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From the Executive Director

Dear Colleagues,

It has been a whirlwind year at the Northeast Conference! Dickinson College, our host
and landlord for more than 15 years, was obliged to move us from the headquarters offices
we had occupied since 1995 to new “digs” (still on the college’s campus and with no
change at all in contact information). As moves always do, this one prompted a number
of trips down memory lane with lots of “weeding out”as we packed boxes.We are now rea-
sonably well settled in our new space (which was for many years a student residence... the
walls are keeping silent for the moment, but we’re sure they could tell some stories!).

This year also marked the retirement of John S.“Jack” Henderson, who has served the
organization for ten years as webmaster with intelligence, creativity, patience, flexibility and
immense good humor. The evolution of our website from its origins to the present day owes
everything to him — but its future development will as well. He set a multifaceted and rig-
orous standard for us, and as headquarters staff take over these responsibilities, we feel a
sense of gratitude and challenge. It goes without saying that there will be some changes, and
we welcome your input.We have already been asked to help educators facing the plethora
of materials and information available on the Internet by initiating something akin to the
reviews we publish in this journal. Teachers explain that they would like professionally
responsible “vetting” or “filters” to aid them in their search for websites they can use in their
classes for their own edification.What else would you like to see? Let us know!

The changes described above (and others) have delayed publication of this issue of the
Review, and we apologize for any inconvenience to readers, reviewers and authors. We do
believe that the wait will prove worth it, however.The two articles we publish here are out-
standing: well-grounded, useful, accessible, and beautifully written. Enjoy them both.The spe-
cial section on Arabic will be highly informative for some, controversial for others, but
immensely valuable for all. And the broad range of materials reviewed ensures that everyone
will have an excellent reason for taking the time to peruse Review 64.

As is almost always the case, we include also two in memoriam pieces, mourning the loss
of two colleagues who, whatever their differences, shared the remarkable ability to make his-
tory in our profession. Dora Kennedy and Eleanor Jorden were accomplishing, in the 1940s
and 1950s, what could be done only by women who had no intention of waiting for libera-
tion to be liberated! Both were forces to be reckoned with — but also the dearest friends
one could possibly wish for.We shall miss them.

Finally, this journal will be posted electronically on our website at www.nectfl.org.There,
you will also find full information on the upcoming conference, March 25-27, at the Marriott
Marquis Hotel on Broadway in New York City.There is simply no other professional develop-
ment experience quite like it for world language educators at all levels of instruction — it is
large enough to provide for the needs of classicists, community college faculty, immersion
teachers, department heads who teach French or Spanish, Russian professors in liberal arts
colleges, teacher educators at major public universities, Italian program directors, German
middle school instructors, government language teachers, and on and on. Yet it is intimate
enough that you know you'’ll see colleagues and friends, you’ll be able to get to every booth
in the exhibit hall, and there will be room for you in sessions and social events.This will be
our last conference in New York City for at least a few years, so we are especially eager to
see all of you there and to show you what we can do for you!

Cordially,

S AE

Rebecca R. Kline
Executive Director

FROM THE EXECUTIVE DIRECTOR 1



Guidelines for Preparation of Manuscripts

All articles submitted will be evaluated by at least two,
normally three, members of the Editorial Review
Board. Elements to be considered in the evaluation
process are the article’s appropriateness for the journal’s
readership, its contribution to foreign language education
and the originality of that contribution, the soundness of
the research or theoretical base, its implications for the
classroom, and finally, organization, focus, and clarity of
expression.
As you prepare your manuscript for submission to the
NECTFL Review, please keep the following guidelines in mind:
1. We use the most recent APA [American Psychological
Association] Guidelines,and not those of the Modern
Language Association (MLA) or the Chicago Manual of
Style. Please use the latest edition (5th ed., 2001) of the
Publication Manual of the American Psychological
Association as your guide. For models of articles and ref-
erences, examine The NECTFL Review, the Modern
Language Journal, or a recent issue of Foreign Language
Annals. These journals follow the APA style with minor
deviations (and those being primarily changes in level
headings within articles). Citations within articles, bibli-
ographical entries, punctuation, and style follow the
APA format very closely.You can visit the following web
sites, which give you abbreviated versions of the APA
guidelines:
a.APA Style Resources: http://www.psychwww.com/
resource/apacrib.htm — this excellent site offers
links to several other sites that offer guidelines for
using the 5th edition of the APA guidelines.

b.APA Research Style Crib Sheet: http://www.
docstyles.com/apacrib.ntm — this site by Russ
Dewey at Georgia Southern University, offers a sum-
mary of rules for use of the APA style.

