviation
Table 34 SD in diglossic vocabulary of high-average control groups

University

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

Milan
Genoa
Exeter

4.7
5.9

6.3
12.3

3.5
3.1

0.8
0.6

10.6
16

5.9
11.0

3.3
2.1

0.8
0.6

10
13.7

SD Average

5.3

9.3

3.3

0.7

13.3

8.4

2.7

0.7

11.8

Source: author.

Table 35 SD in diglossic vocabulary of high-average experimental groups

University

Pre
Test

Post
Test

Post
Test

Post
Test

Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Del.
Post
Test

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

CA
Reten.

CS
Skills

Diglos.
Co-Sw.

Total

Milan
Genoa
Exeter

4.1
7.1
9.6

2.9
2.8
10.8

0.9
1.4
4.6

0.7
0.0
1.5

4.5
4.2
16.8

4.7
2.1
5.6

7.7
0.7
8.4

0.8
0.7
1.5

13.2
3.5
15.2

SD Average

6.9

5.5

2.3

0.7

8.5

4.1

5.6

1.0

10.7

Source: author.

The analysis of the scores in this subgroup faces the same challenge as the
previous comparison, since there are no students in the control group of the
University of Genoa within the high-average proficiency subgroup. In my view,
the remaining data do not show patterns that are sufficiently stable so as to
draw generalizable conclusions.

5.7 Conclusion
This chapter analysed the development of diglossic vocabulary within and
across the three participant Universities. An analysis of the statistical formulae
used to measure the results of the language tests was given, with a detailed
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description of the features of each formula and the nature of the information
gained through their application to the language scores. A detailed explanation
of the language tests (pre-test, post-test, and delayed post-test) was also
provided. More specifically, I identified the way in which each exercise is
designed to prompt performances in the specific language skills measured: CA
vocabulary retention; diglossic vocabulary skills; and ability to perform diglossic
code-switching. I thereafter reported the results gathered within each
participants University, and I finally compared the scores of the control and
experimental groups across the three Universities.
Empirically, this chapter shows that the experimental groups in all three
Universities outperform the control groups in the total scores of the language
tests. However, a more detailed analysis that divides the two groups into three
subgroups based on their proficiency levels in SA at the start of the course (lowaverage, average and high-average proficiency) shows that this pattern does
not apply to every subgroup and that, especially among the average-proficiency
groups, there is not a striking difference between the results of the two groups.
The chapter also illustrates that the standard deviation and the coefficient of
variation show us that the internal dispersion of the scores within the three
universities is not as homogeneous as their scores in the language tests. The
values of the language tests of the experimental groups at the universities of
Milan and Genoa are characterised by more homogeneity than the
correspondent values scored by the control groups. At the University of Exeter,
instead, the results of the experimental group are more dispersed than the
results of the control group. A detailed analysis of the subgroup categories
outlines that the experimental groups tend to show a higher degree of internal
variation in comparison with the control group. It is reasonable to think that this
is due to a more divergent response of the students to the nature of the
instruction received and the cognitive engagement requested by the constant
comparison of the two language varieties. This supposition is reinforced by the
comparison of the results of language scores and the comparison of the
standard variation values among the three participant Universities.
The scores from the language tests of the experimental groups across the three
Universities are higher than the scores of the control groups. However, the
standard deviation and coefficient of variation are also higher in most language
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skills for the experimental groups. This applies always to the development of
diglossic skills and to the ability to perform diglossic code-switching. It is not a
regular pattern, in contrast, in CA vocabulary retention. This means that the
performances of the experimental groups on skills completely based on
diglossia and on the use of the two varieties are more heterogeneous and
varied than those of the control groups. The Wilcoxon-Mann-Whitney test
showed that this difference is not statistically significant, and therefore it is not
possible to undoubtedly state that it is due to the differences among the
language instruction. However, I cannot generalise the result of the test
because the number of students participating from two universities is not
sufficient to run the test, and I therefore only run it for the results of one
university. Although the results are not statistically different, there is a pattern
among the results that is almost constant: the control group does not perform as
well as the experimental group in the overall language tests, but its results are
more compact and homogeneous than those of the former. This has numerous
implications on the integration of the two methods of instruction within the
classroom. On the one hand, the FFI based on the comparison of CA and SA
forms seems to better prepare the students to perform diglossic skills. However,
it does not seem to have the same positive impact on all the students of the
group, whose development of diglossic skills show different outcomes. On the
other hand, the FFI based on the teaching of only one variety does not seem to
lead to results as high as those of the other form of instruction used in this
research, but they are more homogeneously spread among the students.
In order to better understand these results and the perspective of the students
on their performances and the instruction received, I conduct an in-depth
analysis in chapter eight, where I combine the data on language tests with the
students’ perceptions and motivation towards variation in Arabic and towards its
study.
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6 CHAPTER 6 – Language awareness
6.1 Introduction
This chapter presents the second empirical step of this thesis and answers the
first sub-question: is focus-on-form instruction more effective in promoting
diglossic language awareness when (a) it links forms in Standard and Colloquial
Arabic and when (b) it focuses only on one variety? This thesis argues that
language awareness is a combination of the ability to perform language change
diglossic code-switching correctly; to verbalise the grammatical rules applied to
realise such change; and the presence of meta-awareness. Meta-awareness, in
turn, is the consciousness, on the part of the speakers, of the cognitive
experience they undergo when they perform diglossic code-switching. The
presence of meta-awareness changes on an individual basis and speakers can
be aware or unaware of it, i.e. of their cognitive involvement during their
performance of diglossic code-switching. The level of awareness is also subject
to each speaker and it is defined on an individual basis. This thesis also argues
that language awareness is tightly interwoven with knowledge of diglossic
vocabulary and code-switching skills and that it adds to them an element of
cognitive consciousness. As seen throughout this thesis, these three elements
combined - language awareness, diglossic vocabulary knowledge and codeswitching skills - allow the speakers to:
i.

use two varieties of Arabic simultaneously by means of their
knowledge of diglossic vocabulary;

ii.

switch between language varieties in relation to pragmatics;
subjective individual choices; and linguistic knowledge, by
means of their diglossic code-switching skills;

iii.

realise correct changes between language varieties and be
aware of their cognitive engagement during diglossic codeswitching, by means of language awareness.

I have analysed the development of diglossic vocabulary knowledge and codeswitching skills in chapter five. This chapter, instead, sets out to determine the
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impact that the two different forms of instruction employed in this research have
on the development of language awareness. The focus of instruction in the
control group is only on CA, and the method of instruction emphasises the
accuracy of CA language forms in communicative classrooms. Thus, the
students are not trained to switch from SA forms and vocabulary to their
equivalents in CA. They do not compare phonological and morphological
change between the two varieties, and the exercise designed for their language
course are based only on CA. On the contrary, the focus of instruction in the
experimental group is on both language varieties, and its aim is to train the
students to be cognitively engaged in the switching processes between the two
varieties. FFI exposes the students to a regular and consistent comparison
between correspondent vocabulary and forms in SA and CA, and it trains them
to translate between one variety into the other; to use the two varieties
simultaneously; and to identify patterns of switch between them.
This research intends to answer the question of whether one form of instruction
is more effective for the development of language awareness than another. On
the one hand, my assumption would be that the experimental form of instruction
raises language awareness more effectively than the instruction used in the
control groups. This is because it explicitly trains the participants to be
cognitively engaged in diglossic code-switching. On the other, I am conscious
that the experimental instruction could prove to be highly demanding for
students with low and average proficiency levels of SA. The constant reference
that this instruction makes to SA forms and vocabulary could create frustration
and confusion, and this in turn could prove to be counterproductive to the
development of language awareness. I therefore prefer not to have a defined
assumption in favour of one of the two methods of instructions, and I answer the
above-mentioned research question by means of the data analysis provided in
this chapter.
The evaluation of language awareness takes place in three different stages. I
identified the first level, i.e. the ability to perform language change diglossic
code-switching correctly, as part of the development of diglossic vocabulary, as
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explained in the previous chapter. I therefore already explained its
measurement in section 5.3.1. The remaining two levels of language awareness
are measured using information provided by the students and collected via
retrospective think-aloud protocols. This is explained in section 6.1.
This chapter is structured as follows. The aim of the first section is to explain
how the data are collected, and to identify how their assessment is carried out. I
explain the language exercise and the questions I designed to gather data on
language awareness. I also explain the features of the scoring system and how
retrospective think-aloud protocols are converted into quantitative figures. The
second section compares scores on language awareness across the
universities studied.
This section is divided into three parts. First, I analyse the results within the
three universities by adding the scores on language awareness to the results on
the language tests analysed in the previous chapter. I subsequently focus on
the results scored only on language awareness within the participant
universities. I report the results of the groups on the pre-test for comparison as
well. In the second part, I compare the results on the language tests and
language awareness scored by the subgroups identified in the previous chapter
(low-average, average and high-average proficiency groups). The third, and
last, part focuses on comparing the average scores and standard deviation of
language tests and language awareness across the participant universities
6.2 Data collection on language awareness
This section explains how data on the three levels of language awareness are
collected and measured. First, I focus on the ability to perform language change
diglossic code-switching. As explained in the previous chapter, this consists in
linguistically changing vocabulary and form from one variety into another. It is
therefore assessed as part of diglossic vocabulary-building knowledge. I assess
it through one of the exercises included in the post-test and in the delayed posttest, which is designed specifically for this purpose. The exercise consists in
providing the student with a text written in SA and ask them to retell it in CA.
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There are five lexical items in the text that the students are expected to change:
(i)

 ﻭﺍﻟﺩin SA become  ﺃﺒﻭin CA (father); (ii)  ﻭﺍﻟﺩﺓin SA becomes ﺃﻡin CA

(mother); (iii)  ﺘﺩﺭﺱin SA becomes ﺑﺗدرسin CA (she studies); (iv)  ﺘﺴﺎﻓﺭin SA
becomes  ﺒﺘﺴﺎﻓﺭin CA (she travels); (v)  ﺘﺤﺏin SA becomes  ﺒﺘﺤﺏin CA (she
loves). This exercise is scored on a scale of 0 to 5.
Second, the students are asked to verbalise the grammatical rules they have
applied to realise the changes. The rules are as follows. First, ﻭﺍﻟﺩand ﻭﺍﻟﺩﺓare
not used in CA and two different lexical items are used instead. Second, the
three verbs ﺘﺴﺎﻓﺭ –ﺘﺩﺭﺱ-  ﺘﺤﺏare subject to both linguistic and phonological
changes. They all take the prefix  ﺏin the CA present tense before the
conjugated verb, but they undergo different phonological changes.

ﺒﺘﺩﺭﺱ

/btədros/ undergoes a change that entails placing the helping vowel /ə/ after the
consonant  ;ﺕin

 ﺒﺘﺤﺏ/bətħebb/ and ﺒﺘﺴﺎﻓﺭ/bətsa:fər/ the helping vowel is

instead placed after the consonant ﺏ. Seven points are given for the
verbalisation of these rules. Two points are given for the vocabulary change in

ﻭﺍﻟﺩand  ;ﻭﺍﻟﺩﺓthree are given to the correct explanation of the use of prefixes for
the present tense in CA. Finally, two are given to the correct use of the helping
vowel /ə/.
Third, in retrospective moments of reflection, the participants describe the
mental processes experienced in performing the code-switching tasks during
the language test. They are also specifically asked to describe their experience
of switching between language varieties in the exercise described above. The
description provided by the students about their experience of performing codeswitching is matched with their actual performance to establish whether they
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have developed a correct awareness of their code-switching processes and
abilities. This is discussed in the last chapter of this thesis, in which I combine
quantitative and qualitative data. The description by the students of their
experience of switching between language varieties and of realising the
switching between varieties mentioned above is instead turned into quantitative
figures for measurement. Seven points are attributed in total to the verbalisation
of grammar rules, and the equivalent is attributed to the meta-awareness of the
realisation of these changes. The scores for language awareness are in total
five (ability to perform language change diglossic code-switching); seven
(verbalisation of rules to realise the change); and seven (meta-awareness). The
scores of the language tests and language awareness are set as follows: 65
points are attributed to CA vocabulary retention; 30 points are attributed to CA
diglossic vocabulary skills; five points are attributed to the first level of diglossic
language awareness; seven points are attributed to the awareness of
morphosyntactical rule applied to perform language change diglossic codeswitching; and finally seven points are attributed to the presence of metaawareness. The scores of three language skills that compose the post-test and
the delayed post-test, sum up to 100. The addition of the points attributed to the
second and third level of language awareness raises the sum to 114. In order to
provide a percentage value of the scores of the language tests together with
diglossic language awareness, I calculate the percentage corresponding value
of the sums of the scores for each student. The three levels of language
awareness added to each other provide a maximum score of 19 (5+7+7). The
percentage value of the scores on language awareness is shown by calculating
the percentage corresponding value of numbers ranging from 0 to 19. For this
reason, there are only 19 different values, although expressed in percentage, in
the language awareness and delayed language awareness columns. These last
two columns show scores on language awareness collected during and after
the post-test and the delayed post-test.
Finally, data are measured using the same formulae employed in the previous
chapter: average score; Wilcoxon-Mann-Whitney test; standard deviation;
coefficient of standard deviation; and Wilcoxon 2-sample Rank Sum. It is
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important to highlight that the p-values calculated through the Wilcoxon-MannWhitney test always fail to reject the null hypothesis in this research and
therefore do not provide positive evidence that the difference between the
scores of the control and experimental groups are due to the differences
between the two methods of language instructions used. There are nonetheless
recurrent and remarkable patterns among the scores collected that are worth
paying attention to. I identify them within each section of data analysis.

6.3 Results on language awareness of participant universities
Scores of students of the University of Milan
Table 36 Language awareness in control group, Milan

Student

Pre-Test

Post-Test
+

Language
Awareness

Delayed
Language
Awareness

Language
Awareness

Delayed
Post- Test
+
Language
Awareness

MICA1
MICA2
MICA3
MICA4
MICA5
MICA6
MICA7
MICA8
MICA9
MICA10
MICA11
MICA12
MICA13
MICA14
MICA15

90.0
88.3
93.3
68.3
90.0
50.0
53.3
50.0
88.3
56.7
71.7
68.3
98.3
83.3
61.7

86.0
89.9
86.8
77.2
78.1
43.0
41.2
56.1
68.4
58.8
70.2
70.2
94.7
72.8
66.7

77.2
79.8
80.7
72.8
71.9
37.7
34.2
50.0
60.5
52.6
64.9
62.3
88.6
70.2
66.7

89.5
68.4
84.2
68.4
68.4
47.4
52.6
31.6
57.9
36.8
47.4
52.6
78.9
47.4
52.6

84.2
57.9
78.9
68.4
57.9
52.6
47.4
26.3
52.6
31.6
42.1
47.4
78.9
36.8
57.9

Average
SD
CoV

74.1
17.1
23.0

70.7
15.9
22.5

64.7
15.6
24.1

58.9
16.9
28.7

54.7
17.3
31.6

Source: author.
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Table 37 Language awareness in experimental group, Milan

Student

Pre-Test

Post-Test
+

Language
Awareness

Delayed
Language
Awareness

Language
Awareness

Delayed
Post- Test
+
Language
Awareness

MICASA1
MICASA2
MICASA3
MICASA4
MICASA5
MICASA6
MICASA7
MICASA8
MICASA9
MICASA10
MICASA11
MICASA12
MICASA13
MICASA14
MICASA15
MICASA16
MICASA17
MICASA18

51.7
56.7
58.3
95.0
95.0
90.0
46.7
65.0
58.3
78.3
71.7
65.0
50.0
58.3
50.0
91.7
75.0
85.0

55.3
64.9
61.4
91.2
93.0
82.5
66.7
77.2
79.8
73.7
62.3
69.3
55.3
64.0
62.3
87.7
71.1
96.5

49.1
59.6
57.0
83.3
87.7
76.3
57.9
71.1
72.8
69.3
55.3
63.2
50.9
58.8
55.3
81.6
63.2
93.0

52.6
42.1
52.6
89.5
94.7
63.2
52.6
68.4
73.7
68.4
57.9
63.2
57.9
63.2
57.9
84.2
73.7
100.0

52.6
42.1
52.6
78.9
89.5
63.2
42.1
57.9
63.2
68.4
52.6
57.9
52.6
57.9
52.6
78.9
63.2
94.7

Average
SD
CoV

69.0
16.7
24.2

73.0
13.0
17.7

67.0
13.1
19.6

67.5
15.9
23.5

62.3
14.8
23.8

Source: author.

The control group of the University of Milan performed better than the
experimental group in the pre-test by 5.1 points. However, the experimental
group shows higher results in the post-test and in the delayed post-test.
Moreover, the results of the experimental group are more homogeneous than
those of the control group. Both groups show a constant level of dispersion
between their results in the post-test and in the delayed post-test. It is
interesting to notice that, as it was already the case for the results on diglossic
vocabulary knowledge, the coefficient of variation in the control group remains
almost constant across the three tests (the results are respectively 23.0, 22.5
and 24.1). The value of the coefficient for the experimental group, instead,
lowers significantly in the post-test. Its value increases in the delayed post-test,
but it remains lower than the value of the pre-test. The scores on language
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awareness show a remarkable decrease of internal dispersion between the
post-test and the delayed post-test for the experimental group, and an opposite
trend for the control group. However, the experimental group outperforms the
control group in both tests. I run the Wilcoxon-Mann-Whitney test to assess the
difference in scores of the post-test and of the delayed post-test. The difference
of the results scored in the post-test by the two groups is not statistically
significant. The p-value is 0.90 and therefore it is higher than the value set at
0.05. The difference of the results scored in the delayed post-test is also not
statistically significant, as the p-value is higher than 0.05 (the p-value is 0.97).
The difference between the results of the two groups is therefore not
attributable to the instruction received in the language course. However, as is
the case with diglossic vocabulary-building analysed in the previous chapter,
there is a pattern of scores: the experimental group scored higher than the
control group in the post-test and in the delayed post-test, and in both tests the
values of the former are more homogeneously spread. As per the Wilcoxon 2sample Rank Sum, the p-value for the control group is 0.00096 and the p-value
of the experimental group is 0.0002. They are both lower than 0.05 and
therefore the differences between post-test and delayed post-test of both
groups are statistically significant. The value of the experimental group is lower
and this means that the difference is more significant than that of the control
group. This replicates the findings gathered on diglossic vocabulary-building at
the University of Milan. In both groups the results are lower between the posttest and the delayed post-test, and we can therefore claim that the results
between the post-test and the delayed post-test are more significantly lower in
the experimental group than in the control group.
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Scores of students of the University of Genoa
Table 37 Language awareness in control group, Genoa

Student

Pre-Test

Post-Test
+

Language
Awareness

Delayed
Language
Awareness

Language
Awareness

Delayed
Post- Test
+
Language
Awareness

GECA1
GECA2
GECA3
GECA4
GECA5
GECA6
GECA7

46.7
43.3
33.3
38.3
76.7
63.3
75.0

45.6
48.2
36.0
42.1
76.3
68.4
64.0

43.0
44.7
32.5
34.2
67.5
60.5
58.8

42.1
36.8
36.8
47.4
73.7
68.4
52.6

47.4
36.8
26.3
42.1
68.4
52.6
52.6

Average
SD
CoV

53.8
17.7
32.9

54.4
15.1
27.8

48.7
13.7
28.0

51.1
14.8
28.9

46.6
13.4
28.7

Source: author.

Table 38 Language awareness in experimental group, Genoa

Student

Pre-Test

Post-Test
+

Language
Awareness

Delayed
Language
Awareness

Language
Awareness

Delayed
Post- Test
+
Language
Awareness

GECASA1
GECASA2
GECASA3
GECASA4
GECASA5
GECASA6
GECASA7
GECASA8

93.3
46.7
66.7
83.3
80.0
78.3
40.0
51.7

93.0
57.0
70.2
98.2
76.3
58.8
47.4
57.0

86.8
51.8
64.9
93.0
71.1
46.5
46.5
53.5

100.0
42.1
57.9
100.0
68.4
47.4
42.1
47.4

84.2
42.1
63.2
100.0
57.9
47.4
42.1
52.6

Average
SD
CoV

67.5
19.4
28.7

69.7
18.3
26.2

64.3
18.1
28.1

63.2
24.4
38.6

61.2
20.9
34.1

Source: author.

The data collected at the University of Genoa show that the experimental group
outperformed the control group in every language test and in the development
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of language awareness. The standard deviation of the experimental group,
however, is consistently higher than that of the control group. Similarly, the
dispersion of values of the experimental group is steadily higher as well. It is
worth noticing that both groups decrease their internal dispersion over time.
The comparison between the coefficient of variation in the two data sets is
remarkable: the likelihood of internal variation is higher for the control group in
the pre-test and in the post-test but it equals that of the experimental group in
the delayed post-test. As per language awareness, the likelihood of the control
group to have disperse values is significantly lower than the likelihood of the
experimental group both in the post-test and in the delayed post-test. The
difference of the results scored in the post-test by the two groups is not
statistically significant, as the p-value calculated through the Wilcoxon-MannWhitney test is 0.134, which is higher than the p-value set at 0.05. Likewise, the
difference of the results scored in the delayed post-test is also not statistically
significant: the p-value of the comparison between the two test is 0.93, which is
higher than 0.05. It is therefore not possible to claim that the figures gathered
on diglossic vocabulary-building and language awareness between the
experimental and control groups are influenced by the instruction received in
the experimental language course. However, in my view, it is important to
highlight the significant patterns of results in the figures: the results of the
experimental group are higher than the control group, but the individual scores
are more spread out from the average than those of the control group. Finally,
as we have already seen in the previous chapter, the size of the sample is not
large enough to run the Wilcoxon 2-sample Rank Sum test and it is therefore
not possible to compare the results of the post-test and of the delayed post-test.
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Scores of students of the University of Exeter
Table 39 Language awareness in control group, Exeter

Student

Pre-Test

Post-Test
+

Language
Awaren.