2. Do not submit a diskette with article you are submit-
ting. Instead, submit your article electronically to
rterry@richmond.edu. Please follow these guidelines
carefully to expedite the review and publishing process:
a.Use a PC-compatible word-processing program,

preferably Microsoft Word 2000 or a later
version.
b.Do not use the rich text format.

c. Use a font size of 12 points and use only one font
throughout — we require Times New Roman.
d.Use italics and boldface type when necessary, but do

not use underlining.

3. Please think carefully about the title of your article.
Although “catchy” titles are permissible, even desirable
in some cases for conference presentations, the title of
your article should be more academic in nature, allow-
ing the reader to determine at once what subject the
author(s) will be addressing. It should be brief, prefer-
ably without subtitles, and no longer than 12 words.

4. Effective July 2006, we now require an abstract
of your article.

5. Articles will not be accepted if they appear to endorse
or sell software, hardware, books, or any other products.

6. Do not include the names of the author(s) of
the article on the first page of the actual text.
a. On the first page of the submitted article, authors

should provide the following information:
i. The title of the article
ii. Names and titles of the author(s)

iii. Preferred mailing addresses
iv. Home and office phone numbers
v. Fax numbers (if available)
vi. E-mail addresses
vii.For joint authorship, an indication as to which
author will be the primary contact person (not
necessarily the first author listed on the manu-
script itself).
b.The first page of the manuscript itself should have
the title only, followed by the abstract, then the text.
c. Itis essential that there be no direct references to the
author(s) in the manuscript to be read by the review-
ers. Any “giveaways,” such as references to a particu-
lar institution, when it is obvious that the institution
is that of the author, should be avoided as well.
d.If your article is accepted for publication, you will be
able to make the necessary changes in the final man-
uscript. For the present, however, authors should
refer to themselves in the third person and refer to
studies or projects at “X Middle School” or “X
University.”
The APA guidelines suggest ways that authors can
achieve this necessary degree of anonymity. We do
understand, however, that references to certain web-
sites may necessarily reveal the identity of the
authors of certain articles.

o®

7. Include a short biographical paragraph (this will appear

at the bottom of the first page of the article). Please
include this paragraph on a separate page at the end of
your article. This paragraph should include the follow-
ing information (no longer than 4-5 lines):
a. Your name
b. Your highest degree and what school it is from
c. Your title
d.What level(s) you have taught in your teaching
career: K-12, elementary school, middle school, high
school, community college, college/university, other.
e.Your credentials.
Example:
Charles Bovary (Ph.D., Duke University) is
Professor of French and Foreign Language
Pedagogy at the University of Montana. He
teaches/coordinates .... His research .... He has
published ....

8. Please note that the length of manuscripts averages

approximately 20-25 double-spaced pages, including
notes, charts, and references. This does not mean that
a slightly longer article is out of the question.

9. Authors will receive galley proofs of their article prior

to publication. At this stage, no major changes can
be made in the manuscript. Authors are to read
the galley proofs, verifying the accuracy of the citations
(including the spelling of names, page numbers, and
publication dates); the accuracy of the format of the
references; punctuation, according to the APA
Guidelines; spelling throughout the article. Upon
receipt of the galley proofs, authors are expected to
inform the Articles Editor of any corrections that need
to be made within two weeks. Under no circum-
stances can major textual changes be made at
this stage.

10. Please consult the Checklist for Manuscript

Publication. Promising articles have been rejected
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Guidelines for Preparation of Manuscripts (continued)

because authors did not spend enough time proofread-
ing the manuscript. Proofreading includes not only
reading for accuracy but for readability, flow, clarity.
Using the Checklist will help ensure accuracy. Authors
are encouraged to have several colleagues read the
article before it is submitted.

These guidelines and the accompanying checklist are based

on

similar documents prepared by Maurice Cherry, Editor,

Dimension, a SCOLT publication.

Robert M.Terry, Articles Editor,
NECTFL Review
rterry@richmond.edu

A Checklist for Manuscript Preparation — NECTFL Review

Here are a few reminders, most of which are taken directly
from the APA Guidelines:

1

w

Please remember to use the “spell check” and “gram-
mar check” on your computer before you submit your
manuscript. Whether you are a native speaker of
English or not, please ask a colleague whose
native language is English to proofread your
article to be sure that the text sounds idiomatic
and that punctuation and spelling are standard.
Remember that with the APA guidelines, notes (foot-
notes or endnotes) are discouraged — such informa-
tion is considered to be either important enough to be
included in the article itself or not significant enough to
be placed anywhere. If notes are necessary, however,
they should be endnotes.

a. Do not use automatic footnoting or end not-
ing programs available with your computer. Simply
use raised superscripts in the text and superscripts
in the notes at the end. Automatic endnote/footnote
programs present major problems as we prepare an
article for publication.

b.Do not use automatic page numbering, since
such programs often prove to be impossible to
remove from a manuscript.