Delayed
Language
Awaren.

Language
Awaren.

Delayed
Post- Test
+
Language
Awaren.

EXCA1
EXCA2
EXCA3
EXCA4
EXCA5
EXCA6
EXCA7
EXCA8

71.7
60.0
81.7
46.7
93.3
70.0
88.3
76.7

70.2
54.4
60.5
45.6
57.0
66.7
86.0
78.1

58.8
55.3
66.7
44.7
56.1
63.2
81.6
71.9

57.9
47.4
47.4
42.1
57.9
63.2
78.9
84.2

52.6
36.8
36.8
47.4
52.6
57.9
78.9
63.2

Average
SD
CoV

73.5
15.2
20.6

64.8
13.2
20.3

62.3
11.3
18.1

59.9
15.1
25.3

53.3
13.9
26.1

Source: author.

Table 40 Language awareness in experimental group, Exeter

Student

Pre-Test

Post-Test
+

Language
Awaren.

Delayed
Language
Awaren.

Language
Awaren.

Delayed
Post- Test
+
Language
Awaren.

EXCASA1
EXCASA2
EXCASA3
EXCASA4
EXCASA5
EXCASA6
EXCASA7

71.7
56.7
83.3
75.0
60.0
100.0
100.0

66.7
37.7
67.5
71.9
75.4
95.6
93.9

57.9
33.3
61.4
70.2
69.3
91.2
84.2

52.6
26.3
73.7
73.7
73.7
94.7
100.0

42.1
26.3
52.6
68.4
57.9
94.7
94.7

Average
SD
CoV

78.1
17.4
22.3

72.7
19.4
26.7

66.8
18.9
28.3

70.7
25.0
35.4

62.4
25.7
41.2

Source: author.

The data collected at the University of Exeter show a similarity with the data
gathered in Genoa. The experimental group performed better than the control
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group in all language tests and in the development of language awareness. In
the latter, the scores on language awareness are remarkably higher. The
scores of the language tests decrease progressively in both groups from the
pre-test to the delayed post-test and scores on language awareness follow a
similar pattern. However, the two groups show a contrasting pattern of
distribution of values on internal dispersion: the control group decreases its
dispersion steadily over-time, whereas the experimental group increases it. This
translates into a pattern that sees the experimental group’s performance
becoming progressively less homogeneous, whereas the students of the control
group score more homogeneous results in the long term. Similarly, the
likelihood of internal dispersion of values shows a steady increase in the
experimental group and a less regular behaviour: it decreases in the results of
the language tests combined with language awareness, but it increases in
language awareness’ scores.
The Wilcoxon-Mann-Whitney test shows the same results collected for the other
two universities, both for the post-test and for the delayed post-test: the
difference of the results scored by the two groups is not due to the impact of the
experimental language course and of the language treatment. The p-value of
the post-tests is 0.291 and therefore it is higher than the value set at 0.05. The
difference of the results scored in the delayed post-test, instead, shows a pvalue higher than 0.05 (p-value 0.453). It is nonetheless possible to identify a
pattern among the scores. As is often the case in the sets of data analysed so
far, the experimental group outperforms the control group in all the language
tests. The level of internal distribution of the experimental group’s scores is,
however, increasingly more heterogeneous and the values are more and more
dispersed. The control group shows a contrasting pattern of steadier distribution
values over time. Similarly, the likelihood of internal variation lowers in the
control group in the long-term. Finally, and similarly to the results from the
University of Genoa, the size of the sample is not large enough to calculate the
Wilcoxon 2-sample Rank Sum test.
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6.4 Results of subgroups on language awareness
This section replicates the division of the participants within the three
universities into subgroups based on their average scores in the pre-test. The
three subgroups are identical to those identified in the previous chapter: lowaverage proficiency (scores from 33 to 60); average proficiency (scores from 61
to 80); and high-average proficiency (scores from 81 to 100). This is to analyse
the results of on the language tests combined with language awareness, and on
language awareness alone, in light of the actual proficiency of the participants in
SA at the beginning of the course.
The scores are displayed in tables as follows. The first column reports the
results of the pre-test. The remaining columns are organised in three sections.
They show the results of the post-test; the delayed post-test; and on language
awareness. Every section is composed of two columns. On the left hand-side of
the sections displaying the results on the post-test and delayed post-test there
are the scores on the language tests. On the right hand-side I add the scores on
language awareness to the language tests. The last section shows scores on
language awareness and delayed-language awareness.
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6.4.1

University of Milan

Low-average proficiency subgroups
Table 41 Language awareness in low-average control group, Milan

Student

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

MICA6
MICA7
MICA8
MICA10

50.0
53.3
50.0
56.7

42.0
40.0
60.0
62.0

43.0
41.2
56.1
58.8

Average
SD
CoV

52.5
3.2
6.1

51.0
11.6
22.8

49.8
9.0
18.0

Delayed
Post-Test

Delayed
Post-Test
+
Lan.
Awaren.

Lan.
Awaren.

Delayed
Lan.
Awaren.

35.0
33.0
53.0
56.0

37.7
34.2
50.0
52.6

47.4
52.6
31.6
36.8

52.6
47.4
26.3
31.6

44.3
11.9
27.0

43.6
9.0
20.7

42.1
9.6
22.8

39.5
12.5
31.7

Source: author.

Table 42 Language awareness in low-average experimental group, Milan

Student

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post-Test
+
Lan.
Awaren.

Lan.
Awaren.

Delayed
Lan.
Awaren.

MICASA1
MICASA2
MICASA3
MICASA7
MICASA9
MICASA13
MICASA14
MICASA15

51.7
56.7
58.3
46.7
58.3
50.0
58.3
50.0

56.0
68.0
63.0
69.0
81.0
56.0
66.0
63.0

55.3
64.9
61.4
66.7
79.8
55.3
64.0
62.3

49.0
62.0
58.0
60.0
75.0
51.0
61.0
56.0

49.1
59.6
57.0
57.9
72.8
50.9
58.8
55.3

52.6
42.1
52.6
52.6
73.7
57.9
63.2
57.9

52.6
42.1
52.6
42.1
63.2
52.6
57.9
52.6

Average
SD
CoV

53.8
4.7
8.7

65.3
8.0
12.3

63.7
7.7
12.2

59.0
8.0
13.5

57.7
7.2
12.4

56.6
9.2
16.3

52.0
7.1
13.7

Source: author.

The experimental low-average proficiency group shows a better performance in
every data set. Although the results between the two groups are not greatly
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different in the pre-test, and the control group is more homogeneous that the
experimental group, the situation changes drastically in the other sets of data.
The control group shows not only significantly lower scores, but its level of
internal dispersion, and above all its likelihood of internal dispersion, are
noticeably higher than those of the experimental group. Interestingly, the
internal dispersion of the control group within language awareness scores
increases in the long term whereas the experimental group becomes more
homogenous.

Average proficiency subgroups
Table 43 Language awareness in average control group, Milan

Student

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post-Test
+
Lan.
Awaren.

Lan.
Awaren.

Delayed
Lan.
Awaren.

MICA4
MICA11
MICA12
MICA15

68.3
71.7
68.3
61.7

78.0
74.0
73.0
68.0

77.2
70.2
70.2
66.7

73.0
68.0
65.0
68.0

72.8
64.9
62.3
66.7

68.4
47.4
52.6
52.6

68.4
42.1
47.4
57.9

Average
SD
CoV

67.5
4.2
6.2

73.3
4.1
5.6

71.1
4.4
6.2

68.5
3.3
4.8

66.7
4.5
6.7

55.3
9.1
16.5

53.9
11.7
21.6

Source: author.
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Table 44 Language awareness in average experimental group, Milan

Student

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post-Test
+
Lan.
Awaren.

Lan.
Awaren.

Delayed
Lan.
Awaren.

MICASA8
MICASA10
MICASA11
MICASA12
MICASA17

65.0
78.3
71.7
65.0
75

79.0
75.0
63.0
71.0
71

77.2
73.7
62.3
69.3
71.1

73.0
70.0
56.0
65.0
64

71.1
69.3
55.3
63.2
63.2

68.4
68.4
57.9
63.2
73.7

57.9
68.4
52.6
57.9
63.2

Average
SD
CoV

71.0
6.0
8.4

71.8
5.9
8.3

70.7
5.6
7.9

65.6
6.5
9.9

64.4
6.2
9.7

66.3
6.0
9.0

60.0
6.0
10.0

Source: author.

The scores of the average groups in Milan show a better performance of the
experimental group in the pre-test and in the scores on language awareness.
The control group, instead, shows better results in the post-test and in the
delayed post-test and it outperforms the experimental group in the scores on
language tests combined with language awareness. Moreover, in these data
sets the control group shows a lower degree of internal dispersion and a lower
likelihood of internal variation. The scores on language awareness, instead, see
not only a better performance of the experimental group in the average results,
but also in standard deviation and coefficient of variation. If we compare this
results with the analysis of the data on diglossic vocabulary development
(Tables 10 and 11), it is reasonable to argue that the control group outperforms
the experimental group greatly in CA vocabulary retention and the gap between
the two groups’ scores is not overcome by the experimental groups’ better
scores on language awareness and code-switching skills.
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High-average proficiency subgroups
Table 45 Language awareness in high-average control group, Milan

Student

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post-Test
+
Lan.
Awaren.

Lan.
Awaren.

Delayed
Lan.
Awaren.

MICA1
MICA2
MICA3
MICA5
MICA9
MICA13
MICA14

90.0
88.3
93.3
90.0
88.3
98.3
83.3

84.0
93.5
88.0
80.0
70.0
97.0
77.0

86.0
89.9
86.8
78.1
68.4
94.7
72.8

75.0
83.0
82.0
74.0
62.0
90.0
76.0

77.2
79.8
80.7
71.9
60.5
88.6
70.2

89.5
68.4
84.2
68.4
57.9
78.9
47.4

84.2
57.9
78.9
57.9
52.6
78.9
36.8

Average
SD
CoV

90.2
4.7
5.2

84.2
9.5
11.2

82.4
9.6
11.6

77.4
8.8
11.4

75.6
9.0
11.9

70.7
14.8
21.0

63.9
17.3
27.1

Source: author.

Table 46 Language awareness in high-average experimental group, Milan

Student

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post-Test
+
Lan.
Awaren.

Lan.
Awaren.

Delayed
Lan.
Awaren.

MICASA4
MICASA5
MICASA6
MICASA16
MICASA18

95.0
95.0
90.0
91.7
85.0

91.0
92.0
85.0
88.0
96.0

91.2
93.0
82.5
87.7
96.5

83.0
87.0
78.0
82.0
93.0

83.3
87.7
76.3
81.6
93.0

89.5
94.7
63.2
84.2
100.0

78.9
89.5
63.2
78.9
94.7

Average
SD
CoV

91.3
4.1
4.5

90.4
4.2
4.6

90.2
5.4
5.9

84.6
5.7
6.7

84.4
6.3
7.5

86.3
14.2
16.5

81.1
12.1
14.9

Source: author.

The high-average proficiency experimental group outperforms the control group
in every data set almost mirroring the situation of the low-average proficiency
groups. The control group shows higher levels of internal dispersion, and a
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strikingly higher likelihood of internal dispersion. Above all, the scores on the
delayed language awareness drop significantly in comparison with the first test
on language awareness.

6.4.2

University of Genoa

Low-average proficiency subgroups
Table 47 Language awareness in low-average control group, Genoa

Student

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post-Test
+
Lan.
Awaren.

Lan.
Awaren.

Delayed
Lan.
Awaren.

GECA1
GECA2
GECA3
GECA4

46.7
43.3
33.3
38.3

46.0
49.0
36.0
41.0

45.6
48.2
36.0
42.1

42.0
45.0
33.0
33.0

43.0
44.7
32.5
34.2

42.1
36.8
36.8
47.4

47.4
36.8
26.3
42.1

Average
SD
CoV

40.4
5.8
14.4

43.0
5.7
13.3

43.0
5.3
12.4

38.3
6.2
16.2

38.6
6.2
16.0

40.8
5.0
12.4

38.2
9.0
23.6

Source: author.

Table 48 Language awareness in low-average experimental group, Genoa

Student

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post-Test
+
Lan.
Awaren.

Lan.
Awaren.

Delayed
Lan.
Awaren.

GECASA2
GECASA7
GECASA8

46.7
40.0
51.7

60.0
48.0
58.0

57.0
47.4
57.0

54.0
47.0
54.0

51.8
46.5
53.5

42.1
42.1
47.4

42.1
42.1
52.6

Average
SD
CoV

46.1
5.9
12.7

55.3
6.4
11.6

53.8
5.6
10.4

51.7
4.0
7.8

50.6
3.7
7.2

43.9
3.0
6.9

45.6
6.1
13.3

Source: author.
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As we have seen for the low-average proficiency group of the University of
Milan, the experimental group shows higher results than the control groups.
This is true for every language test and for language awareness as well. The
control group seems to record a greater level of internal variation in the first
tests (pre-test; post-test; and post-test combined with language awareness), but
these results change in the long term (delayed post-test) and in language
awareness scores. The likelihood of internal variation for the control group is
instead always higher than the probability of variation within the experimental
group, within all data sets. it and the control group is more homogeneous that
the experimental group, the situation changes drastically in the other sets of
data. The control group shows not only significantly lower scores, but its level of
internal dispersion, and above all its likelihood of internal dispersion, are
noticeably higher than those of the experimental group.

Average proficiency subgroups
Table 49 Language awareness in average control group, Genoa

Student

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post-Test
+
Lan.
Awaren.

Lan.
Awaren.

Delayed
Lan.
Awaren.

GECA5
GECA6
GECA7

76.7
63.3
75.0

77.0
69.0
65.0

76.3
68.4
64.0

68.0
61.0
61.0

67.5
60.5
58.8

57.9
68.4
47.4

63.2
57.9
47.4

Average
SD
CoV

71.7
7.3
10.2

70.3
6.1
8.7

69.6
6.2
8.9

63.3
4.0
6.4

62.3
4.6
7.5

57.9
10.5
18.2

56.1
8.0
14.3

Source: author.
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Table 50 Language awareness in average experimental group, Genoa

Student

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post-Test
+
Lan.
Awaren.

Lan.
Awaren.

Delayed
Lan.
Awaren.

GECASA2
GECASA7
GECASA8

66.7
80.0
78.3

72.0
78.0
62.0

70.2
76.3
58.8

66.0
73.0
47.0

64.9
71.1
46.5

57.9
68.4
47.4

63.2
57.9
47.4

Average
SD
CoV

75.0
7.3
10.2

70.7
8.1
8.7

68.4
8.9
8.9

62.0
13.5
6.4

60.8
12.8
7.5

57.9
10.5
18.2

56.1
8.0
14.3

Source: author.

The comparison between the average proficiency groups in Genoa does not
show a relevant and stable pattern. The experimental group performs better in
the pre-test, and its scores are slightly higher in the post-test. The control group
display higher scores in the delayed post-test, and in the scores that combine
the delayed post-test with language awareness. The internal dispersion of the
experimental group is higher in the experimental group. The coefficient of
variation is identical in the two group. As per language awareness, instead, the
scores between the two groups are identical, which is likely to be an error in
data gathering, and I therefore cannot analyse the results.
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6.4.3

University of Exeter

Low-average proficiency subgroups
Table 51 Language awareness in low-average control group, Exeter

Student

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post-Test
+
Lan.
Awaren.

Lan.
Awaren.

Delayed
Lan.
Awaren.

EXCA2
EXCA4

60.0
46.7

56.0
46.0

54.4
45.6

57.0
44.0

55.3
44.7

47.4
42.1

36.8
47.4

Average
SD
CoV

53.3
9.4
17.7

51.0
7.1
13.9

50.0
6.2
12.4

50.5
9.2
18.2

50.0
7.4
14.9

44.7
3.7
8.3

42.1
7.4
17.7

Source: author.

Table 52 Language awareness in low-average experimental group, Exeter

Student

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post-Test
+
Lan.
Awaren.

Lan.
Awaren.

Delayed
Lan.
Awaren.

EXCASA2
EXCASA5

56.7
60.0

39.0
76.0

37.7
75.4

34.0
71.0

33.3
69.3

26.3
73.7

26.3
57.9

Average
SD
CoV

58.3
2.4
4.0

57.5
26.2
45.5

56.6
26.7
47.1

52.5
26.2
49.8

51.3
25.4
49.6

50.0
33.5
67.0

42.1
22.3
53.0

Source: author.

Within the low-average proficiency group, the experimental group shows a
better performance in every data set. However, it also shows a strikingly high
level of internal dispersion and likelihood of internal variation throughout the
data sets. As there are only two students in each group, the results of on the
standard variation and coefficient of variation are likely to be extremely high (for
example, the coefficient of variation is almost 50% in the post-test and delayed
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post-test, as well as in the results of the two language tests combined with
language awareness). However, it is worth noting that the control group is also
composed of two members only and do not show extraordinary high levels of
variation.

Average proficiency subgroups
Table 53 Language awareness in average control group, Exeter

Student

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post-Test
+
Lan.
Awaren.

Lan.
Awaren.

Delayed
Lan.
Awaren.

EXCA1
EXCA7
EXCA8

71.7
88.3
76.7

72.0
87.0
77.0

70.2
86.0
78.1

60.0
82.0
74.0

58.8
81.6
71.9

57.9
78.9
84.2

52.6
78.9
63.2

Average
SD
CoV

78.9
8.6
10.8

78.7
7.6
9.7

78.1
7.9
10.1

72.0
11.1
15.5

70.8
11.4
16.2

73.7
13.9
18.9

64.9
13.2
20.4

Source: author.

Table 54 Language awareness in average experimental group, Exeter

Student

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post-Test
+
Lan.
Awaren.

Lan.
Awaren.

Delayed
Lan.
Awaren.

EXCASA1
EXCASA4

71.7
75.0

69.0
71.0

66.7
71.9

60.0
71.0

57.9
70.2

52.6
73.7

42.1
68.4

Average
SD
CoV

73.3
2.4
3.2

70.0
1.4
2.0

69.3
3.7
5.4

65.5
7.8
11.9

64.0
8.7
13.6

63.2
14.9
23.6

55.3
18.6
33.7

Source: author.

The control group in the average proficiency subgroup outperforms the
experimental group in all language test and in the development of language
awareness. Both groups show an interesting pattern among language tests and
197

correspondent delayed language tests in that their scores lower very little from
the former to the latter. The scores on language awareness, instead, show a
high decrease for both groups in the data collected in after a three-week period.
The control group is steadily less homogeneous than the experimental group
and, and its coefficient of variation is higher, bar for language awareness. In this
section, the data show, on the contrary, opposite figures.

High-average proficiency subgroups
Table 55 Language awareness in high-average control group, Exeter

Student

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post-Test
+
Lan.
Awaren.

Lan.
Awaren.

Delayed
Lan.
Awaren.

EXCA3
EXCA5
EXCA6

81.7
93.3
70.0

63.0
58.0
68.0

60.5
57.0
66.7

72.0
57.0
64.0

66.7
56.1
63.2

47.4
57.9
63.2

36.8
52.6
57.9

Average
SD
CoV

78.9
8.6
10.8

78.7
7.6
9.7

78.1
7.9
10.1

72.0
11.1
15.5

70.8
11.4
16.2

56.1
8.0
14.3

49.1
11.0
22.3

Source: author.

Table 56 Language awareness in high-average experimental group, Exeter

Student

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post-Test
+
Lan.
Awaren.

Lan.
Awaren.

Delayed
Lan.
Awaren.

EXCASA3
EXCASA6
EXCASA7

83.3
100.0
100.0

65.0
95.0
93.0

67.5
95.6
93.9

62.0
90.0
83.0

61.4
91.2
84.2

73.7
94.7
100.0

52.6
94.7
94.7

Average
SD
CoV

94.4
9.6
10.2

84.3
16.8
19.9

85.7
15.7
18.4

78.3
14.6
18.6

78.9
15.6
19.8

89.5
13.9
15.6

80.7
24.3
30.1

Source: author.
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Finally, within the high-average proficiency subgroup of the University of Exeter
the experimental group outperforms the control group in all language test and in
the development of language awareness. However, it also shows a steadily
higher level of probability of internal variation, and the values are less
homogeneous than the scores of the control group.

6.5 Comparative analysis of results on language awareness
This part of the data analysis mirrors the comparative analysis I carried out in
the previous chapter section 5.6 by adding together the results from the pretest, post-test and the delayed post-test of the Universities of Milan, Genoa and
Exeter. The results of the subgroups within the control groups are analysed
together, and so are the results of the subgroups within the experimental
groups. In line with the explanation provided in section 5.6, I do not examine the
coefficient of variation. The data analysis starts with the low-average proficiency
subgroup, it subsequently proceeds to the average proficiency subgroup, and
finally it assesses the high-proficiency subgroup.

6.5.1

Low-average proficiency subgroups

Language awareness
Table 57 Language awareness across low-average control groups

University

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post- Test
+
Lan
Awaren.

Lan
Awaren
.

Delayed
Lan
Awaren.

Milan
Genoa
Exeter

52.5
40.4
53.3

51.0
43.0
51.0

49.8
43.0
50.0

44.3
38.3
50.5

43.6
38.6
50.0

42.1
40.8
44.7

39.5
38.2
42.1

Average

48.8

48.3

47.6

44.3

44.1

42.5

39.9

Source: author.
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Table 58 Language awareness across low-average experimental groups

University

Pre
Test

Post
Test

Post
Test
+

Delayed
Post-Test

Lan.
Awaren.

Delayed
Post- Test
+

Lan
Awaren
.

Delayed
Lan
Awaren.

Lan
Awaren.

Milan
Genoa
Exeter

53.8
46.1
58.3

65.3
55.3
57.5

63.7
53.8
56.6

59.0
51.7
52.5

57.7
50.6
51.3

56.6
43.9
50.0

52.0
45.6
42.1

Average

52.7

59.4

58.0

54.4

53.2

50.1

46.6

Source: author.

The development of language awareness across the low-average proficiency
subgroups shows higher results in the experimental groups. This also applies to
the language tests and to the scores that combine language tests with language
awareness.

Standard deviation
Table 59 SD in language awareness of low-average control groups

University

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post- Test
+
Lan
Awaren.

Lan
Awaren
.

Delayed
Lan
Awaren.

Milan
Genoa
Exeter

3.2
5.8
9.4

11.6
5.7
7.1

9.0
5.3
6.2

11.9
6.2
9.2

9.0
6.2
7.4

9.6
1.0
3.7

12.5
1.7
7.4

SD Aver.

6.2

8.1

6.8

9.1

7.5

4.8

7.2

Source: author.
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Table 60 SD in language awareness of low-average experimental groups

University

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post- Test
+
Lan
Awaren.

Lan
Awaren
.

Delayed
Lan
Awaren.

Milan
Genoa
Exeter

4.7
5.9
2.4

8.0
6.4
26.2

7.7
5.6
26.7

8.0
4.0
26.2

7.2
3.7
25.4

9.2
3.0
33.5

7.1
6.1
22.3

SD Aver.

4.3

13.5

13.3

12.7

12.1

15.3

11.8

Source: author.

Despite having more positive results in the average scores of all the data sets,
the low-average proficiency experimental subgroups are also characterised by a
consistently higher degree of internal variation. It is worth notice that, on the
contrary, its results were more homogeneous than those of the control group in
the pre-test.

6.5.2 Average proficiency subgroups
Language awareness
Table 61 Language awareness across average control groups

University

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post- Test
+
Lan
Awaren.

Lan
Awaren
.

Delayed
Lan
Awaren.

Milan
Genoa
Exeter

67.5
71.7
78.9

73.3
70.3
78.7

71.1
69.6
78.1

68.5
63.3
72.0

66.7
62.3
70.8

55.3
57.9
73.7

53.9
56.1
64.9

Average

72.7

74.1

72.9

67.9

66.6

62.3

58.3

Source: author.

201

Table 62 Language awareness across average experimental groups

University

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post- Test
+
Lan
Awaren.

Lan
Awaren
.

Delayed
Lan
Awaren.

Milan
Genoa
Exeter

71.0
75.0
73.3

71.8
70.7
70.0

70.7
68.4
69.3

65.6
62.0
65.5

64.4
60.8
64.0

66.3
57.9
63.2

60.0
56.1
55.3

Average

73.1

70.8

69.5

64.4

63.1

62.5

57.1

Source: author.

Language awareness across the average proficiency subgroups shows an
opposite pattern in comparison with the low-average proficiency subgroups: the
control groups scored higher results, bar in the pre-test. Its results are also
slightly lower in the scores on language awareness that refer to the post-test
data collection phase. The difference between the two scores is minimal (the
control group scored 62.3 and the experimental group 62.5) and in my opinion
this can be considered an equivalent level of language awareness.

Standard deviation
Table 63 SD in language awareness of average control groups

University

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post- Test
+
Lan
Awaren.

Lan
Awaren
.

Delayed
Lan
Awaren.

Milan
Genoa
Exeter

4.2
7.3
8.6

4.1
6.1
7.6

4.4
6.2
7.9

3.3
4.0
11.1

4.5
4.6
11.4

9.1
10.5
13.9

11.7
8.0
13.2

SD Aver.

6.7

6.0

6.2

6.2

6.9

11.2

11.0

Source: author.
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Table 64 SD in language awareness of average experimental groups

University

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post- Test
+
Lan
Awaren.

Lan
Awaren
.

Delayed
Lan
Awaren.

Milan
Genoa
Exeter

6.0
7.3
2.4

5.9
8.1
1.4

5.6
8.9
3.7

6.5
13.5
7.8

6.2
12.8
8.7

6.0
10.5
14.9

6.0
8.0
18.6

SD Aver.

5.2

5.1

6.1

9.2

9.2

10.5

10.9

Source: author.

The pattern of correspondence of higher scores and higher internal variation,
already noticed within the low-average proficiency subgroups, applies to the
average proficiency subgroups. In this case, the control group shows higher
results in the average scores of all the data sets, but it also displays a steadily
higher degree of internal variation.

6.5.3

High-average proficiency subgroups

Language awareness
Table 65 Language awareness across high-average control groups

University

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post- Test
+
Lan
Awaren.

Lan
Awaren
.

Delayed
Lan
Awaren.

Milan
Genoa
Exeter

90.2
81.7

84.2
63.0

82.4
61.4

77.4
64.3

75.6
62.0

70.7
56.1

63.9
49.1

Average

86.0

73.6

71.9

70.9

68.8

63.4

56.5

Source: author.
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Table 66 Language awareness across high-average experimental groups

University

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post- Test
+
Lan
Awaren.

Lan
Awaren
.

Delayed
Lan
Awaren.

Milan
Genoa
Exeter

91.3
88.3
94.4

90.4
95.0
84.3

90.2
95.6
85.7

84.6
89.5
78.3

84.4
89.9
78.9

86.3
100.0
89.5

81.1
92.1
80.7

Average

91.4

89.9

90.5

84.1

84.4

91.9

84.6

Source: author.

Finally, language awareness in the high-average proficiency subgroups is
consistently higher in the experimental group. It is worth notice that the control
group consists only in scores of the universities of Milan and Exeter, as there is
no high-average proficiency control group at the University of Genoa.

Standard deviation
Table 67 SD in language awareness of high-average control groups

University

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post- Test
+
Lan
Awaren.

Lan
Awaren
.

Delayed
Lan
Awaren.

Milan
Genoa
Exeter

4.7
11.7

9.5
5.0

9.6
4.9

8.8
7.5

9.0
5.4

14.8
8.0

17.3
11.0

SD Aver.

8.2

7.2

7.2

8.2

7.2

11.4

14.1

Source: author.
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Table 68 SD in language awareness of high-average experimental groups

University

Pre
Test

Post
Test

Post
Test
+
Lan.
Awaren.

Delayed
Post-Test

Delayed
Post- Test
+
Lan
Awaren.

Lan
Awaren
.

Delayed
Lan
Awaren.

Milan
Genoa
Exeter

4.1
7.1
9.6

4.2
4.2
16.8

5.4
3.7
15.7

5.7
3.5
14.6

6.3
4.3
15.6

14.2
0.0
13.9

12.1
11.2
24.3

SD Aver.

6.9

8.4

8.3

7.9

8.7

9.4

15.9

Source: author.

The pattern of internal dispersion of the data in the high-average proficiency
subgroups is not regular. The experimental group is less homogeneous in the
post-test section, it increases its value of internal distribution in the delayed
post-test section in the long-term period, and it similarly shows a higher internal
variation in language awareness in the long-term period.

6.6 Conclusion
This chapter analysed the data collected in this study to answer the first
research sub-question: whether focus-on-form instruction is more effective for
diglossic language awareness when it links Standard and Colloquial Arabic
forms, or when it focuses only on one variety. The chapter was divided into
three sections to contextualise and discuss the data collected. The first section
explained in detail the collection of the data through a language exercise and
questions designed specifically to collect information on language awareness.
The section also explained how their assessment is conducted and how
retrospective think-aloud protocols are transformed into quantitative figures. The
methodological tools detailed in this section have been developed specifically
for this research as, to the best of my knowledge, the collection of data on
language awareness on diglossic code-switching processes of higher-education
students, has not been carried out before. The following two sections compared
scores on language awareness within and across the participant universities.
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The former compared the results of experimental and control groups within the
three universities. It added the scores on language awareness to the results
analysed in the previous chapter on the development of diglossic vocabulary
and code-switching skills. It also compared the development of language
awareness levels between the two groups. Finally, it carried out a comparison
between the results in language awareness levels and the scores obtained by
the combination of these results with the scores on diglossic vocabulary
building, for the three subgroups outlined in the previous chapter (low-average,
average and high-average proficiency groups). Finally, results on language
awareness and the standard deviation of values collected across the participant
universities were analysed.
Empirically, this chapter shows that the experimental groups outperform the
control groups in language awareness development, when the two groups are
analysed as two entireties, without making distinctions on the basis of the
participants’ actual proficiency levels in SA at the beginning of the language
course. However, the division of the two groups into three SA proficiency-based
subgroups at the start of the course, shows that this pattern does not apply to
every subgroup. This is particularly the case of average proficiency groups, in
which the results for the control group on language awareness tend to be higher
than those of the experimental groups. This reflects the behaviour of the
findings on diglossic vocabulary building. Another shared feature between the
analysis of data on diglossic vocabulary development and data on language
awareness, is that the experimental groups’ values are often more
heterogeneous than the control groups.
The scores on the language tests combined with values on language
awareness across the participant universities show that the low-average and
high-average proficiency experimental groups outperform the control group. As
per the average proficiency subgroups, the control groups score higher. The link
between scores on language tests and skills, and the behaviour of values on
internal variation is discussed in the final chapter of this thesis.
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7 CHAPTER 7 – Perceptions and attitudes towards variation

7.1 Introduction
This chapter is the third and last of three empirical chapters presenting the
analysis of the threefold focus of investigation of this research. It aims to
observe students’ perception and attitudes towards variation in Arabic reality
and learning, and it answers the second research sub-question: what impact
does focus-on-form instruction have on students’ perceptions of Arabic
variation, when (a) it links forms in Standard and Colloquial Arabic and when (b)
it focuses only on one variety? The viewpoints and motivations of the
participants towards Arabic variation are collected through two open-ended
questionnaires: the former is administered before the beginning of the
experimental language course and the latter is administered at the end. As
mentioned above, this thesis does not use attitude or perception scales and it
relies on self-reporting questionnaires.
This chapter is divided into two sections. In the first I analyse the answers of the
participants to the questionnaire conducted before the beginning of the
language course, while the second section concentrates on the answers to the
second questionnaire. In the first questionnaire, students provide information on
their perceptions of SA, their learning experiences and the reasons that led
them to study Arabic. In the second questionnaire, instead, the questions
investigate the students’ perceptions of integrating the teaching of CA within
their SA programme through two different and experimental focus-on-form
methods, and their experience and assessment of studying the two varieties of
Arabic simultaneously.
As previously explained, the difference between the two methods of FFI
employed in this research is based on the nature of the forms that are at the
core of the two methods. On the one hand, FFI in the experimental group
introduces CA vocabulary forms through comparisons and links with their
correspondent forms in SA. On the other, FFI in the control group focuses only
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on CA vocabulary forms without making explicit references to their
correspondent forms in SA. Since the research took place during the academic
year, the attendance at the CA lessons of the language course occurred
simultaneously to the attendance at SA classes at the academic institutions of
the participants. This means that the participants experienced studying CA and
SA concurrently during this research. The questionnaire administered after the
completion of the language course allows me to determine the experience of
the students in terms of studying the two varieties simultaneously, and the
impact that the two methods of FFI have on the perceptions and attitudes of the
students towards Arabic variation. Moreover, I collected the participants’
evaluations of the impact that CA instruction had on their knowledge of SA: if it
interfered with it, either positively or negatively, or if it did not have a direct
impact on it. This information was collected with the view to gathering an indepth understanding of whether and how the two different methods of
instruction used in this research influence the students’ prior knowledge of SA
and if they lead to a conscious development of diglossic knowledge. Students
are also asked to provide information on their perception of the usefulness of
the instructions received and, finally, their enjoyment of the language course.
7.2 Questionnaire administered before language course
7.2.1

Reasons for learning Arabic

I argued in section 3.5.3 that there is evidence that students are drawn to
studying Arabic with the goal of mastering language skills in the way they are
mastered by native speakers. They also share the goal of being able to interact
with native speakers and engage in different levels of communication, together
with the interest to deepen their knowledge and understanding of the Arab
world. With a view to adding information on this aspect, I asked the participants
to explain the reasons underlying their choice of learning Arabic. The answers I
collected confirm a great interest in gaining deeper insights into the cultural,
political and religious values of the Arab world, and especially of the Middle
East.
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One of the reasons for studying Arabic that emerged from the questionnaire is
the desire to challenge the negative stereotypes about the Arab world, and “to
challenge the negative images portrayed by the media, which can lead to
mistrust and miscommunication” (GECA3, 2014). Many students are eager to
develop a better cultural understanding of the region with a view to being able to
act as cultural mediators and to support facilitation of communication and
understanding between the Arab world and different cultures.
Another factor that led several participants to study Arabic, as emerged from the
questionnaire, is their perception that the language is in high demand in the job
market both within the government sector, and among humanitarian and
development organisations. Most students hope to work, travel and live in Arabspeaking countries in the future, and the Middle East is often the preferred
destination over other regions. In the case of the students of the University of
Exeter, Jordan is the destination of choice of the entire cohort for their study
year abroad, as mentioned in section 4.5.2. Student EXCA7 (2015) states: “our
University offers to spend the year abroad in Jordan or Morocco. All the class
has chosen Jordan mainly because of their interest in the Middle East.” The
student also added that this choice “makes the studying of the Levantine dialect
more relevant and more useful for the future” (EXCA7, 2015). Muslim students
added the role of Arabic as the liturgical language of Islam and their desire to
better understand the language of their religion among their motivations for
studying Arabic.
Participants also reported to be fascinated by some features of Arabic, and that
their decision to study Arabic at university was influenced by their interest in
these features. For example, students are fascinated by the Arabic script and by
its phonological system which is perceived to be highly different from their own
mother tongues. Moreover, as student EXCASA6 describes, students are
“eager to undertake the challenge of studying a language from the very
beginning that not only is so difficult to learn, but is also spoken by very few
foreigners” (EXCASA6, 2015). Several students stated that their positive
attitude towards the challenge involved in studying Arabic wavered throughout
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the course of their studies due to the complexity of the language and their
inability to make continuous progress, especially in their speaking skills. In this
regard, participant MICASA16 states that students find it difficult to maintain a
steady positive attitude towards Arabic because of “the size of the challenge
that Arabic entails, mainly due to the complexity and difficulty of the language.”
It is worth noting that the variety of Arabic that the student refers to is SA, which
was the only known variety when the questionnaire was administered.
The motivations outlined by the students show a deep interest in gaining an
insight into the culture, politics, history and religion of the Arab world with a
predilection for the Middle East. The students see their ability to master the
language and understand the cultural values of the region as instrumental to
promoting intercultural communication, and for improving their career
opportunities. Finally, the participants showed an awareness of the need to be
provided with effective language tools to perform in real-life situations, i.e. with
both SA and at least one variety of CA.

7.2.2

Language skills development and teaching methodologies

The previous section shows that AFL students find Arabic, or, more specifically,
SA, fascinating but also complex and difficult, and requiring arduous language
learning. Among the most complex language skills, students pinpoint grammar
and speaking. In the words of student MICA1, “The complex grammar rules,
such as case endings and number agreement, are difficult and burdensome.
Speaking is also very difficult because [students] rarely have the chance to
practice and so [they] are not used to speaking in Arabic” (MICA1, 2014). Most
students define grammar as intricate and too heavily “filled with rules”
(GECASA3). In fact, some participants expressed strongly negative views and
described Arabic grammar as “almost impossible” (EXCASA2, 2015); “very
alien to speakers of Indo-European languages” (EXCA5, 2015); and as posing a
large burden on the learners who “need to put a great effort into remembering
each grammatical rule needed to make a sentence accurate at every level”
(MICASA17, 2014). It is interesting to note the link that the students perceive as
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existing between grammar and speaking. Speaking is described as a
complicated skill to develop, as a result of two main factors: lack of speaking
practice and development of communicative competence in the classroom, and
the challenge of “remembering countless grammatical rules to form correct
sentences while speaking” (GECA4, 2014). Other features of language learning
mentioned by the students as difficult to develop are: memorisation of
vocabulary and pronunciation.
Interestingly, student MICA6 mentioned diglossia among the main challenges
that can hinder learners from improving the different language skills. The
student voiced a fear of not being able to master both varieties, of being
confused, and, above all, of being overwhelmed by studying two varieties that
are highly different from each other (MICA6, 2014). Since the students had not
been exposed to any variety of CA at the moment of the experimental language
course, I assume that the impressions expressed were gained from surfing
social media in Arabic, and from encountering Arabic language textbooks that
use both varieties. In my opinion the answer of student MICA6 is of great
importance because it reveals how a lack of structured exposure to Arabic
variation in the classroom can result in demotivation, frustration and insecurity.
The teaching approach and methodology that students are exposed to in the
classroom is therefore crucial not only for the development of their language
skills, but it is also crucial in influencing the students’ perception of Arabic
variation.
This leads us to the following question of the questionnaire, in which
participants are asked to describe the teaching methodology they have been
exposed to in their course of study. Students from all the three participant
universities describe the teaching methodology in the classroom to be teachercentred, with limited opportunity to interact and develop communicative skills.
The role of the teacher is that of the information provider and there is heavy
dependence on the textbook, which has a leading role in the classroom instead
of being only used as a facilitator of language learning. Grammar is taught
through lessons specifically dedicated to it, followed by the application of
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grammatical rules through written exercises. Translation, reading aloud for
pronunciation purposes and dictation are among the most common exercises
carried out in the classroom. In general, the students’ main concerns are the
lack of speaking practice, the imbalance in the amount of written and oral
exercises, and that the lessons are mainly taught in their mother tongues
instead of Arabic.
Participants were also asked to delineate the strategies they employ to
memorise vocabulary. Their answers to this question are useful in order to
understand the study exercises that students benefit from. Most participants
studied lists of words and repeated them until memorisation. They would
subsequently write the memorised words against a list of correspondent words
in English, in order to verify their vocabulary and spelling knowledge. The
newly-learned words were then used by the students within sentences to verify
the ability to use them in context. In the words of student EXCA7, “putting new
vocabulary into sentences helps me to memorise direct translations of
sentences from English into Arabic and thanks to this exercise I am able to
recall words in Arabic more easily.” It is worth mentioning that many students
make use of online learning tools, flash cards and vocabulary memorisation
exercises and games. The combination of listening and speaking exercises is
also mentioned as particularly useful in memorising new vocabulary, grammar
rules through their application in real-life sentences. Finally, student GECA1
declared that they find it “very useful to have mock conversations with other
students in Arabic. We ask each other questions and try to use the language in
context. Our lessons in class are mainly lecture style lessons and there is not
enough speaking practice, so I try to do it outside of the class.”
This section has shown us the participants’ perception of the difficulty of AFL
language skills and the teaching methodologies they have been exposed to. I
now proceed to analyse the participants’ attitudes towards SA.
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7.2.3

Students’ attitudes towards SA

In the last question of the pre-test questionnaire, participants were asked to list
and explain the most exciting and discouraging aspects related to studying
Arabic. Most of the positive aspects recalled the answers to the first question,
i.e. the reasons for learning Arabic. In my view this shows that the majority of
the students maintain the same positive motivations throughout their first years
of study. For example, students mentioned a “great sense of achievement and
fulfilment that is gained by mastering a language as difficult as Arabic” (EXCA1,
2015). They also find it exciting to become familiar with a language system that
is completely new to them, and although they perceive Arabic to be almost
“impossible sometimes, this makes any progress even more rewarding”
(GECASA7, 2014). Students find it exciting and motivating to have access to
the liturgical language of Islam and therefore to the Muslim community. They
also enjoy having access to Arabic media and literature, but they do not feel
that their desire to be able to communicate with Arab native-speakers can be
fulfilled by the variety of Arabic they study in their academic language courses.
In this respect, the students do not feel that the expectations they had before
enrolling onto their Arabic courses, of being able to communicate with nativespeakers and to have direct access to in-group realities, were being achieved.
Among other discouraging aspects elucidated in the questionnaire, students
recalled grammar and diglossia. As student MICA14 puts it, “the idea of
diglossia and having to learn two different types of Arabic, formal and spoken, is
very discouraging. This is because we do not study Colloquial Arabic at
University and so we will have to study it after the completion of our University
degree” (MICA14, 2014). Student GECASA5 adds: “I am now in my second
year at university and not only do I still struggle with grammar, memorisation of
vocabulary and speaking, but I also do not know any colloquial words that
would allow me to interact with native speakers.” This shows that the students
find it discouraging to dedicate all their energies to studying Standard Arabic
and mastering its grammar rules without developing alongside it the skills to
communicate in the colloquial variety. Student EXCASA1 claims: “The process
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of learning, particularly at the beginning, seems to be more slow-paced than
other languages. Also, Arabic does not seem to be taught with the goal of
acquiring everyday-life communicative skills” (EXCASA1, 2015). Finally, very
few students reported being familiar with Arab music and films.
In this section I have identified the answer provided by the students in the
questionnaire administered before the language course and I now proceed to
outline the answers provided to the questionnaire administered after the
completion of the language course.
7.3 Questionnaire administered after language course
The questionnaire administered after the post-test comprises of four questions
on the simultaneous study of both CA and SA. The questions are aimed at
understanding the overall personal experience of the participants; their
evaluation of what the positive outcomes and main challenges are in the
simultaneous study of CA and SA; and finally, their assessment of the impact
that the study of CA has had on their knowledge of SA. Within the answers to
each question I firstly outline those of the control groups, and I subsequently
focus on the experimental groups in order to be able to compare them and
assess whether the two different teaching methodologies used have a different
impact on the students’ attitudes and perceptions of language variation.

7.3.1

Overall experience of studying Arabic simultaneously

Control Group
The answers received in the control groups show a general agreement that the
participants’ overall experience was positive and satisfying. The majority of the
students described the language course as useful, helpful and engaging, albeit
challenging and sometimes confusing. Some of the students were concerned
about their ability to keep the two varieties separate before the beginning of the
experimental course, but the majority reported feeling only occasionally
confused during the course. For example, student EXCA8 stated that the
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experimental language course was not as confusing as the student initially
expected. In student EXCA3’s words, “It was extremely helpful. I feel that it has
helped me improve my Standard Arabic because it has enabled me to speak
more confidently” (EXCA3, 2015). It is interesting to note that, although the
teaching method employed in the control group does not create links between
correspondent CA and SA vocabulary and forms, many students in the group
reported having constantly compared CA learned in class with their previous
knowledge of SA. GECA6 states “I compared Colloquial and Standard Arabic
throughout the course to find the similarities between the two. It is useful to
learn them at the same time so that the differences do not seem too huge, as
opposed to learning one after the other where they would seem radically
different. They have similarities as they are the same language and it is
sensible to study them at the same time together.”

According to another

student, “everything we covered in Colloquial Arabic was similar to what we had
already studied in Standard Arabic. I am glad I knew it before learning
Colloquial Arabic because I used it as a basis to learn Colloquial Arabic”
(MICA9, 2014).

Experimental Group
The answers collected from the experimental groups are characterised by a
deep dichotomy and are less homogeneous than those of the control groups.
On the one hand, some students described the course as very useful,
enjoyable, and slightly confusing but less than they had anticipated before the
beginning of the empirical research. On the other, a few students found it too
confusing, overwhelming and demanding. Many students appreciated its
engaging activities and reported having enjoyed it greatly. As student MICASA2
puts it, ”I find it a bit confusing, but also fun. I expected it to be even more
difficult so I have found it easier than I expected. There should be a balance
between hours of Standard Arabic and hours of Colloquial Arabic in the week”
(MICASA2, 2014). Student EXCASA3 states: “I have enjoyed it greatly and I
think that the learning of some Colloquial Arabic alongside Standard Arabic
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gave me a source of enjoyment that I needed” (EXCASA, 2015). According to
student GECASA1, the course “made me more confident in speaking Arabic so
it had a good impact on my speaking skills both in Standard and Colloquial
Arabic. Studying them both at the same time was not only motivating, because I
was finally learning the variety that is actually spoken by native speakers, but
also somehow crystallised some of my understanding of Standard Arabic”
(GECASA1, 2014). In general, students found it useful to see the differences
between the two varieties and to employ SA instead of English to understand
the meaning of CA words. Moreover, they enjoyed learning “what needs to be
changed when adapting Standard Arabic to Colloquial Arabic (for example
pronunciation). The sheets provided, with different colours that differentiated
Standard and Colloquial Arabic, and the clear distinction between prefixes and
suffixes in the two varieties, were very helpful to see the differences clearly”
(MICASA8, 2014). However, a few students described the course as
overwhelming and confusing. EXCA2, for example, states that “it is too hard
and confusing to learn Colloquial Arabic words by linking them to vocabulary in
Standard Arabic that the students have only just learned” (EXCA2, 2015). It is
interesting to notice that most of the students that found the course too
demanding are placed in the low-average proficiency subgroups, whereas the
higher the students scored in the pre-tests the more positive their comments
towards the experimental teaching methodology are. This division is not so
clear-cut in the control group and, as we have seen, the opinions of the
students are more homogeneous.
In both groups many students shared the opinion that learning Standard and
Colloquial Arabic simultaneously helped them to learn vocabulary and forms in
CA and to consolidate their knowledge of correspondent SA vocabulary and
forms that they were unsure of. Interestingly, the link between CA and SA was
drawn by the majority of the students independently of the instruction received
so independently of whether the relationship between the two varieties was
explicitly highlighted in the classroom, i.e. in the experimental group,

or

whether the instruction only focused on CA, i.e. in the control group. Students in
both groups agree that, although there are benefits from studying CA and SA
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simultaneously, the pitfall of not teaching both varieties simultaneously from the
very start of the academic year entails the risk that the students rely on one
variety more than the other and that they do not have enough time to practise
and develop code-switching skills.

7.3.2

Integration of CA into a SA programme

In this section I outline an overview of the main challenges and the positive
aspects of integrating CA instruction within a SA programme.

Control Group
The main challenges mentioned by the control group are as follows. First, the
students believe it is hard to memorise the conjugations of CA verbs in the
present tense and their pronunciation; second, a few students mentioned that
the differences in vocabulary can be difficult to memorise. The differences in
grammar are also mentioned as potentially burdensome, but “since grammar is
often easier in Colloquial Arabic, the two varieties are hardly confused”
(MICA10, 2014). It is interesting to observe that, although some students found
it difficult to study the two varieties simultaneously at the beginning of the
language course, they soon started to identify the differences and
commonalities between them and to treat them as “two different languages”
(EXCA2, 2015) with a significant reduction in confusion between them. It is
generally agreed that the confusion and mixing of the two language varieties
decreases with time and in line with improvement in students’ CA language
skills. Finally, numerous students mentioned that it would have been useful to
study the two varieties side by side so as to compare them better.
Among the positive aspects of integrating CA into a SA programme, students
mentioned that the vocabulary of the two varieties is similar and that the
pronunciation in CA is simpler, and therefore that both are easier to remember.
Students also added that their opinions “might not be accurate” (MICA3, 2014)
and may simply be influenced by the enthusiasm generated by studying
Colloquial Arabic. Colloquial Arabic is perceived by the students as a “relief”
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(GECA2, 2014) not only because it is characterised by easier grammar than
Standard Arabic, but also because it responds to a main communication need
of the students. As student GECA5 puts it, “my motivation for studying Arabic is
to be able to communicate with people in the Middle East, so I think it is more
useful (and enjoyable) to learn the language that people actually speak. It is
also more rewarding for the same reason.” The last positive aspect mentioned
is the fact that the vocabulary covered in class was already known in SA and
the language course played, among other things, an important role in giving the
students the opportunity to refresh and revise vocabulary previously learned.

Experimental Group
The experimental group identified similar challenges to the ones mentioned by
the control group. These challenges include differences in vocabulary and
pronunciation. For example, they include “false friends, such as verbs that exist
in both varieties but with different uses, diphthongs, and in general
remembering the words that can be used in both varieties and the words that
change” (EXCASA4, 2015). According to student MICASA10, “the language
course raised two main challenges. First, it is difficult to speak clearly either
Standard or Colloquial Arabic without mixing them. Second, [the students] at
beginner-level are used to forming sentences in Standard Arabic by translating
them from their mother tongue. The exposure to Colloquial Arabic through
Standard Arabic implies that the students translate from their mother tongues to
Standard Arabic and then from Standard to Colloquial Arabic. A course in which
the comparison between Standard and Colloquial Arabic is fundamental to
grasping the two varieties and making progress needs to consider the familiarity
of the students with speaking in Arabic without relying on their mother tongues,
and the real level of knowledge of the students in Standard Arabic” (MICASA10,
2014)
Among the positive aspects of integrating CA into a SA programme, the
experimental group mentioned a general reinforcement of their knowledge in SA
and a great sense of motivation generated by studying a colloquial variety. The
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participants also appreciated a rise in self-confidence and a great improvement
in their speaking skills in SA, influenced by their development of speaking skills
in CA. Participants also mentioned the opportunity to learn everyday-life and
informal words and expressions, as a positive aspect of learning the two
varieties simultaneously. Interestingly, a sense of frustration was highlighted in
this regard, due to the fact that the students had previously learned these words
and expressions in SA, with the awareness that native speakers only use
informal and everyday-life expressions in CA. In the words of student
GECASA5, “I am glad to have finally learned greetings and colloquial
expressions in the appropriate language variety. Although I found it useful to
know them already in Standard Arabic and to translate my knowledge into
Colloquial Arabic, I would have preferred not to have studied them in Standard
Arabic because this variety is not appropriate for informal contexts and I believe
that any unnecessary duplication of study is counterproductive for the students”
(GECASA5, 2014). Finally, almost every participant stated that the most
positive aspect of studying the two varieties at the same time consists in the
ability to create parallels between the two varieties and gain a wide vocabulary
in both varieties.

7.3.3

Influence of CA on SA passive and active skills

In this section I analyse the participants’ perceptions of the influence that the
CA language course had on their knowledge of SA. The answers analysed here
refer to two different questions, focussing respectively on the potential influence
of CA on the acquisition of SA vocabulary and forms, and on the prior SA
knowledge of the participants.

Control Group
Most students in the control group feel that CA has a positive influence on SA
because it helps to improve oral skills and it provides opportunities to practise
speaking and listening skills that are transferrable from one variety to the other.
It is interesting to note that almost all students mentioned a potential negative
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influence among aspects of the two varieties that are complicated in one variety
and simpler in the other, such as numbers and prefixes of verbs in the present
tense. In these instances, many students switch from SA to CA, which is
perceived as easier than SA, while they speak. Not only do participants
describe this tendency as a negative, albeit useful, influence of CA on SA, but
they also express the fear of not being able to communicate properly in writing,
where the switching between SA and CA is not appropriate.
A widespread answer among the students of the control groups is that CA
positively influence the acquisition and consolidation of vocabulary in SA. This
is because, as we have seen previously, the students compare the vocabulary
and forms of the two varieties to better remember newly learned words and
revise familiar ones. Student MICA4 states “it is less likely to be confused when
the differences and similarities among the two varieties are clear. However, the
disproportion between the amount of instruction received in Standard Arabic
and the instruction received in Colloquial Arabic creates an unbalanced
situation in which one variety prevails over the other instead of complementing
it” (MICA4, 2014).

Experimental group
Eight students of the experimental group do not believe that CA influences SA,
either positively or negatively. It is worth noting that all the students that share
this opinion are among the high-average proficiency students. In their opinion it
does not positively influence the consolidation of SA vocabulary because the
vocabulary covered in the CA lessons was already known in SA. It also does
not facilitate the acquisition of SA vocabulary because the topics that the
students study in the SA and CA lessons are different. Finally, it does not
influence linguistic performances in SA. Some students assume that this is due
to the fact that the constant comparison between SA and CA made in the
language course has helped them to keep the two varieties clearly distinct.
Other students suggest that the lack of influence on SA active and passive skills
is attributable to the difference in their depth of knowledge of the two varieties:
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students’ knowledge of SA is deeper and stronger than their knowledge of CA
and therefore the latter does not affect the language skills of the former.
The majority of the students, on the contrary, find that the development of
knowledge in CA reinforces their SA language skills. This is because the
methods of instruction received stimulate their ability to create constant links
between the two varieties and therefore to consolidate their knowledge of SA
while learning CA. It is worth mentioning that some students, despite
appreciating the usefulness of understanding the links between the two varieties
and being actively trained in developing code-switching skills, believe that the
method of instruction is cognitively too demanding and burdensome if carried
out while studying SA. This is because it adds rules to be learned and
remembered to the study of SA which is already heavily based on grammar and
rules.
7.4 Conclusion
This chapter analysed the participants’ motivations for studying Arabic, the
teaching and learning methodologies for SA that the participants are familiar
with, and their perceptions of SA before being exposed to CA. It also analysed
the participants’ attitudes towards variation in Arabic reality and learning. The
information gathered through two open-ended questionnaires conducted before
and after the experimental language course was used to inform the chapter.
Empirically, this chapter has shown that the students hold a deep interest in
gaining an insight into the culture, politics, history and religion of the Arab World
with a preference for the Middle East. The students see their ability to master
the language and understand the cultural values of the region as instrumental in
promoting intercultural communication and for their career opportunities. They
also have an awareness of their need to be provided with effective language
tools to perform in real-life situations, i.e. with both SA and at least one variety
of CA. The majority of the participants are interested in learning a variety of
Colloquial Arabic that is spoken in the Middle East in order to be able to travel,
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live and work in the region. The Middle East is the destination of choice for the
greater number of participants, mainly for political reasons.
With regard to the difficulty of acquiring AFL language skills as perceived by
participants, the students identified grammar and speaking as the most
challenging abilities to develop. In my opinion, these results are partly intrinsic
to studying a new language that (i) is based on a different grammatical system
than that of the mother tongue; and (ii) and is studied in a classroom
environment without any form of immersion in real-life situations and therefore
with few opportunities for speaking practice. However, the results could also be
a consequence of the teaching methodology the students are exposed to. As
we have seen, SA lessons are described by the students to often be teachercentred and lecture-based with great emphasis on grammar and little active
engagement, especially oral engagement, on the part of the students. I will
discuss this further in the following chapter. The learning strategies employed
by the participants show their preference for activities that use newly-learned
vocabulary in context, through original sentences created by the students to
practise their vocabulary knowledge. This is also useful for reinforcing
knowledge of grammar and pronunciation skills. In my opinion the answers of
the students show the need to provide more task-based communicative
activities in the classroom based on a combination of familiar and newly-learned
vocabulary and topics.

This not only helps the students to memorise

vocabulary and use it correctly in context, but it also builds their confidence in
speaking Arabic.
The absence of formal CA instruction is perceived by the students as a missed
opportunity to learn a colloquial variety and therefore to communicate with
native-speakers, to be engaged in everyday-life activities, and to develop a
comprehensive understanding of the culture and values of the Arab world. It is
in this light that both the students of the control group and those of the
experimental group showed a great interest in participating in this research. The
questionnaires conducted after the language course confirms great eagerness
on the part of the students to study CA. They also share positive attitudes
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towards studying CA and SA simultaneously. Although the majority of students
in both groups find it challenging and sometimes confusing to integrate the
study of CA within SA, the enthusiasm injected by developing communicative
skills in a colloquial variety acts as a driving force for the development of
language knowledge in both language varieties. I will discuss the differences
and similarities between the two groups in detail in the following chapter.
Chapter eight is the discussion and conclusion chapter of this thesis, in which I
provide a critical discussion of the data analysed in the three empirical chapters.

223

8 CHAPTER 8 – Conclusion
8.1 Introduction
This thesis offers several main theoretical contributions to the literature of
Arabic variation, TAFL, and second language acquisition. It contributes to the
field of TAFL and specifically to the acquisition of diglossic vocabulary and the
development of diglossic awareness. It elaborates on a theoretical framework
based on the view that variation is an integral feature of Arabic and on its
representation through the reference-packagings model outlined by Giolfo and
Sinatora (2011). The reference-packagings model interprets Arabic variation
diglossia as being the presence of two linguistic and metalinguistic models in
the mind of native speakers, and native speakers’ language attitudes and
linguistic proficiency as being the main catalysts for variation in language use.
This moves away from several theories criticised in chapter two, which see
speakers in a diglossic context as having no freedom in choosing which
language variety to use, and as passively abiding by superimposed boundaries.
My view in this thesis is that, on the contrary, language variety is determined by
speakers’ subjective choices, sociolinguistic and pragmatic factors, and their
command of language varieties.
Arabic is presented in this research as a multi-faceted language composed of
multiple language varieties, which fulfil distinct linguistic and metalinguistic
functions. Native-speakers switch between language varieties through codeswitching. Code-switching is interpreted here as being determined by numerous
linguistic, sociolinguistic and behavioural factors, as well as to be a function of
language pragmatics. Not only do Arabic varieties constantly alternate and mix
through code-switching and code-mixing, but also they are intrinsically
heterogeneous. However, as previously said, this thesis claims that the varieties
are not distinct units, but are part of a single linguistic and cultural unit which is
Arabic.
The application of this theoretical framework to the field of TAFL implies that, in
order to develop near-native language proficiency, students of AFL need to
224

learn at least two varieties of Arabic, SA and CA, and develop diglossic codeswitching skills and diglossic language awareness to switch between language
varieties. This is theoretically innovative, as it has not been experimented
systematically before.
The empirical research in this thesis was based on an experimental language
course that aimed at teaching CA using two different methods of FFI. I used the
first method to teach CA vocabulary forms through a consistent comparison with
their correspondent SA forms. The comparison was made through visual
examples, through matching and translation exercises that linked the two
varieties together, and through explicit explanations. I employed the second
method of FFI to teach CA vocabulary forms without any explicit reference to
their SA correspondents. Empirical findings from students of AFL enrolled in
three different universities completed the thesis. The empirical data represented
the development of diglossic vocabulary and diglossic language awareness; the
three universities involved in this study were the University of Exeter, Genoa
and Milan. This choice of cases contributes adequately to empirical findings.
Firstly, results from students of AFL with different mother tongues on their
development of diglossic vocabulary has never been studied jointly, despite the
benefit of comparing results based on students with different first languages.
Secondly, the development of diglossic vocabulary knowledge and of diglossic
language awareness, have also never been studied jointly. In fact, to my
knowledge, neither of the above has been empirically studied to date. Lastly,
this thesis also analysed the perceptions of students towards Arabic and its
variation in order to better understand how diglossic knowledge develops and
also the attitudes of the students towards variation in Arabic reality and learning.
This thesis set out to answer one main research question: does focus-on-form
instruction lead to diglossic vocabulary development more effectively, when (a)
it links forms in Standard and Colloquial Arabic, or when (b) it focuses only on
one variety? It also focused on three additional sub-questions. The first two subquestions aim at understanding if focus-on-form instruction is more effective in
promoting diglossic language awareness, and what impact it has on students’
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perceptions of Arabic variation, when it links forms in Standard and Colloquial
Arabic or when it focuses only on one variety. The last sub-question
investigates the extent to which the development of diglossic vocabulary
knowledge is a function of the method of focus-on-form instruction received.
The main focus of this thesis was to contribute to vocabulary-building theories,
particularly regarding what concerns the development of diglossic vocabulary.
The thesis was built under the premise that the dependent variables are the
three aspects of AFL acquisitions mentioned above: diglossic vocabulary
development; diglossic language awareness, and students’ perceptions and
attitudes towards language variation. Thus, the phenomenon studied has a
threefold nature. The independent variable is the creation of links and
comparisons between SA and CA forms, which is used only in the experimental
group.
Following the methodological chapter (chapter 4), in which I explained the
structure and process of employing a mixed-methods study and how the
theoretical framework is used to draw conclusions in relation to the system in
focus, I presented three empirical chapters. In these chapters I analysed the
quantitative and qualitative data collected in this research. Each chapter
focuses on one aspect of the focus of investigation of this thesis and analyses
the data that inform the answers to the research questions. Chapter five
reported data on diglossic vocabulary building, chapter six focused on language
awareness, and finally chapter seven explained the perceptions of the students
towards language variation. The discussion and conclusion chapter reviews the
contribution and findings of the above-mentioned chapters and it merges the
analysis of the data collected with the view to answering the last sub-question
and to shedding light on the impact that the two different methods of FFI used
had on the three aspects of AFL acquisition that are at the core of this research.
This chapter is divided into three sections. The first summarises the theoretical
standpoint of this research. The second discusses the analyses of all three
empirical chapters. The first part of this section reviews and discusses the
conclusions on diglossic vocabulary building; the second part focuses on
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diglossic language awareness; and finally, the third part addresses students’
perceptions of Arabic variation. The third section of this chapter presents the
limitations to these findings and discusses the generalisability of the research.
Limitations concerning the methodology and the empirical analysis framework
are the key focus. Finally, the part on generalisability proposes areas of
research for further study.

8.2 Position of the research towards TAFL

This thesis recognised that TAFL is mainly characterised by teaching
methodologies that favour the teaching of SA and only rarely integrate it with
the teaching of CA. I have reported in section 2.5 the reasons that have been
brought forward in the literature for not incorporating CA within SA. First, SA is
seen as a springboard for students to acquire any spoken dialect, and as a
basis of reference upon which to develop knowledge of CA. Second, SA is
claimed to be the variety used in formal and academic contexts, and it is
therefore considered appropriate to be taught to students of AFL at highereducation level. I have explained that this interpretation of Arabic, mainly based
on Ferguson’s dichotomic distinction of H and L, is not accurate and it does not
reflect the reality of Arabic. Arabic varieties are characterised by features that
make them sociolinguistically more appropriate for certain situations than
others, but native-speakers’ linguistic performances are nonetheless constantly
identified by code-switching, as we have seen previously. The position of this
research is thus that Arabic is not composed of two distinct varieties, but it is
characterised by variation and heterogeneity. This means that it is very rare to
find situations in which a pure variety, being it either SA or CA, is used. For this
reason, students of AFL need to be exposed to the nuances of Arabic language
varieties and learn how to code-switch between them. Finally, this thesis also
reports the position of numerous academic institutions that claim the need to
train students of intermediate and advance levels to express high levels of
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abstraction and therefore need to master the formal variety. I agree that the
more the students advance in their knowledge of Arabic the more that need to
master SA, but I do not believe that this is mutually exclusive with developing
knowledge of CA as well.
Although there are TAFL teaching methodologies that include the teaching of
CA and SA, or that start with CA and introduce SA at a later stage, these are
currently less widespread than the methodologies based on SA. This thesis
aims to contribute to the existing research in the field of Arabic Applied
Linguistics by exploring experimental methods to incorporate the teaching of
Colloquial Arabic vocabulary within a Standard Arabic-based programme. This
is carried out with the view to incorporating innovative approaches to teach CA
into mainstream practice. The experimental methods employed to teach CA in
this thesis, both based on focus-on-form approaches, were explained in detail in
section 4.3.
I have called in this thesis for the need to provide AFL students with the
necessary tools to efficiently communicate in real-life circumstances and
therefore to be able to master both language varieties. This position is
supported by the guidelines of the American Council on the Teaching of Foreign
Languages (ACTFL) (2012), which posit that proficiency in a foreign language is
the

ability

to

efficiently

communicate

sociolinguistically

in

real-life

circumstances, and the Common European Framework of Reference for
Languages (CEFR) (2001). The CEFR also focuses on using the language in
authentic situations. This has led to the description of language use as follows:
SA is used in reading and writing, whereas both CA and SA are used in
listening and speaking. The second group of skills is not duplicate in the two
language varieties, but it is used for different purposes: beginner’s level
students of AFL need to master speaking and listening in CA for ordinary
conversations, while advanced students need to be able to use SA for
delivering speeches or for formal interviews, and to adjust their CA to produce a
form that is suitable for semi-formal conversations.
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On these premises, my position towards proficiency sees it as the knowledge of
language varieties and the ability to use them in the language skills that
differentiate their use. Moreover, I interpret proficiency as the ability to codeswitch between language varieties. As seen previously, the switch is a response
to different sociolinguistic, pragmatics, metalinguistic and linguistic factors. On
the basis of this conceptualisation of proficiency, I have delineated the focus of
this research as (i) the development of diglossic vocabulary and diglossic codeswitching skills; (ii) the development of diglossic language awareness; and (iii)
lastly students’ attitudes and motivations towards Arabic variation developed
while focussing on building diglossic vocabulary. I discuss the analysis of the
data of the threefold focus of investigation in the following section.

8.3 Main findings and contribution
8.3.1

Diglossic vocabulary development

The data collected on diglossic vocabulary development show that there is no
statistical difference between the results of the control and the experimental
groups. Thus, it is not possible to determine whether the differences in the
performance of the two groups are due to the differences in the language
instruction

that

they

received

in

the

experimental

language

course.

Nonetheless, as I highlighted in the data analysis chapter, the scores of both
groups tend to follow stable patterns that offer a deeper insight into the
development of diglossic vocabulary. The analysis of the results of the language
tests for the three participant universities shows that all the experimental groups
outperformed the control groups both in the post-test and in the delayed posttest. At the University of Milan, the experimental group scored more
homogenous results than the control group, and its results are more likely to
remain close to the average in the long-term. However, in the long term, the
overall performance of the experimental group lowers more significantly than
the performance of the control group. At the University of Genoa, on the other
hand, the control group becomes increasingly more homogeneous over time,
and the overall average language score of the experimental group lowered
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significantly in the long term. The findings at the University of Exeter confirmed
those of the University of Genoa in that the standard deviation and the
coefficient of variation of the control group are increasingly more homogenous
over time and the likelihood of internal dispersion of values decreases steadily.
On the other hand, the experimental group showed an unstable level of internal
dispersion, and the likelihood of it affecting the language scores of the students
increased steadily across the three language tests.
These results show that, although the experimental groups outperformed the
control groups in the language tests, their results are less stable in the longterm and they fall at a faster pace than the results of the control group.
Moreover, the results of the experimental groups are more heterogeneous than
those of the control group. My assumption is that the experimental groups
outperformed the control groups as a consequence of the FFI method of CA
instruction they were exposed to in the language course. This method trained
them to switch between SA and CA and to constantly compare the forms of the
two varieties. As explained in section 5.3, the language tests were composed of
exercises on CA vocabulary retention and code-switching. The latter exercises
were introduced in the attempt to recreated real-life use of Arabic. The students
that had been exposed to code-switching during the language course performed
better in the tests. The findings show that having knowledge of SA and CA as
two independent varieties, as is the case of the control group, does not provide
the skills to perform code-switching as proficiently as the knowledge of how to
code-switch between the two varieties and it also does not reinforce CA
vocabulary retention. On the other hand, when FFI links Standard and
Colloquial Arabic forms, it facilitates the ability to code switch and to retain
newly learned CA vocabulary. We have seen in chapter seven that a great
number of students from the control group autonomously compared CA
vocabulary forms with their correspondents in SA. However, the results of the
language tests were not equivalent to those of the experimental group. This
could be caused by two factors: on the one hand, not all the students of the
control group trained themselves to create links between Standard and
Colloquial Arabic forms, whereas all the students of the experimental groups
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were explicitly trained to do so. Thus, there exists a disproportion among the
number of students within the two groups that were exposed to diglossic codeswitching and this disproportion affected the results of the language tests. On
the other, it could be argued that self-training in creating links between
language varieties is not as effective as receiving explicit diglossic codeswitching instruction. Further research is needed to inform these results and
better understand the behaviour of the figures collected.
These are crucial findings in that they contradict the approach to teaching
Arabic that claims that knowledge of SA is sufficient to learn CA since it acts as
springboard to CA, and dismisses the need for CA instruction.
However, as we have seen earlier, the results of the experimental groups are
more heterogeneous and less stable in the long-term, and decrease at a faster
pace than the results of the control group. I suggest an interpretation of these
results as follows. First, the fact that the results of the experimental groups are
more heterogeneous than those of the control groups is likely to mean that the
students of the former group respond in a more internally uneven manner than
that of the students of the control group. Chapter seven has shown that the
method of FFI employed in the experimental group can be perceived by the
student as extremely useful and enjoyable, but it can also be seen as
cognitively demanding and overwhelming. This could in turn mean that the
method of FFI used with the experimental group can have either exceptionally
positive results for students that benefit from a high-level of cognitive
engagement, it also triggers affirmative reactions in those students, but it is also
likely to have negative results for the students that do not benefit from a highly
cognitive-based instruction. In addition to this, the analysis of the subgroups
show that this dichotomy is particularly strong among high-average and lowaverage proficiency subgroups.
The impact of the experimental FFI is positive and steady for the high-average
subgroup both with regard with results on diglossic vocabulary development
and with internal variation. As per the low-average proficiency subgroup,
although the experimental group showed higher scores than the control group in
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the language test (probably due to the element of code-switching training as we
have seen above), its results were more heterogeneous than those of the
control group and less stable. This is likely to be caused by the fact that
students in the experimental group draw on their background knowledge of SA,
which implies a challenge for students who do not have a solid knowledge of
SA. Moreover, as we have seen in chapter seven, most students do not feel
comfortable in speaking in Arabic because they do not practice speaking in their
SA lessons, and this adds a second challenge for the low-average proficiency
subgroup.
In the long-term, the results of the students with high-proficiency levels and
those students who respond positively to the instruction, remain steadily
positive, but the results of the students that do not benefit from the instruction,
or that are included in the low-proficiency subgroups, drop considerably.
It is interesting to note that not all experimental subgroups outperformed the
control subgroups. Two experimental subgroups out of three (low-average and
high-average proficiency subgroups) performed better than the correspondent
control subgroups in all universities. As the majority of the experimental
subgroups outperformed the control groups, the overall results of the
experimental groups were higher than those of the control groups. The results
of the average subgroup, instead, do not show a significant difference between
the two groups. The results between the two groups are not identical but they
are very close and can be considered almost equivalent. This means that the
instruction received does not influence the performance of the average
proficiency subgroups.

8.3.2

Diglossic language awareness

The second part of the threefold focus of investigation of this thesis was
diglossic language awareness. This research set out to answer the question of
whether the form of FFI instruction used in the experimental group is more
effective for the development of language awareness than that used in the
control group. My assumption before collecting the data was that the
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experimental form of instruction would raise language awareness more
effectively than the other form of FFI. This assumption was based on the fact
that the experimental group explicitly trains the participants to be cognitively
engaged in diglossic code-switching and therefore creates an environment in
which the students are aware of the reasons and modalities in which diglossic
code-switching takes place. However, I was also conscious that the
experimental instruction could be highly cognitively demanding for students and
that the constant references that it creates between SA and CA vocabulary
forms could create confusion and be counterproductive to the development of
language awareness. This thesis therefore did not have a defined assumption in
favour of one of the two methods of instructions, and I answered the research
question by means of the data analysis provided in chapter six.
The data collected on diglossic language awareness confirmed the results
obtained for diglossic vocabulary development in that there is no statistical
difference between the results of the control and the experimental groups. It is
therefore not possible to determine statistically whether the differences between
the two groups are a consequence of the language instruction that the two
groups received in the experimental language course. However, the results of
both groups tend to follow stable patterns that provided an insight into diglossic
language awareness raising. The data analysed in chapter six showed that the
experimental groups scored higher results than the control group, when the two
groups were analysed as two units without distinguishing the subgroups on the
basis of the participants’ actual proficiency levels in SA at the beginning of the
course. This was also the case for diglossic vocabulary development and, in my
opinion, this happened for the same reason: the experimental group is more
trained in code-switching. As a consequence, it is more aware of it and its
overall performance is better than that of the control group. Although lower than
those of the experimental group, the results of the control group are more
homogeneously spread around the average. Those of the experimental group,
on the contrary, are significantly heterogeneous in nature and the scores are
either significantly higher or lower than the average of the group. This reflects
the impact that the method of FFI used with the experimental group had on the
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students: it was received extremely positively by some of the participants, who
performed very well and significantly above the average in the language tests,
but it also had a more negative impact on students who in turn performed
significantly below the average. In the control group, instead, the method of FFI
had a more uniform and consistent impact. In the long term, the dichotomy of
results and attitudes of the participants is reflected in the results of the group
being less stable and lowering at a faster pace than those of the control group.
It is worth noting that, as per the development of diglossic vocabulary, the
average proficiency subgroups do not show substantial differences between
their results and are considered in this thesis almost identical.
The impact of the instruction on the participants’ development of language
awareness is reflected in the answers on language awareness collected orally
through retrospective think-aloud protocols and answers collected through the
post-test questionnaires. The students of the experimental group that
responded positively to the instruction received reported to be able to link the
forms of the two varieties but maintain them separate in their minds (as native
speakers do). For example, MICASA7 stated: “What I found fascinating is that,
thanks to the comparison and exercises to switch between the two varieties, I
now feel that switching it is becoming a natural language practice: it is natural to
use greetings in Colloquial Arabic, read in Standard Arabic and tell something
about my day in Colloquial Arabic” (MICASA7, 2014). Similarly, EXCASA1
reported: “I do get confused between the two because with time and practice I
associate one variety with informal speaking and listening, and the other with
formal speaking and listening, while reading and writing remain in Standard
Arabic. These lessons have helped me to start definitely differentiating between
the two varieties in a very clear and natural way” (EXCASA1, 2015). The same
students also responded positively to the questions of the post-test
questionnaire on their experience of mixing the two language varieties. They
described the constant comparison between SA and CA as being useful in
keeping the two varieties clearly distinct without being burdensome or
confusing.
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The students of the experimental group who responded less positively to the
instruction received described the instruction and the course as difficult, albeit
useful. They shared a sense of frustration due to the impractical duplication of
efforts required to study the same vocabulary and forms twice, and due to a
perceived burden of being exposed to lessons in SA and CA heavily
characterised by explanations of rules and attention to forms. Various answers
to the post-test questionnaire reported puzzlement on the part of the students
over learning vocabulary in SA related to familiar and informal topics, such as
greetings, that is in fact only used in CA. The answers of these students on
language awareness show a significant difference between the post-test and
the delayed post-test. Although the students show awareness of diglossic
switching in the post-test, they do not retain substantial awareness over time.
The results of the control groups are lower but more homogeneous that those of
the experimental group. Lower results are likely to be a consequence of lack of
training in code-switching, as we have previously seen. However, the form of
instruction received triggered a more uniform response from the students. This
helped them in maintaining their scores consistently more stable in the long
term, in comparison with the experimental group. The students showed in their
retrospective think-aloud protocols a lack of fully developed awareness of their
ability to perform code-switching, and they seemed to overlook inaccuracies in
their code-switching performances. However, we have seen in chapter seven
than most students of the control group autonomously created links between
CA vocabulary forms learned in the experimental language course and their
correspondent forms in SA. Since the students of the control group maintained
their scores more stable than the experimental group, it is reasonable to
assume that they benefit in the long term from the freedom to create a
comparison between the two varieties autonomously, without any explicit
instruction in the classroom. Students of the control croup seem to agree that
instruction in CA provides them with the “necessary amount of fun that learning
a language needs, and that was not a part of Standard Arabic lessons” (EXCA7,
2015). In the word of students GECA4, “I feel that Colloquial Arabic has
improved my performance in speaking and has motivated me to speak more
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Arabic. What I enjoy is also that Colloquial Arabic compensates for the hard
parts of Standard Arabic. Grammar for example is extremely complicated and
hard to learn. Learning Colloquial Arabic has showed me that speaking doesn’t
necessarily have to be precise and it revived my interest in Standard Arabic. In
fact, I feel that my Standard Arabic has improved because I am interested in the
links between this and Colloquial Arabic.”
I now proceed to discuss the information analysed in the last empirical chapter,
on students’ perception towards Arabic variation.

8.3.3

Students’ perceptions of variation

The third, and last, empirical chapter focussed on the impact that the methods
of FFI employed in this research have on the students’ perceptions of Arabic
variation. I also assessed their evaluation of the effectiveness of the instruction
received, and I gathered in-depth information on their experience of studying
CA and SA simultaneously. I compared this information with information that I
collected before the beginning of the experimental language course on
students’ attitudes and motivations towards SA and its study as a foreign
language. Students also explain effective learning strategies that they
implement to remember vocabulary; the teaching methodologies they were
exposed to in their SA lessons; their assessment of Arabic complexity; and the
challenges entailed by the development of Arabic language skills. The
comparison between the data collected before and after the language course
allowed me to better understand the impact that the methods of instruction used
in this research had on how the perceptions of the students towards Arabic
developed, as well as on their views and motivations towards Arabic language
and learning.
This chapter has shown that the students are aware of the need to master both
CA and SA to perform in real-life situations and they expressed a sense of
frustration caused by not receiving instruction in both varieties. An interesting
aspect that emerged from the chapter analysis was that the majority of the
participants identified grammar and speaking as the two most challenging and
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complicated language skills to develop. Students often identified their lack of
speaking practice as one of the main factors that prevented them from feeling
comfortable with speaking Arabic. They also attributed their lack of ability to
speak to having to pay attention to complicated grammar rules. In my opinion,
this is likely to be a consequence of receiving teacher-centred SA lessons that
place great emphasis on grammar and have little active engagement. This
study showed that, in contrast, students gained motivation and enthusiasm by
receiving CA instruction. In student GECA5’ words, “I didn’t encounter big
challenges during the course. I did confuse the vocabulary between the two
varieties every now and then, and I struggled at times, but studying Colloquial
Arabic is so motivating and useful that it motivated me not to give up and carry
on studying.” (GECA5, 2014). Student MICASA2 added: “I found it extremely
useful and I think it should be introduced from the beginning of the first year.”
(MICASA2, 2014).
Students also share positive attitudes towards studying CA and SA
simultaneously. The majority of the participants stated that their acquired
knowledge of CA had helped them in consolidating their previous knowledge of
SA and also improved their language performances in SA, because developing
knowledge in CA had triggered their self-confidence. There were two main
differences between the experimental and control groups towards the method of
instruction received. The control group showed a general agreement that the
experience was positive and useful and many students reported having
constantly compared CA learned in class with the corresponding SA
vocabulary. The answers collected from the experimental groups, in contrast,
had a dichotomous nature and were less homogeneous than the control groups:
some students found the course useful and enjoyable, albeit confusing, while
other students found it too rule-based and demanding. As the results of
experimental groups were higher than those of the control groups, I believe that
the experimental FFI method has proven to prepare the students more
efficiently for using Arabic in real-life language situations. However, this
instructional method needs to be structured and developed with the goal of
including plenty of communicative activities, role-plays, vocabulary games, etc.
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in order to offer a differentiated programme that does not place its focus solely
on cognitive engagement.

8.4 Limitations

I have sought to gather the data for this thesis in an objective and ethical
manner. The research design, theoretical and conceptual frameworks and
operationalisation of variables were developed based on the literature of Arabic
variation, second language acquisition and TAFL. However, a research project
measuring

diglossic

vocabulary

building

and

language

awareness

simultaneously has never been carried out before, to the best of my knowledge.
For this reason, several challenges and limitations have been present all
through the process, from decisions regarding the research design to the data
gathering and empirical analysis.
The main theoretical limitation was the absence of internationally agreed-upon
guidelines to measure learning outcomes for diglossic vocabulary building. I
developed the learning outcome standards used in this thesis by applying
Bloom’s taxonomy of educational objective as explained in chapter 4. Although I
carried out this application in a very thorough and informed manner, Bloom’s
taxonomy was not developed specifically to measure diglossia, and mine is
therefore an attempt at a useful adaptation.
Another limitation is that the absence of guidelines to be followed to measure
the main focus of research of this thesis meant that I decided how to define,
collect, measure and assess the learning outcomes of the students. An
additional limitation is the size of participant cohort. In order to avoid bias in
data collection, I selected participants that had never been exposed to CA. This
had an impact on the number of students that could participate in the research,
and therefore decreased the size of the cohort. For example, second-generation
students and students enrolled in the second year who had spent a period
abroad during summer in an Arab country could not participate. As I highlighted
in empirical chapters 5 and 6, the reduced size of participant cohort of the
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research implied that the quantitative analysis of the data was not always
possible.
Finally, it is possible that the influence of other, unaccounted-for variables was
at play during the fieldwork. This is the case, for example, when looking at the
amount of self-study that each student carried out during the course and prior to
the language tests. To avoid overwhelming the students with homework during
their already busy academic terms, I did not ask them to study and prepare
themselves for the language tests. I also decided not to measure self-study as a
variable because this study focusses on another variable, which is the
proficiency level of the students in SA. However, some of the students might in
any case have studied or revised in preparation for the tests, and this could
have had an impact on their results
To compensate for this sort of limitations, a systematic approach to analysing
the data was taken and explained in detail in the methodological section. It is
nonetheless not impossible, that other interpretations could add explanatory
value to changes and continuities.
8.5 Conclusion

This thesis outlined several views on Arabic variation and elaborated a
theoretical framework to observe the development of diglossic vocabulary
knowledge; of diglossic language awareness; and of students’ perceptions and
attitudes towards variation in Arabic language and learning. The theoretical
framework was built on two concepts at the core of this research. The first core
concept was that Arabic reality is characterised by variation. With regard to
language use, this means that Arabic varieties are intrinsically heterogeneous
and

are

characterised

by

diglossic

variation.

As

for

the

theoretical

representation of the language in the mind of native speakers, the varieties of
Arabic are well-defined and complementary and their alternation is subject to
individual choices of the speakers. These choices are influenced by linguistic,
sociolinguistic and pragmatic factors, but they ultimately depend on the
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speakers. The central role of the speaker in determining and triggering
language variation was the second core concept that supported the theoretical
framework of this thesis. This conceptualisation of Arabic variation and of the
crucial role of the speakers in determining diglossic code-switching has a
decisive impact on TAFL, in that it requires us to define proficiency in Arabic in
light of diglossic variation. Proficiency is therefore understood in the theoretical
framework of this thesis as the ability to master SA and at least one variety of
CA, and to code-switch accurately and efficiently between them through
diglossic code-switching.
The conceptualisation of proficiency offered by the theoretical framework of this
thesis required delineating language skills and expected language outcomes for
students of AFL against which I could measure the development of diglossic
language skills. I identified the language skills to be measured as follows: CA
vocabulary retention of vocabulary items already known in SA; development of
diglossic code-switching skills; and presence of diglossic language awareness.
With regard to learning outcomes I developed original suggestions on the basis
of Bloom’s taxonomy of educational objectives and Leow’s (1997) levels of
language awareness. The learning outcomes for the first two skills, i.e. CA
vocabulary retention of vocabulary items already known in SA and development
of diglossic code-switching skills, were developed using Bloom’s taxonomy
because of its versatility and adaptability to different learning and cognitive
environments. Leow’s levels of presence of diglossic language awareness were
instead applied without amendments.
The focus of the suggested expected learning outcomes was on beginner-level
Arabic students in higher-education. The level of the students was chosen to
meet one of the objectives of this research. The objective was to experimentally
analyse two methods of FFI to teach CA within widespread Arabic academic
programmes. Since widespread and common academic syllabi focus on
teaching SA, this research was placed within SA-based Arabic programmes.
Within these academic programmes, beginner-level students are rarely exposed
to any variety of CA, whereas students at higher levels are likely to have been
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exposed to CA at least once. The two experimental methods of FFI were based
on the traditional approach to isolated FFI as outlined by Ellis (2001), but they
were originally modified in this thesis to focus on diglossic forms.
The discussion in this chapter helped to answer the last research question: to
what extent is the development of diglossic vocabulary knowledge a function of
the method of focus-on-form instruction received? The answer in my opinion is
that it is greatly influenced by the instruction received. The quantitative analysis
of data on diglossic vocabulary development showed that when FFI links
Standard and Colloquial Arabic forms, it is more effective in developing
diglossic vocabulary knowledge and language awareness than when it does not
link the two varieties. However, the results of the experimental groups lower
more rapidly than those of the control group and the results of the groups are
more heterogeneous. We have also seen that, although only the students of the
experimental groups were explicitly exposed to a constant comparison between
varieties, most of the students of the control groups autonomously created links
between the two varieties. However, the results showed that the students of the
experimental groups perform code-switching more effectively than the control
group, and that the experimental method of FFI reinforces vocabulary retention
of newly-learned CA vocabulary items. It could therefore be argued that selftraining is not sufficient to develop the necessary skills to perform codeswitching effectively. Finally, it is worth highlighting that the two methods of
instructions were received slightly differently by the students. On one side,
students of both groups enthusiastically welcomed the language course and CA
instruction. On the other, the response of the control group was homogenous
while that of the experimental group was less consistent. In this case the
students showed two distinct attitudes in which they either enjoyed it greatly or
they felt overwhelmed and confused.
In my opinion, these findings suggest that a method of TAFL based on the
combination of the two forms of instruction would be beneficial for Arabic
language students. For example, the instruction in the classroom could focus
prevalently on the forms of CA and on communicative exercises, while
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consolidation exercises, intended to be carried out at home and checked in
class, could instead be based on the comparison between the two varieties.
Moreover, the exercises could be developed in a way that makes the correction
in class communicative, interactive and enjoyable. The findings also seem to
suggest that CA instruction should be introduced at an earlier stage in the
Arabic programme. This would allow the students to have more opportunities to
practise their speaking skills, and it would allow for greater opportunities for
linkage between the two varieties and a more consistent approach in general.
To conclude, several suggestions for subsequent research would be especially
useful, to further develop research in this area. Firstly, additional research
would be needed to test the framework developed in other cases. Second, this
thesis used non-parametric quantitative analysis. It would be fascinating to test
the variables on a greater scale and analyse large-n data. This would provide
greater potential to draw inferences between variables and analyse these
frameworks from a different perspective. This would be particularly interesting
for diglossic language skills, as no such study has yet been done on a large
scale. However, due to the constraints of sample sizes in education research, it
is likely that joint research is needed to conduct such large-scale quantitative
research on diglossic language skills. Furthermore, this thesis has focused on
students that had received between 100 and 150 hours of SA instruction before
the beginning of the language course. It would be interesting also to analyse the
impact of the two methods of FFI on students that have received less instruction
in SA, in order to evaluate the role that it plays in determining students’ results
and motivations towards Arabic variation.
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Appendices
I)

Questionnaires
APPENDIX A Questionnaire administered before language test

1) Name and Surname:
2) Age:
3) E-mail address:
4) Nationality:
5) Mother tongue:
6) Where will you spend your year abroad?
7) Why did you choose that destination?
8) Why do you study Arabic?
9) Have you ever studied any Spoken Arabic? If yes, which variety and for how
long?
10) What do you think is the hardest aspect of Arabic?
11) Rate the following language skills according to their difficulty level
(1= EASY; 2= RELATIVELY EASY; 3= FAIR; 4= CHALLENGING;
QUITE HARD, 6= ALMOST IMPOSSIBLE)
Listening Comprehension:
Speaking:
Pronunciation:
Reading Comprehension:

243

5=

Writing:
Grammar:
Remember Written Word Forms:
Remember Vocabulary:
12) What are, in your opinion, the most exciting and/or discouraging aspects of
studying Arabic? List them and explain.
13) Describe the Arabic teaching methodology/methodologies you have been
exposed so far.
14) Which strategy do you use to remember Arabic vocabulary?
15) Which of the above listed strategies do you find effective? Why?
16) Do you listen to Arab music? If yes, what is your favourite? If not, why?
17) Do you watch Arab movies? What do you like/dislike about them?
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APPENDIX B Questionnaire administered after language test

1) What are the elements of this experimental course that you have enjoyed?
2) Please describe any negative aspects of this course and the challenges you
have faced.
3) Please describe the impact that this experimental course had on your
previous knowledge of Standard Arabic (both receptive and productive
knowledge).
4) If you could make any changes to this course, what would you change?
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II)

Language Material for Experimental Group
APPENDIX C Experimental Group - Lesson 1

ﺌِﻠﺔ ﻤﻔﻴﺩﺓ%ل ﻭﺃَﺴ9ﻤFﺠ

ﺕ% ﻤﺎ ﻓ&ﻬﹺﻤ،ﻔﻭﺍﹰ9ﻋ

ﺴﺅَﺍل

ﻋ&ﻨﹾﺩﻱ
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ﺸﻭ ﻴ9ﻌ%ﻨﻲ...؟

ﻋ9ﻔﻭﺍﹰ،ﻴﻤ%ﻜﻥ ﺘﹾﻌﻴﺩ/ﺘﹾﻌﻴﺩﻱ؟
ﻜﻴﻑ ﺒﹺﺘﹾﻘﻭل ...ﺒﺎﻟﻌﺎﻤaﻴﺔ؟

ﻜﻴﻑ ﺒﹺﺘﹾﻘﻭﻟﻲ ...ﺒﺎﻟﻌﺎﻤaﻴﺔ؟
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ﺘﺤﻴﺎﺕ
Ex. 1 – Match the following images with the correct greetings

ﺼﺒﺎﺡ ﺍﻟﺨﻴﺭ
ﻤﺴﺎﺀ ﺍﻟﺨﻴﺭ
ﻤ9ﻊ ﺍﻟﺴbﻼﻤﺔ
ﺃﻫ%ﻼ ﻭﺴﻬﻼ

ﺍﻟﺴbﻼﻡ ﻋﻠﻴﻜﻡ

ﺘﺸﹶﺭbﻓﹾﻨﺎ!
9ﻤ %ﺭﺤ9ﺒﺎ!
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Ex. 2 – Write the correct response to the previous greetings.

_____________________

_____________________

_____________________

ﻤﺭﺤﺒﺘﻴﻥ

_____________________

_____________________

ﺃﻫﻠﻴﻥ

_____________________

_____________________

_____________________

_____________________

_____________________
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APPENDIX D Experimental Group - Lesson 2

ﻤﻌﻠﻭﻤﺎﺕ ﻋﻨﱠﻙ/ﻋﻨﱢﻙ
ﺸﻭ ﺍ&ﺴ%ﻤِ9ﻙ؟

ﻤﺎ ﺍ&ﺴ%ﻤFﻙِ9؟

ﻤﻥ ﻭﻴﻥ ﺍﻨﺕ&َ؟

ﻤ&ﻥ ﺃﻴﻥ9

ﻤ&ﻥ ﺃَﻱ

ﻤ&ﻥ ﺃﻱ ﻤﺩﻴﻨﺔ؟

ﻤﺩﻴﻨﺔ؟

ﺃﻨﹾﺕﹶِ؟
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ﹶﺘﻤ%ﺭﻴﻥ -١

ﻤﻥ ﻭﻴﻥ ﺃﻨﺕ&َ
Ex. 1 – Work in pairs and get to know your classmates
Student B

Student A

ﺠﺎﻴﻥ

ﺴ 9ﻤِﻙ؟
ﺸﻭ ﺍ %

ﺍﻟﻤﻤﻠﻜﺔ ﺍﻟﻤﺘﺤﺩﺓ

ﻤﻥ ﻭﻴﻥ ﺃﻨﺕ&َ؟

ﻤﺩﻴﻨﺔ ﻟﻨﺩﻥ

ﻤ&ﻥ ﺃﻱ ﻤﺩﻴﻨﺔ؟
Identities for Students B

ﻜﻭﺭﻴﻥ

ﻤﺤﻤﺩ

ﻜﺎﻨﺎﺩﺍ

ﻗﻁﺭ

ﻤﺩﻴﻨﺔ ﻓﺎﻨﻜﻭﻓﺭ

ﻤﺩﻴﻨﺔ ﺍﻟﺩﻭﺤﺔ
ﺴﺎﺭﺓ

ﺘﻭﻓﻴﻕ

ﺃﺴﺘﺭﺍﻟﻴﺔ

ﺍﻟ 9ﻤﻐﹾﺭﺏ

ﻤﺩﻴﻨﺔ ﺴﻴﺩﻨﻲ

ﻤﺩﻴﻨﺔ ﻓﺎﺱ
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ﺗَ ْﻤﺮﯾﻦ -٢
Read the following words. Guess the meaning of new terms

ﻓﺼﺤﻰ with the correct terms inﻋﺎﻤﻴﺔ

then match the words in

ﺒﻴﻥ ،ﺒﻴﺕ ،ﻋﻴﻥ ،ﻤﻴﻥ ،ﻴﻭﻡ ،ﻫﻭﻥ،
ﻟﻴﺵ ،ﻟﻭﻥ ،ﺼﻭﺕ ،ﻫﻴﻙ ،ﻓﻭﻕ
ﻋﺎﻤﻴﺔ

ﻓﺼﺤﻰ

ﻟﻤﺎﺫﺍ ________ﻤﻴﻥ
ﻤ9ﻥ_________ﻫﻭﻥ
ﻫﻜﺫﺍ___ _____ﻟﻴﺵ
ﻫﻨﺎ____ ____ﻫﻴﻙ

ل+ﻤﺎﺫﺍ
= ل+ﺍﻴﺵ
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Diphthongs in Standard Arabic are special category of vowels: they are
monosyllabic sounds that begin with one short vowel and glide into a long vowel
that has a different sound (ex.

ﻭﻡ9 ﻴ،) ﺨﹶﻴﺭ. A common example in English is the

sound at the end of the word “toy”. Diphthongs in Spoken Arabic tend to
eliminate the short vowel and the sound of the long vowel prevails

(ex

ﻟﻭﻥ،)ﻴﻭﻡ

!ﺍﻟﺒﻴﺕ ﺒﻴﺘﻙ
Listen and repeat the numbers in

ﻋﺎﻤﻴﺔ

from 1 to 10.

- ٣ ﺗَ ْﻤﺮﯾﻦ

Which differences can you hear from the same numbers in

١ ﻭﺍﺤ&ﺩ
٢ ﺍﺜﹾﻨﺎﻥﹺ
٣ ﺜﹶﻼﺜﺔ
٤ ﻌﺔ9ﺃَﺭﺒ
٥ ﺴﺔ%ﺨﻤ
ﹶ
٦ ﺴﺘﹼﺔ
&
٧ ﻌﺔ%ﺴﺒ
9
253

?ﻓﺼﺤﻰ

٨ ﺜﹶﻤﺎﻨ&ﻴﺔ
٩ ﻌﺔ%&ﺘﺴ
١٠ ﺸﹶﺭﺓ9ﻋ
___________________________________________________________

ﻓﺼﺤﻰ ≠ ﻋﺎﻤﻴﺔ
• ثÞت
•  ﺘﹾﻤﺎﻨﺔ,  ﺘﹾﻼﺘﺔ:
(long vowel - consonant - ْ_consonant )

- ٤ ﺗَ ْﻤﺮﯾﻦ
Work in pairs with three different classmates. Ask them their phone number and
write it below here

ﺸﻭ ﺭﻗﻡ ﺘ&ﻠ&ﻔﻭﻨ&َﻙ؟
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ﺗَ ْﻤﺮﯾﻦ - ٥

in the

from 11 to 19.

ﻋﺎﻤﻴﺔ

Listen and repeat the numbers in

١١

ﺃَﺤ9ﺩ 9ﻋ9ﺸﹶﺭ9

ﺤﺩ9ﻋﺵ
ﺍﻴﺩﻋﺵ/ﺍ %

١٢

ﺍﺜﹾﻨﺎ ﻋ9ﺸﹶﺭ9

ﹾﺘ ﹶﻨﻌ%ﺵ

١٣

ﺜﹶﻼﺜﺔﹶ ﻋ9ﺸﹶﺭ9

ﺘﹾﻠﹶﻁﹶﻌ%ﺵ

١٤

َﺃ %ﺭﺒ9ﻌﺔ ﻋ9ﺸﹶﺭ9

ﺃﺭ%ﺒ9ﻌ%ﻁﹶﻌ%ﺵ

١٥

ﺨﻤ%ﺴﺔ ﻋ9ﺸﹶﺭ9
ﹶ

ﺨﹶﻤ%ﺴ%ﻁﹶﻌ%ﺵ

١٦

ﺴﺘﹼﺔ ﻋ9ﺸﹶﺭ9
&

ﺴ&ﺘﱠﻌ%ﺵ

١٧

ﺴﺒ%ﻌﺔ ﻋ9ﺸﹶﺭ9
9

ﺴ9ﺒ9ﻌ%ﻁﹶﺵ

١٨

ﺜﹶﻤﺎﻨ&ﻴﺔﹶ ﻋ9ﺸﹶﺭ9

ﺘﹾﻤ9ﻨﹾﻁﹶﻌ%ﺵ

١٩

ﺘ&ﺴ%ﻌﺔﹶ ﻋ9ﺸﹶﺭ9

ﺘ&ﺴ%ﻌ9ﻁﹶﻌ%ﺵ

ﻓﺼﺤﻰ

and

ﻋﺎﻤﻴﺔ

Can you spo three main differences between

?numbers above

______________ •
______________ •
______________ •
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- ٦ ﺗَ ْﻤﺮﯾﻦ
Work in pairs. Listen to the numbers in mathematical sequence that your
classmate reads out loud and add three numbers that follow the same
sequence.
Ex.
§
§

١-٣-٥…
٧-٩-١١

١) ١٦،١٢…
٢)

١) ١،٢،٣…
٢)

١) ٢،٤،٦…
٢)

١) ١٨ ،١٥ ١٢… ١) ٣،٦،٩…
٢)
٢)
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١) ١٩،١٨،١٧…
٢)

APPENDIX E Experimental Group - Lesson 3

- ١ ﺗَ ْﻤﺮي

Work in pairs. Ask your classmate the information below

:ﺍﻻﺴﻡ
:ﺍﻟﺠﻨﺴﻴﺔ
:ﺍﻟﻌﻤﺭ
:ﺒﻠﺩ

Listen and repeat the numbers in

ﻋﺎﻤﻴﺔ

from 20 to 30.

- ٢ ﺗَ ْﻤﺮﯾﻦ

ِﻙ؟9ﺭ%ﻤFﻗﺩ…ﻴﺵ ﻋ
١٩ / ٢١ﺭﻱ%ﻤFِﻙ؟ ﻋ9ﺭ%ﻤFﻗﺩﻴﺵ ﻋ
(synonym of)ﺸﻭ

 ﺍﻴﺵ+(to exist) ﺍﻴﺵ = ﻗﹶﺩ+ ﻗﺩ…ﻴﺵ= ﻗﹶﺩ

!

ِﻙ؟9ﺍﻤﺘﻰ ﻋﻴﺩ ﻤﻴﻼﺩ
٣  ﺸﻬﺭ٧ ...ِﻙ؟ ﻋﻴﺩ ﻤﻴﻼﺩﻱ ﺏ9ﺍﻤﺘﻰ ﻋﻴﺩ ﻤﻴﻼﺩ
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MONTHS : There are two options you can use

ﺸﻬﺭ ١

ﻛﺎﻧﻮن اﻟﺜﺎﻧﻲ

ﺸﻬﺭ ٧

ﺗﻤﻮز

ﺸﻬﺭ ٢

ﺷﺒﺎط

ﺸﻬﺭ ٨

آب

ﺸﻬﺭ ٣

آذار

ﺸﻬﺭ ٩

أﯾﻠﻮل

ﺸﻬﺭ ٤

ﻧﯿﺴﺎن

ﺸﻬﺭ ١٠

ﺸﻬﺭ ٥

أﯾﺎر

ﺸﻬﺭ ١١

ﺗﺸﺮﯾﻦ
اﻷول
ﺗﺸﺮﯾﻦ
اﻟﺜﺎﻧﻲ

ﺸﻬﺭ ٦

ﺣﺰﯾﺮان

ﺸﻬﺭ  ١٢ﻛﺎﻧﻮن اﻷول

ﺗَ ْﻤﺮﯾﻦ - ٣

Ask your classmate information about themselves and introduce them to the
rest of the class

ﺍﺴﻤﻪ ـــــ  /ﺍﺴﻤﻬﺎـــــ

ﻋﻤﺭﻩ ـــــ /ﻋﻤﺭﻫﺎـــــ

ﻋﻴﺩ ﻤﻴﻼﺩﻩ ﺏ ـــــــ /ﻋﻴﺩ ﻤﻴﻼﺩﻫﺎ ﺏ ـــــــ
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ﺗَ ْﻤﺮﯾﻦ - ٤

Fill in the table with the missing question words.

ﻓﺼﺤﻰ

ﻋﺎﻤﻴﺔ
______________

ﻤﺎ/ﻤﺎﺫﺍ

______________

ﻤ&ﻥ

______________

ﺃَﻴﻥ9

______________

ﻜﹶﻴﻑﹶ

______________

ﻤ9ﺘﻰ

______________

ﻤ9ﻥ

______________

ﻟِﻤﺎﺫﺍ

______________

ﻜﹶﻡ

______________

ﺒﻜﹶَﻡ

______________
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APPENDIX F Experimental Group - Lesson 4

ﺗَ ْﻤﺮﯾﻦ  - ١ﺍﻟﺤ9ﻴﺎﺓ ﺍﻟﻴﻭﻤﻴﺔ
ﺃﻨﺎ ﺒﹺﺎﻟﹾﻌ9ﺎﺩﺓ ﺒ9ﻌ%ﺩ ﺍﻟﺠ9ﺎﻤ%ﻌ9ﺔ ﺒﺭ%ﺠ9ﻊ ،ﺒﺩ%ﺭFﺱ ،ﺒ9ﻌ%ﺩﻴﻥ ﺒﻁﹾﻠﹶﻊ )أَ ْﺧ ُﺮ ُج(
ﻤ9ﻊ ﺭﹺﻓﹾﻘﹶﺎﺘ&ﻲ ﻋﻠﻰ ﺍﻟﻘﹶﻬﻭﺓ ،ﺒﺤ%ﻜﻲ )أﺗَ َﺤ ﱠﺪث( ﻤ9ﻌ%ﻬFﻥ ،ﻤ%ﻨﺘﹾﻤ9ﺸﱠﻰ ،ﻫﻴﻙ
ﺍﻟﺤ9ﻴﺎﺓ.
ﺒﹺﺄﻤ%ﺭﻴﻜﺎ ﺍﻟﻨﺎﺱ ﻁﹸﻭل ﺍﻟﻭ9ﻗﹾﺕ ﻤﺴ%ﺘﹶﻌﺠ%ﻠ&ﻴﻥ ،ﺒﻴﺭ%ﻜﹾﻀﻭﺍ ﻜﹾﺜ&ﻴﺭ.
ﺃﻤﺎ ﺍﻟﻨﺎﺱ ﺒﹺﺴﻭﺭﹺﻴﺎ ﻋﻠﻰ ﻤ9ﻬ%ﻠﻬFﻥ.
List the verbs according to their subject

ﺃﻨﺎ

ﹶﻨﺤ%ﻥ

ﺗَ ْﻤﺮﯾﻦ  - ٢ﺤ9ﻴﺎﺘﻲ ﺍﻟﻴﻭﻤﻴﺔ

260

ﻫ&ﻥ

ﺗَ ْﻤﺮﯾﻦ  - ٢ﺤ9ﻴﺎﺘﻲ ﺍﻟﻴﻭﻤﻴﺔ
ﺒﹺِﺎﻟﹾﻌ9ﺎﺩﺓ ﺒﹺﺒ9ﻠﹼﺵ ﺸﹸﻐﹾﻠﻲ ﺍﻟﺴﺎﻋﺔ ﺘ&ﺴ%ﻌﺔ ﻓﹶﺒﹺﻁﹾﻠﹶﻊ ﻤ&ﻥ ﺍﻟﺒﻴﺕ ﺍﻟﺴﺎﻋﺔ ﺘﹾﻤﺎﻨﺔ ﺃﻭ
ﺍﻟﺴﺎﻋﺔ ﺴﺒﻌﺔ ﻭﺍﻟﺩbﻭ9ﺍﻡ ﺒﹺﻴﺴ%ﺘﹶﻤ&ﺭ… ﺘﹶﻘﹾﺭﹺﻴﺒﹰﺎ ﻟﹶﻠﺴﺎﻋﺔ ﺘ&ﻨﹾﺘﻴﻥ ﺃﻭ ﺍﻟﺴﺎﻋﺔ ﺘﻼﺘﺔ.
ﻭﺍﻟﻤﺴﺎﺀ ﺃﺤﻴﺎﻨﺎﹰ ﺒﹺﻁﹾﻠﹶﻊ ﻋﻠﻰ ﺍﻟﻘﹶﻬﻭﺓ ﺃﻭ ﻋﻠﻰ ﺍﻟﻜﺎﻓﻴﺘﺭﻴﺎ ،ﺒﺭFﻭﺡ
ﻋﻠﻰ ﺍﻟﺴaﻴﻨﻤﺎ ﺃﻭ ﺒﹺﻁﹾﻠﹶﻊ ﻤ&ﺸﹾﻭﺍﺭ.

ﻋﺎﻤﻲ ≠ ﻓﺼﺤﻰ
ﺒﹺﺎﻟﹾﻌ9ﺎﺩﺓ= ﻓﻲ ﺍﻟﻌﺎﺩﺓ
ﺒ9ﻠﱠﺵ ،ﻴ 9ﺒﻠﱢﺵ = 9ﺒﺩ9ﺃ ،ﻴﺒ%ﺩﺃ
لَ = ﺇﻟﻰ
ﺍﻟﺴﺎﻋﺔ ﺘ&ﻨﹾﺘﻴﻥ=ﺍﻟﺴﺎﻋﺔ ﺍﻟﺜﺎﻨﻴﺔ
ﺕ= لﹺ
ﺭﺍﺡ ،ﺒﻴﺭﻭﺡ ﻋﻠﻰ= ﹶﺫﻫ9ﺏ،ﻴ ﹾﺫﻫ9ﺏ ﺇﻟﻰ
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ﺗَ ْﻤﺮﯾﻦ - ٣

Describe your typical day:

ــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــ
ــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــ
ـــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــ
ـــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــ
ـــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــ
ــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــ
ـــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــ
ـــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــ

ﺗَ ْﻤﺮﯾﻦ - ٤

Read the following nouns out loud :

ﺸﺭ%ﻕ9 ،ﻭﺭ9ﻕ ،ﺃﻭﺭﺍﻕ ،ﺭ9ﻗﻡ ،ﺃﺭ%ﻗﺎﻡ،
ﺼﺩ&ﻴﻕ ،ﻭ9ﻗﺕ ،ﻓﻭﻕ ،ﺘﹶﻘﹾﺭﹺﻴﺒﺎﹰ ﹶ
9
%ﺭﻓ&ﻴﻕ ،ﺭﹺﻓﺎﻕ )ﺭﹺﻓﹾﻘﺎﺕ(
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APPENDIX G Experimental Group - Lesson 5

١ ﺗَ ْﻤﺮﯾﻦ
Working in pairs, follow the prompts below and perform the dialogue in Arabic Two new flatmates get to know each other:
-

Informal greetings;
A and B ask questions about each other;
A asks B what does he/she normally do after the University’s lessons;
B answers and asks back;
A answers

_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
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Work in pairs and play battleship:

Student A

٣٠
٢٠
١٠
١

٢

٣

٤

٥

٦

٧

٨

٩

٢

٣

٤

٥

٦

٧

٨

٩

Student B

٣٠
٢٠
١٠
١
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- ٢ ﺗَ ْﻤﺮﯾﻦ

ﺗَ ْﻤﺮﯾﻦ - ٣

Telling the time

تَمام

َقديش الساعة؟
الساعة واحدة
الساعة ِتنْتني
الساعة ثالثة
الساعة أربعة
الساعة َ
خمسة
الساعة ِ
ستةِّ
سبعة
الساعة َ
الساعة ثمانة
الساعة ِتسعة
الساعة َع ْ
شرة
احدعش
الساعة ْ

َح َوالي

تَقريبا ً

و َ
خمسة

إال َ
خمسة

و َع ْ
شرة
إال َع ْ
شرة

و ربع

إال ربع
و ثلث
إال ثلث
نص
و ّ
إال َ
خمسة

نص
و ّ

أي ساعة؟

نص
و ّ
و َ
خمسة

ق ّديش الساعة؟

١:٠٠ (١

٢:٢٠ (١

٨:٣٠ (٢

٧:٥٠ (٢

٥:٤٥ (٣

Work with a classmate and

٣:٣٥ (٣

٤:١٥ (٤

in turns ask each other the time

٨:٥٥ (٤

٩:٥٥ (٥

١:٤٥ (٥
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ﺗَ ْﻤﺮﯾﻦ - ٤

Days of the week

…امتى الدرسَ /دوامك؟

امتى؟

ِبالليل

ساء
امل َ َ

بَعد الظُّ ُهر

الصبح

This week's schedule

)(٩:٠٠

َد ْرس ال َع َربي
)(٧:٠٠

َد ْرس اإلنْ ْكلِيزي

الر ْحلة
ِّ

)(٤:٤٥

العطْلة

االج ِتماع
ْ

ّ
)كل اليوم(

)(١١:٣٠

الحفْلة
َ
الحفْلة املوسيقية
َ

)(٨:٠٠
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)(١٠:٠٠

APPENDIX H Experimental Group - Lesson 6

شمال
َ
ش ْرق

َغ ْرب
جنوب
شرق ِ +
ِ
)اسم(
ب  +شمال  /جنوب َ /غ ْرب ْ َ /
ب  +جنوب َغرب ِ +
ِ
)اسم(
ْ
شرق ِ +
ِ
ب  +جنوب َ
)اسم(
لندن ِبجنوب إنجلترا
إكزتر ِبجنوب َغ ْرب إنجلترا
ِ
ب  +الشمال  /الجنوب  /الغ َْرب َ /
الش ْرق

َجنْب

ت َْحت

َعلى

ق َّدام

بني
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ِ
ب

َو َراء

Summary of diglossic code-switching rules covered:
1)  قoften pronounced as ء

 أرْ ﻗﺎم،َرﻗَﻢ
ﻗَ ّﺪﯾﺶ
ﻗَﮭﻮة
َوﻗﺖ
ً ﺗَ ْﻘﺮﯾﺒﺎ
 ِر ْﻓﻘﺎت، رْ ﻓﯿﻖ
ﻗ ﱠﺪام
 أﻗﻼم،ﻗَﻠَﻢ
 ة،ﻗَﺼﯿﺮ
2)  ثoften pronounced as ت:  )ﯾﻮم( اﻟﺘﻨﯿﻦ، ﺗﻤﻨﻄﻌﺶ، ْﺗﻤﺎﻧﺔ،ْﺗﻼﺗﺔ
z

3) Diphthongs: 3 letter words (consonant + vowel + consonant) ex.  ﯾَﻮم، ﺑَﯿﻦ،…ﺑَﯿﺖ
theَ of the first letter is dropped and the sound of the long vowel prevails:

 ﻣﯿﻦ،( ِﻛﯿﻒī
 ﻟﯿﺶ، ھﯿﻚ، ﺑﯿﺖ، ﺑﯿﻦ، ﺧﯿﺮ،( وﯾﻦē
، ھﻮن،(ﯾﻮمou
( ﻓﻮقo
4) V Cْ C
Long vowel preceded by two consonants: the first consonant from the right is
vocalised withْ sukun.

 ﻗَﻨﱢﯿ ْﻨﺘﯿﻦ، َﻣﺮْ َﺣﺒْﺘﯿﻦ،ة- ﺻْ ﻐﯿﺮ،ة- ْﻛﺒﯿﺮ، ْﻛﺜﯿﺮ، ِر ْﻓﻘﺎت-  رْ ﻓﯿﻖ،ة-  ْﻣﻨﯿﺢ، ﺟْ ﻨﻮب،ْﺷﻤﺎل
check conjugation tables 1c and 1e!(NB) +
check conjugation table 1a when verb suffix is used! (NB) +

Exceptions: the consonant will carry a short vowel on top the first consonant from the
right. Ex.  ﻗَﺪﯾﻢ،ﺗَﻤﺎم

َ ،أرﺑَﻌﯿﻦ
5)  ﯾﻦtents ending= always pronounced /īn/:  ﺗِﺴﻌﯿﻦ،ﺧﻤﺴﯿﻦ
6)  ﯾﻦdual ending= always pronounced /ēn/:  ﯾﻮﻣﯿﻦ،أﺳْﺒﻮﻋﯿﻦ
Feminine word=  ﯾﻦ+  ةform the sound /tēn/ ﻗَﻨّﯿ ْﻨﺘﯿﻦ
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،َﻣﺮْ َﺣﺒْﺘﯿﻦ

III)

Language Material for Control Group
APPENDIX I Control Group - Lesson 1

ﺌِﻠﺔ ﻤﻔﻴﺩﺓ%ل ﻭﺃَﺴ9ﻤFﺠ

ﺕ% ﻤﺎ ﻓ&ﻬﹺﻤ،ﻔﻭﺍﹰ9ﻋ

ﺴﺅَﺍل

ﻋ&ﻨﹾﺩﻱ
269

ﺸﻭ ﻴ9ﻌ%ﻨﻲ...؟

ﻋ9ﻔﻭﺍﹰ،ﻴﻤ%ﻜﻥ ﺘﹾﻌﻴﺩ/ﺘﹾﻌﻴﺩﻱ؟
ﻜﻴﻑ ﺒﹺﺘﹾﻘﻭل ...ﺒﺎﻟﻌﺎﻤaﻴﺔ؟

ﻜﻴﻑ ﺒﹺﺘﹾﻘﻭﻟﻲ ...ﺒﺎﻟﻌﺎﻤaﻴﺔ؟
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ﺘﺤﻴﺎﺕ
Ex. 1 – Match the following images with the correct greetings

ﺼﺒﺎﺡ ﺍﻟﺨﻴﺭ
ﻤﺴﺎﺀ ﺍﻟﺨﻴﺭ
ﻤ9ﻊ ﺍﻟﺴbﻼﻤﺔ
ﺃﻫ%ﻼ ﻭﺴﻬﻼ

ﺍﻟﺴbﻼﻡ ﻋﻠﻴﻜﻡ

ﺘﺸﹶﺭbﻓﹾﻨﺎ!
9ﻤ %ﺭﺤ9ﺒﺎ!
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Ex. 2 – Write the correct response to the previous greetings.

_____________________

_____________________

_____________________

ﻤﺭﺤﺒﺘﻴﻥ

_____________________

_____________________

ﺃﻫﻠﻴﻥ

_____________________

_____________________

_____________________

_____________________

_____________________
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APPENDIX J Control Group - Lesson 2

ﻤﻌﻠﻭﻤﺎﺕ ﻋﻨﱠﻙ/ﻋﻨﱢﻙ
ﺸﻭ ﺍ&ﺴ%ﻤِ9ﻙ؟

ﻤﻥ ﻭﻴﻥ ﺍﻨﺕ&َ؟

ﻤ&ﻥ ﺃﻱ ﻤﺩﻴﻨﺔ؟
273

ﹶﺘﻤ%ﺭﻴﻥ -١

ﻤﻥ ﻭﻴﻥ ﺃﻨﺕ&َ
Ex. 1 – Work in pairs and get to know your classmates
Student B

Student A

ﺠﺎﻴﻥ

ﺴ 9ﻤِﻙ؟
ﺸﻭ ﺍ %

ﺍﻟﻤﻤﻠﻜﺔ ﺍﻟﻤﺘﺤﺩﺓ

ﻤﻥ ﻭﻴﻥ ﺃﻨﺕ&َ؟

ﻤﺩﻴﻨﺔ ﻟﻨﺩﻥ

ﻤ&ﻥ ﺃﻱ ﻤﺩﻴﻨﺔ؟
Identities for Students B

ﻜﻭﺭﻴﻥ

ﻤﺤﻤﺩ

ﻜﺎﻨﺎﺩﺍ

ﻗﻁﺭ

ﻤﺩﻴﻨﺔ ﻓﺎﻨﻜﻭﻓﺭ

ﻤﺩﻴﻨﺔ ﺍﻟﺩﻭﺤﺔ
ﺴﺎﺭﺓ

ﺘﻭﻓﻴﻕ

ﺃﺴﺘﺭﺍﻟﻴﺔ

ﺍﻟ 9ﻤﻐﹾﺭﺏ

ﻤﺩﻴﻨﺔ ﺴﻴﺩﻨﻲ

ﻤﺩﻴﻨﺔ ﻓﺎﺱ
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-٢ ﺗَ ْﻤﺮﯾﻦ
Read the following words – Can you guess the meaning of new terms?

، ﻫﻭﻥ، ﻴﻭﻡ، ﻤﻴﻥ، ﻋﻴﻥ، ﺒﻴﺕ،ﺒﻴﻥ
 ﻓﻭﻕ، ﻫﻴﻙ، ﺼﻭﺕ، ﻟﻭﻥ،ﻟﻴﺵ
Diphthongs are special category of monosyllabic sounds that begin with one
short vowel and glide into a long vowel that has a different sound: a common
example in English is the sound at the end of the word “toy”. Spoken Arabic
tends to eliminate diphthongs and the sound of the long vowel prevails over the
sound of the short vowel (ex

 ﻟﻭﻥ،)ﻴﻭﻡ.

!ﺍﻟﺒﻴﺕ ﺒﻴﺘﻙ
ﻋﺎﻤﻴﺔ
١ واﺣﺪ
ِ
٢ ﺘﹾﻨﻴﻥ

Listen and repeat the numbers in

٣ ﺘﹾﻼﺘﺔ
٤ أَرْ ﺑَﻌﺔ
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from 1 to 10.

- ٣ ﺗَ ْﻤﺮﯾﻦ

َﺧ ْﻤﺴﺔ ٥
ِﺳﺘّﺔ ٦
َﺳﺒْﻌﺔ ٧
ﺘﹾﻤﺎﻨﺔ ٨
ﺗِﺴْﻌﺔ ٩
َﻋ َﺸﺮة ١٠

) consonant - ْ_consonant

 : (long vowel -ﺘﹾﻼﺘﺔ  ,ﺘﹾﻤﺎﻨﺔ
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v

- ٤ ﺗَ ْﻤﺮﯾﻦ
Work in pairs with three different classmates. Ask them their phone number and
write it below here

ﺸﻭ ﺭﻗﻡ ﺘ&ﻠ&ﻔﻭﻨ&َﻙ؟

Listen and repeat the numbers in

ﻋﺎﻤﻴﺔ

from 11 to 19.

ﻋﺵ9ﺤﺩ
% ﺍ/ﺍﻴﺩﻋﺵ

١١

ﺵ%ﹾﺘ ﹶﻨﻌ

١٢

ﺵ%ﺘﹾﻠﹶﻁﹶﻌ

١٣

ﺵ%ﻁﹶﻌ%ﻌ9ﺒ%ﺃﺭ

١٤

ﺵ%ﻁﹶﻌ%ﺴ%ﺨﹶﻤ

١٥

ﺵ%ﺴ&ﺘﱠﻌ

١٦

ﻁﹶﺵ%ﻌ9ﺒ9ﺴ

١٧

ﺵ%ﻨﹾﻁﹶﻌ9ﺘﹾﻤ

١٨

ﺵ%ﻁﹶﻌ9ﻌ%ﺘ&ﺴ

١٩
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- ٥ ﺗَ ْﻤﺮﯾﻦ

- ٦ ﺗَ ْﻤﺮﯾﻦ
Work in pairs. Listen to the numbers in mathematical sequence that your
classmate reads out loud and add three numbers that follow the same sequence.
Ex.
§
§

١-٣-٥…
٧-٩-١١

١) ١٦،١٢…
٢)

١) ١،٢،٣…
٢)

١) ٢،٤،٦…
٢)

١) ١٨ ،١٥ ١٢… ١) ٣،٦،٩…
٢)
٢)
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١) ١٩،١٨،١٧…
٢)

APPENDIX K Control Group - Lesson 3

- ١ ﺗَ ْﻤﺮي

Work in pairs. Ask your classmate the information below

:ﺍﻻﺴﻡ
:ﺍﻟﺠﻨﺴﻴﺔ
:ﺍﻟﻌﻤﺭ
:ﺒﻠﺩ

Listen and repeat the numbers in

ﻋﺎﻤﻴﺔ

from 20 to 30.

- ٢ ﺗَ ْﻤﺮﯾﻦ

ِﻙ؟9ﺭ%ﻤFﻗﺩ…ﻴﺵ ﻋ
١٩ / ٢١ﺭﻱ%ﻤFِﻙ؟ ﻋ9ﺭ%ﻤFﻗﺩﻴﺵ ﻋ

ِﻙ؟9ﺍﻤﺘﻰ ﻋﻴﺩ ﻤﻴﻼﺩ
 ﺸﻬﺭ٧ ...ِﻙ؟ ﻋﻴﺩ ﻤﻴﻼﺩﻱ ﺏ9ﺍﻤﺘﻰ ﻋﻴﺩ ﻤﻴﻼﺩ
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MONTHS : There are two options you can use

ﺸﻬﺭ ١

ﻛﺎﻧﻮن اﻟﺜﺎﻧﻲ

ﺸﻬﺭ ٧

ﺗﻤﻮز

ﺸﻬﺭ ٢

ﺷﺒﺎط

ﺸﻬﺭ ٨

آب

ﺸﻬﺭ ٣

آذار

ﺸﻬﺭ ٩

أﯾﻠﻮل

ﺸﻬﺭ ٤

ﻧﯿﺴﺎن

ﺸﻬﺭ ١٠

ﺗﺸﺮﯾﻦ اﻷول

ﺸﻬﺭ ٥

أﯾﺎر

ﺸﻬﺭ ١١

ﺗﺸﺮﯾﻦ اﻟﺜﺎﻧﻲ

ﺸﻬﺭ ٦

ﺣﺰﯾﺮان

ﺸﻬﺭ ١٢

ﻛﺎﻧﻮن اﻷول

ﺗَ ْﻤﺮﯾﻦ - ٣

Ask your classmate information about themselves and introduce them to the
rest of the class

ﺍﺴﻤﻪ ـــــ  /ﺍﺴﻤﻬﺎـــــ

ﻋﻤﺭﻩ ـــــ /ﻋﻤﺭﻫﺎـــــ

ﻋﻴﺩ ﻤﻴﻼﺩﻩ ﺏ ـــــــ /ﻋﻴﺩ ﻤﻴﻼﺩﻫﺎ ﺏ ـــــــ
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Fill in the table with the missing question words.

ﻋﺎﻤﻴﺔ

English
What

______________

From

______________

Where

______________

How

______________

When

______________

Who

______________

Why

______________

How many

______________

How much

______________
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- ٤ ﺗَ ْﻤﺮﯾﻦ

APPENDIX L Control Group - Lesson 4

ﺗَ ْﻤﺮﯾﻦ  - ١ﺍﻟﺤ9ﻴﺎﺓ ﺍﻟﻴﻭﻤﻴﺔ
ﺃﻨﺎ ﺒﹺﺎﻟﹾﻌ9ﺎﺩﺓ ﺒ9ﻌ%ﺩ ﺍﻟﺠ9ﺎﻤ%ﻌ9ﺔ ﺒﺭ%ﺠ9ﻊ ،ﺒﺩ%ﺭFﺱ ،ﺒ9ﻌ%ﺩﻴﻥ ﺒﻁﹾﻠﹶﻊ)(I go out
ﻤ9ﻊ ﺭﹺﻓﹾﻘﹶﺎﺘ&ﻲ ﻋﻠﻰ ﺍﻟﻘﹶﻬﻭﺓ ،ﺒﺤ%ﻜﻲ ) (I speakﻤ9ﻌ%ﻬFﻥ ،ﻤ%ﻨﺘﹾﻤ9ﺸﱠﻰ ،ﻫﻴﻙ
ﺍﻟﺤ9ﻴﺎﺓ.
ﺒﹺﺄﻤ%ﺭﻴﻜﺎ ﺍﻟﻨﺎﺱ ﻁﹸﻭل ﺍﻟﻭ9ﻗﹾﺕ ﻤﺴ%ﺘﹶﻌﺠ%ﻠ&ﻴﻥ ،ﺒﻴﺭ%ﻜﹾﻀﻭﺍ ﻜﹾﺜ&ﻴﺭ.
ﺃﻤﺎ ﺍﻟﻨﺎﺱ ﺒﹺﺴﻭﺭﹺﻴﺎ ﻋﻠﻰ ﻤ9ﻬ%ﻠﻬFﻥ.
List the verbs according to their subject

ﺃﻨﺎ

ﹶﻨﺤ%ﻥ

ﺗَ ْﻤﺮﯾﻦ  - ٢ﺤ9ﻴﺎﺘﻲ ﺍﻟﻴﻭﻤﻴﺔ
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ﻫ&ﻥ

ﺗَ ْﻤﺮﯾﻦ  - ٢ﺤ9ﻴﺎﺘﻲ ﺍﻟﻴﻭﻤﻴﺔ
ﺒﹺِﺎﻟﹾﻌ9ﺎﺩﺓ ﺒﹺﺒ9ﻠﹼﺵ ﺸﹸﻐﹾﻠﻲ ﺍﻟﺴﺎﻋﺔ ﺘ&ﺴ%ﻌﺔ ﻓﹶﺒﹺﻁﹾﻠﹶﻊ ﻤ&ﻥ ﺍﻟﺒﻴﺕ ﺍﻟﺴﺎﻋﺔ ﺘﹾﻤﺎﻨﺔ ﺃﻭ
ﺍﻟﺴﺎﻋﺔ ﺴﺒﻌﺔ ﻭﺍﻟﺩbﻭ9ﺍﻡ ﺒﹺﻴﺴ%ﺘﹶﻤ&ﺭ… ﺘﹶﻘﹾﺭﹺﻴﺒﺎﹰ ﻟﹶﻠﺴﺎﻋﺔ ﺘ&ﻨﹾﺘﻴﻥ ﺃﻭ ﺍﻟﺴﺎﻋﺔ ﺘﻼﺘﺔ.
ﻭﺍﻟﻤﺴﺎﺀ ﺃﺤﻴﺎﻨﺎﹰ ﺒﹺﻁﹾﻠﹶﻊ ﻋﻠﻰ ﺍﻟﻘﹶﻬﻭﺓ ﺃﻭ ﻋﻠﻰ ﺍﻟﻜﺎﻓﻴﺘﺭﻴﺎ ،ﺒﺭFﻭﺡ
ﻋﻠﻰ ﺍﻟﺴaﻴﻨﻤﺎ ﺃﻭ ﺒﹺﻁﹾﻠﹶﻊ ﻤ&ﺸﹾﻭﺍﺭ.
New vocabulary

 = Usuallyﺒﹺﺎﻟﹾﻌ9ﺎﺩ
 = to startﺒ9ﻠﱠﺵ ،ﻴ 9ﺒﻠﱢﺵ
 = untilلَ
 = 2 o‘clockﺍﻟﺴﺎﻋﺔ ﺘ&ﻨﹾﺘﻲ
 = to goﺭﺍﺡ ،ﺒﻴﺭﻭﺡ ﻋﻠﻰ
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ﺗَ ْﻤﺮﯾﻦ - ٣

Describe your typical day:

ــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــ
ــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــ
ـــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــ
ـــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــ
ـــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــ
ــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــ
ـــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــ
ـــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــ

ﺗَ ْﻤﺮﯾﻦ - ٤

Read the following nouns out loud :

ﺸﺭ%ﻕ9 ،ﻭﺭ9ﻕ ،ﺃﻭﺭﺍﻕ ،ﺭ9ﻗﻡ ،ﺃﺭ%ﻗﺎﻡ،
ﺼﺩ&ﻴﻕ ،ﻭ9ﻗﺕ ،ﻓﻭﻕ ،ﺘﹶﻘﹾﺭﹺﻴﺒﺎﹰ ﹶ
9
%ﺭﻓ&ﻴﻕ ،ﺭﹺﻓﺎﻕ )ﺭﹺﻓﹾﻘﺎﺕ(
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-١ ﺗَ ْﻤﺮﯾﻦ
Working in pairs, follow the prompts below and perform the dialogue in Arabic Two new flatmates get to know each other:
-

Informal greetings;
A and B ask questions about each other;
A asks B what does he/she normally do after the University’s lessons;
B answers and asks back;
A answers

_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
_____________________________________________________________________________________________________
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Work in pairs and play battleship:

Student A

٣٠
٢٠
١٠
١

٢

٣

٤

٥

٦

٧

٨

٩

٢

٣

٤

٥

٦

٧

٨

٩

Student B

٣٠
٢٠
١٠
١
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- ٢ ﺗَ ْﻤﺮﯾﻦ

ﺗَ ْﻤﺮﯾﻦ - ٣

Telling the time

تَمام

َقديش الساعة؟
الساعة واحدة
الساعة ِتنْتني
الساعة تالتة
الساعة أربعة
الساعة َ
خمسة
الساعة ِ
ستّة
سبعة
الساعة َ
الساعة تمانة
الساعة ِتسعة
الساعة َعشرة
الساعة احدعش
الساعة تْنَعش

و َ
خمسة

إال َ
خمسة

و َع ْ
شرة
إال َع ْ
شرة

و ربع

إال ربع
و ثلث
إال تلت
نص
و ّ
إال َ
خمسة

نص
و ّ

١:٠٠ (١

نص
و ّ
و َ
خمسة

٢:٢٠ (١

٨:٣٠ (٢

٧:٥٠ (٢

٥:٤٥ (٣

Work with a classmate and

٤:١٥ (٤

٣:٣٥ (٣

in turns ask each other the time

٨:٥٥ (٤

٩:٥٥ (٥

١:٤٥ (٥
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ﺗَ ْﻤﺮﯾﻦ - ٤

Days of the week

…امتى الدرسَ /دوامك؟

امتى؟

ِبالليل

بَعد الظُّ ُهر

الصبح

This week's schedule

)(٩:٠٠

َد ْرس ال َع َربي
)(٧:٠٠

َد ْرس اإلنْ ْكلِيزي

الر ْحلة
ِّ

)(٤:٤٥

العطْلة

االج ِتماع
ْ

ّ
)كل اليوم(

)(١١:٣٠

الحفْلة
َ
الحفْلة املوسيقية
َ

)(٨:٠٠
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)(١٠:٠٠
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ْ
شمال
َ
شرق

َغ ْرب
ْجنوب
شرق ِ +
بْ +
)اسم(
شمال ْ /جنوب َ /غ ْرب ْ َ /
ب ْ +جنوب َغرب ِ +
)اسم(
ْ
ِ
ب ْ +جنوب َ
شرق ) +اسم(
بجنوب إنجلترا
لندن ْ
بجنوب َغ ْرب إنجلترا
إكزتر ْ
الجنوب  /الغ َْرب َ /
بْ +
الش ْرق
الشمال ْ /

َجن ْب

ت َْحت

َعلى

َق ِّدام

بني
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ِ
ب

َو َرا

)IV

Language Tests
APPENDIX 0 Pre-Test

Written part
Ex. 1
A new student has joined your Arabic module and introduces himself to the class.
Read the presentation and fill in the form with the information provided.

ﺕ ﻓﻲ ﻤ9ﺩ&ﻴﻨﺔ&
ﺍ&ﺴ%ﻤﻲ ﺴﺎﻤﻲ ﺤﺴﻥ ﻭﺃﻨﺎ ﻁﺎﻟِﺏ Cﺠ9ﺩﻴﺩ Cﻓﻲ ﻫ&ﺫ&ﻩ ﺍﻟﺠﺎﻤ&ﻌ9ﺔ& .ﺃﻨﺎ ﻤ&ﻥ ﺍﻟﻤ9ﻐﹾﺭﹺﺏ ،ﻭﻟِﺩ%ﺕﹸ ﻭﻜﹶﺒﹺ %ﺭ ﹸ
ﺍﻟﺭﺒﺎﻁ ﻭﻟﻜ&ﻨﹼﻲ ﺃَﺴ%ﻜﹸﻥ Fﻓﻲ ﻤ9ﺩﻴﻨﹶﺔ& ﺇﻜﺯﻴﺘﺭ ﺍﻵﻥ .ﻋFﻤ%ﺭﻱ ﺘ&ﺴ%ﻊ 9ﻋ9ﺸﹾﺭﺓ ﺴ9ﻨﹶﺔ .ﻓﻲ ﺍﻟﺤ9ﻘﻴﻘﺔ ،ﺴﺄُﺒ%ﻠ&ﻎﹸ ﻋ9ﺸﹾﺭﻴﻥ
ﺴﻨﺔ ﻓﻲ ﺍﻟﺸﹶﻬ%ﺭ ﺍﻟﻘﺎﺩ&ﻡ :ﻋﻴﺩ ﻤﻴﻼﺩﻱ ﻓﻲ ﻴﻭﻡ  ٢٠ﻤﺎﺭﺱ /ﺁﺫﺍﺭ .ﻟﻲ ﺃَﺥ ﻭﺃُﺨﹾﺕ:
ﺃَﺨﻲ ﻴ9ﺴ%ﻜﹸﻥ FﻫFﻨﺎ ﻓﻲ ﺃﻨﻜﻠﺘﺭﺍ ﺒ9ﻴﻨﹶﻤﺎ ﺃُﺨﹾﺘ&ﻲ ﺘﹶﺴ%ﻜﹸﻥ Fﻓﻲ ﺍﻟﻤ9ﻐﹾﺭﹺﺏ ﻤ9ﻊ ﺃَﻫ%ﻠ&ﻬﺎ ،ﺯ9ﻭﺠFﻬﺎ ﻭﺒﹺﻨﹾﺘﹸﻬﺎ .ﺫﹶﻫ9ﺒ%ﺕﹸ ﺇﻟﻰ
ﺍﻟﺭaﺒﺎﻁ ﺍﻟﺴbﻨﺔ ﺍﻟﻤﺎﻀ&ﻴﺔ ﻭﺯFﺭ%ﺕ ﺃَﺒ%ﻨﺎﺀ ﺃﻋﻤﺎﻤﻲ ﻭﻜل ﺃﻗﺎﺭﺒﻲ.

Name:
Surname:
Nationality:
Age:
Birthday:
?Where is the student from
Write as much information as you can about the members of his family:
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Ex. 2
Match the following nouns in English with their corresponding terms in Arabic

English

Arabic

May

ﺘﺴﻌﺔ

Twenty-eight

ﻴﻭﻡ ﺍﻻﺜﻨﻴﻥ

Thirty-six

 ﻜﺎﻨﻭﻥ ﺍﻟﺜﹼﺎﻨﻲ/ﻴﻨﺎﻴﺭ

Saturday

ﺨﻤﺱ ﻋﺸﺭﺓ

Nine

ﻴﻭﻡ ﺍﻟﺜﻼﺜﺎﺀ

Tuesday

 ﻤﺎﻴﻭ/ﺃﻴﺎﺭ

Monday

ﺴﺘﺔ ﻭﺜﻼﺜﻭﻥ

Fifteen

ﻴﻭﻡ ﺍﻟﺴﺒﺕ

January

ﺜﻤﺎﻨﻴﺔ ﻭﻋﺸﺭﻭﻥ

Ex. 3
Write the opposite of the following words

1) ≠ ًَﻏﺪا
2) ≠ ﻗﺮﻳﺐ
3) ≠ طﻮﻳﻠﺔ
4) ≠ ﺳﮫﻞ
5) ≠ ﻛﺒﯿﺮة
6) ≠ ﺟﺪﻳﺪ
7) ≠ ﻳﻤﯿﻦ
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Ex. 4
Fill in the gaps by adding the missing letters

ﺷــ ال
ﻏﺮـــ

ﺷﺮــ

ــﻨــ ﺑـ
Ex. 5
Translate the following prepositions

1

2

3

5

6

7

4

1)
2)
3)
4)
5)
6)
7)
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Ex. 6
Conjugate the following verbs into the present tense ( )اﻟﻤﻀﺎرع اﻟﻤﺮﻓﻮعand translate the
conjugated verb in English.
Subject

Verb

أﻧﺎ

د ﱠرس

َأﻧﺖ

ﻟﻌﺐ

ﺖ
ِ أﻧ

ﻋﻤﻞ

ھﻮ

ﺷﺮب

ھﻲ

ﻗﺎل

ﻧﺤﻦ

ﺳﺎﻓﺮ

أﻧﺘﻢ

أﻛﻞ

ھﻢ

ﻗﺮأ

Present Tense
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Translation

Oral part

Greetings

ﺼﺒﺎﺡ ﺍﻟﺨﻴﺭ – ﺼﺒﺎﺡ ﺍﻟﻨﻭﺭ
ﻤﺴﺎﺀ ﺍﻟﺨﻴﺭ – ﻤﺴﺎﺀ ﺍﻟﻨﻭﺭ

Introductions

ﻤﺭﺤﺒﺎ
ﻜﻴﻑ ﺤﺎﻟﻙ؟
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ﻤﺎ ﺍﺴﻤﻙ؟
ﻜﻡ ﻋﻤﺭﻙ؟
ﻤﻥ ﺃﻴﻥ ﺃﻨﺕ؟
ﻤﺘﻰ ﻋﻴﺩ ﻤﻴﻼﺩﻙ؟
اﻟﺴﺎﻋﺔ؟

Classroom – The students describe the illustrations below
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ﻛﻢ

Wh-words - students listen to recorded questions, individuate the Wh-words they hear
and translate them in their mother tongues.

ﻤﺎ ﺍﺴﻤﻙ؟
ﻜﻡ ﻋﻤﺭﻙ؟
ﻤﻥ ﺃﻴﻥ ﺃﻨﺕ؟
اﻟﺴﺎﻋﺔ؟

ﻛﻢ

ﻜﻡ ﻟﻐﺔ ﺘﺘﻜﻠﻡ؟
ﻤﺘﻰ ﻋﻴﺩ ﻤﻴﻼﺩﻙ؟
ﺃﻱ ﻴﻭﻡ ﺍﻟﻴﻭﻡ؟
ﻟﻤﺎﺫﺍ؟
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APPENDIX P Post-Test

Written part
Ex. 1
Listen to the recording in Standard Arabic and write the verbs you recognise in
Colloquial Arabic.

Keys: ﺒﻴﺎﻜل ;ﺒﻴﻘﺭﺃ ;ﺒﻴﺸﺘﻐل ;ﺒﻴﻠﻌﺏ ;ﺒﻴﺩﺭﺱ.
Ex. 2
Listen to twelve sentences in Colloquial Arabic and translate them into English:
1) How old are you?
2) It’s 10:45.
3) The pen is on the table.
4) I am 25
5) Today is Tuesday
6) I usually study until 6 pm
7) How are you?
8) The bottle is behind the door
9) I have a meeting at 4:00
10) My phone number is 03 763 550
11) I read in the evenings
12) The chair is between the table and the door

Ex. 3
Read the text below on the right-hand side of the page and fill in the gaps using
the words provided in the left-hand side.
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ﺴﺎﺭﺓ :ﻤ9ﺭﺤ9ﺒﺎ
ﻤﺤﻤﺩ:

ﻤ9ﺭﺤ9ﺒﺘﻴﻥ

ــــــــــــــــــــــــ.

ﺴﻼﻡ

ﺼﺒﺎﺡ ﺍﻟﺨﻴﺭ

ﻜﻴﻑ ﺤﺎﻟﻙ؟
ﺴﺎﺭﺓ :ﻤﺎﺸﻲ ﺍﻟﺤﺎل .ﻜﻴﻑ ﺤﺎﻟﻙ ﺃﻨﺕ؟
ﻤﺤﻤﺩ:

ـــــــــــــــــــــــ
ـــــــــــــــــــ ﺃﺨﹾﺒﺎﺭﻙ؟
ﺴﺎﺭﺓ :ﻜل ــــــــــــــــ ﺘﹶﻤﺎﻡ
ﻤﺤﻤﺩ:

ﺘﻤﺎﻡ

ﻤﺵ

ﺤﻠﻭ

ﺸﻭ

ﺸﻲ

ﻤﺎ

ﺸﻲ

ﺸﻭ

ﺸﻴﺌﺎ

ـــــ ﺒﺘﻌﻤﻠﻲ ــــ؟
ﺴﺎﺭﺓ:
ـــــــــــ

ـــــــــ ﺍﻟﺒﻴﺕ

ﺍﻟﺴﺎﻋﺔ ـــــــــــ

ﻋﻨﺩﻱ ﻜﺘﻴﺭ ـــــــــــــ ﺍﻟﻴﻭﻡ
ﻋﺸﺎﻥ

ﺸﻲ

ﺸﻭ

ﺸﻴﺌﺎ

ﺍﻟﻴﻭﻡ

ﻴﻭﻡ

ﺍﻟﺒﻜﺭﺓ

ﺒﺭﺠﻊ

ﺒﺘﺭﺠﻊ

ﺒﻴﺭﺠﻊ

ﻋﻠﻰ

ﺘﹶﻘﺩﻴﻤﻲ)(because of my presentation

ﺍﻟﺘﺎﺴﻌﺔ

ﻋﻥ ﻤﺩﻴﻨﺔ ﻨﺎﺒﻭﻟﻲ ﻭﻫﻭ ﺘﻘﺭﻴﺒﺎ ﻫﻴﻙ:

ﺇﻟﻰ

ل

ﺘﺴﻌﺔ

ﺍﻟﺘﺴﻌﺔ

ﺸﻐل

ﻋﻤل

ﺍﺸﺘﻐﺎل

"ﺘﻘﻊ ﻨﺎﺒﻭﻟﻲ ﻓﻲ ـــــــــــــ ﺍﻴﻁﺎﻟﻴﺎ
ﻭﺍﻟﻤﺩﻴﻨﺔ ﻋﻠﻰ ـــــــــــــ ﺍﻷﺒﻴﺽ
ﺍﻟﻤﺘﻭﺴﻁ .ﻴﺒﻠﻎ ﺴﻜﺎﻥ ﺍﻟﻤﺩﻴﻨﺔ ﺤﻭﺍﻟﻲ ﻤﻠﻴﻭﻥ ﻨﺴﻤﺔ
.ﻭﻟﺫﻟﻙ ﻫﻲ ﺃﻜﺒﺭ ﻤﺩﻥ ﺠﻨﻭﺏ ﺇﻴﻁﺎﻟﻴﺎ.

ﺠ9ﻨﻭﺏﹺ

ﺠ%ﻨﻭﺏﹺ

ﺠ9ﻨﻭﺏ9

ﺍﻟﺒﺤﺭ

ﺒﺤﺭ

ﺍﻟﺴﺎﺤل

ﻨﺎﺒﻭﻟﻲ ﻤﺸﻬﻭﺭﺓﹰ ــــــــــــ ﻷﻨﻬﺎ ﻤﺩﻴﻨﺔ

ﺘﺎﺭﻴﺨﻴﺔ ﻭ ـــــــــــــ ﺠﺩﺍ… ﻭ ﺃﺼل
ﺍﻟﺒﻴﺘﺯﺍ “

ﺩﻭﻟﻴﺎﹰ
ﺠﻤﻴﻠﺔ

ﺴﺎﺭﺓ:ــــــــــــــ ﺘﹶﻘﺩﻴﻤﻲ؟

ﻜﹶﻴﻑ

ﻤﺤﻤﺩ :ﻤﺎﺸﻲ ،ﻴﻤﻜﻥ ﻗﺼﻴﺭ ﺸﻭﻱ
ﺴﺎﺭﺓ :ﺸﻜﺭﺍ! ــــــــــــــــ ﻫﻠﻕ
ﻭﺒﺭﺠﻊ ﻋﻠﻰ ﺍﻟﻤﻜﺘﺒﺔ ،ﺒﺸﻭﻓﻙ!
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ﺒﺎﻟﻌﺎﻟﻡ

ﺒﺎﻟﺩﻨﻴﺔ

ﺤﻠﻭﺓ

ﺤﻠﻭﺓﹰ

ﻜﻴﻑ

ﺸﻭ

ﺒﺫﻫﺏ

ﺒﺭﻭﺡ

!  ﺒﺸﻭﻓﻙ:ﻤﺤﻤﺩ

ﺃﺫﻫﺏ

Ex. 4
Which Arabic variety (  ﻓﺻﺣﻰor  )ﻋﺎﻣﯾﺔcombines the words in the following two
lists? Translate accordingly:

A

B

ﺸﻤﺎل

ﻋﻠﻰ

ﺃﻤﺎﻡ

ﻴﻤﻴﻥ

ﻓﻲ

ﺴﻬل

ﻜﻡ

ﻋﻤل

ﻗﻨﻴﻨﺔ

(ﻤﺎ )؟

ﺤﻠﻭ

ﻤﺸﻐﻭل

List A:
Variety:
Translation:

List B:
Variety:
Translation:
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Ex. 5
Provide Colloquial Arabic vocabulary that corresponds to the following in
Standard Arabic:

ﺠﻤﻴﻠﺔ
ﻋﻤل
ﻟﻤﺎﺫﺍ
ﻴﺴﺎﺭ
ﻫﻡ
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Oral part

1) A teacher and a student meet in the school canteen. The student greets
the teacher and have a quick conversation: how does the student greet
the teacher? Which fixed expressions is the student going to use? How is
the teacher going to respond? Why?
2) Two students meet in the school’s canteen. They greet each other and
have a quick conversation. Which fixed expressions are they going to
use? Why?
3) Explain the phonological and form patterns (CA) of the sentence
‘(’ﻟﻴﺵ ﻤﺎ ﺒﺘﺤﺏ ﺍﻟﺼﻴﻑ؟Why don’t you like summer?).
4) Answer the following questions:

ﺸﻭ ﺍﺴﻤﻙ؟
ﻗﺩﻴﺵ ﻋﻤﺭﻙ؟
ﻤﻥ ﻭﻴﻥ ﺃﻨﺕ؟
ﺍﻤﺘﻰ ﻋﻴﺩ ﻤﻴﻼﺩﻙ؟
ﻱ/ﺸﻭ ﺒﺘﺩﺭﺱ
اﻟﺴﺎﻋﺔ

ﻗﺩﻴﺵ

5) How would you self-assess your use of Colloquial Arabic? What are your
most common mistakes? Can you describe your progress over the
weeks of instruction of the experimental language course?
6) Read the following text and when you are ready answer the questions
below:

 ﻭﺍﻟﺩ ﻓﺎﻁﻤﺔ ﺃﺭﺩﻨﻲ ﻤﻥ ﻋﻤﺎﻥ ﻭﻭﺍﻟﺩﺘﻬﺎ ﺇﻨﻜﻠﻴﺯﻴﺔ ﻤﻥ.ﻓﺎﻁﻤﺔ ﺇﻨﻜﻠﻴﺯﻴﺔ ﻤﻥ ﺃﺼل ﻋﺭﺒﻲ
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 ﺍﻟﻠﻐﺔ ﺍﻟﺭﻭﺴﻴﺔ ﻭﺍﻟﻠﻐﺔ: ﺘﺩﺭﺱ ﻓﺎﻁﻤﺔ ﺍﻟﻠﻐﺎﺕ ﻓﻲ ﺍﻟﺠﺎﻤﻌﺔ ﻤﻊ ﺼﺩﻴﻘﺘﻬﺎ ﺴﺎﺭﺓ.ﻟﻨﺩﻥ
 ﺘﺴﺎﻓﺭ ﻓﺎﻁﻤﺔ ﺇﻟﻰ ﺍﻷﺭﺩﻥ ﻜل ﺴﻨﺔ ﻓﻲ ﺍﻟﺼﻴﻑ ﻭﺃﺤﻴﺎﻨﺎ ﻓﻲ ﻋﻁﻠﺔ ﻋﻴﺩ.ﺍﻟﻔﺭﻨﺴﻴﺔ
. ﻓﺎﻁﻤﺔ ﺘﺤﺏ ﺍﻟﺴﻔﺭ ﺇﻟﻰ ﺍﻷﺭﺩﻥ ﻭﺯﻴﺎﺭﺓ ﻋﺎﺌﻠﺘﻪ.ﺍﻟﻤﻴﻼﺩ ﺃﻴﻀﺎ
6a) Please retell the text in Colloquial Arabic;
6b)

Extrapolate

two

recurring

patterns

of

code-switching,

one

phonological and one grammatical (For example, the difference in
pronunciation of the consonant  ﻕ/q/ and the different prepositions in the
two varieties that follow the verb ( ﺴﺎﻓﺭto travel);
6c) use the two patterns of change detected in the text, and make two
original sentences in CA, each sentence respectively containing one
pattern of change.
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