Please double-space everything in your manuscript.
The required font throughout is Times New
Roman 12.
There should be only one space after each period,
according to APA format.
Periods and commas appear within quotation
marks. Semi-colons and colons should appear out-
side of quotation marks. Quotation marks and
exclamation points appear inside the quotation
marks only when they are part of the actual quoted
material. Otherwise, they should appear outside of the
quoted material (as, for instance, when the author of
the article is asking a question or reacting strongly to
something).

All numbers above “nine”” must appear as Arabic

numerals [“nine school districts” vs.“10 textbooks”].

Please remember that page number references in

parentheses are not part of the actual quotation and

must be placed outside of the quotation marks follow-
ing quoted material.

Use standard postal abbreviations for states in all

reference items [NC, IL, NY, MS, etc.], but not in the

text itself.

10. Please do not set up tabs at the beginning of the

article (i.e., automatically); rather you should use the
tab key on your computer each time you begin a new
paragraph, which is to be indented only 1/4 inch.

11.Please note the differences between the use and

appearance of hyphens and dashes. Note that dashes

12

13.

1

S

15.

16.

GUIDELINES FOR PREPARATION OF MANUSCRIPTS

(which should be used sparingly) should appear as the
correct typographic symbol (—) or as two hyphens
(-). If your computer automatically converts two
hyphens to a dash, that is fine. APA guidelines,
as well as those for other style manuals, suggest that
commas, parentheses, and other marks of punctuation
are generally more effective than dashes.

Please observe APA guidelines with respect to
the use of initials instead of the first and middle
names of authors cited in your list of
References. Also note the use of the ampersand (&)
instead of “and” to cover joint ownership in both par-
enthetical and bibliographical references. Use “and,”
however, to refer to joint authorship in the body of
your article.

Please reflect on the title of the article. Quite
often titles do not give readers the most precise idea
of what they will be reading.

. Please remember that according to APA guidelines, the

References section does not consist of a list of works
consulted, but rather of the list of works you actually
use in your article. Before you submit your manu-
script, please check to make certain that each
reference in the article has a matching citation
in the References section. Then be sure that all
items in the References section have been cited
within the article itself. In unusual circumstances,
authors may plan to include as an appendix a separate
selected bibliography of items useful to readers, but
not among the sources cited in an article. Please dou-
ble check all Internet addresses before you sub-
mit the manuscript.

Do not imbed boxes and other macros in your

text. Remember that your manuscript will have to be

reformatted to fit the size of the published volume.

Therefore, a table with lines and boxes that you set up
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Introducing Writing Activities into the
Japanese-as-a-Foreign-Language (JFL)
Classroom: A Teacher-Researcher
Collaboration

Akiko Mitsui, Carnegie Mellon University

Jessica Haxhi, Maloney Interdistrict Magnet School (CT)
Richard Donato, University of Pittsburgh

G. Richard Tucker, Carnegie Mellon University

Abstract

This article is a description and analysis of teacher-researcher collaboration on the
development and implementation of writing activities for the G4 and G5 classes of a
PreK-G5 Japanese FLES program.This collaboration made clear to us that the most
important element in writing instruction when time is limited is the quality of the
activity and not the quantity of practice. Writing activities need to give learners
opportunities to express creativity in their writing. For example, copying vocabulary
items from a prepared word bank and combining them can provide opportunities to
engage learners in creative practice writing new characters in meaningful ways even
when their target language does not use roman alphabetic characters. During our col-
laborative work we discussed our conceptions of writing and of meaningful writing
activities with one another, and reorganized and implemented these activities in the
classroom. Samples of activities are provided.

Akiko Mitsui (Ph.D., Carnegie Mellon University) has taught Japanese at several universities
in Japan and in the U.S., including the Education Center for International Students in Nagoya
University and Carnegie Mellon University. Her research interests include second language
writing, sociocultural literacy, and foreign language education, centered on Japanese as a second/
foreign language.

Jessica Haxhi (Sixth Year Diploma in Educational Leadership, Central Connecticut
State University) teaches grades 3-5 and PreK in a Japanese FLES program in Waterbury,
Connecticut. She leads a summer K-8 world languages methods institute and has received the
2002 Milken Family Foundation Educator Award and the 2008 U.S.-Japan Foundation Elgin
Heinz Outstanding Teacher Award.

Richard Donato (Ph.D., University of Delaware) is Associate Professor of Foreign Language
Education and chair of the Department of Instruction and Learning at the University of
Pittsburgh. He directs graduate programs in foreign language education and TESOL.

G. Richard Tucker (Ph.D., McGill University) is Interim Dean of Student Affairs and Paul
Mellon University Professor of Applied Linguistics at Carnegie Mellon University. He has pub-
lished more than 200 books, articles or reviews concerning diverse aspects of second language
learning and teaching.
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Introduction

What can your students do with writing in Japanese! Teachers often have a hard
time answering this generic question.You may say, “My students can write the three
types of Japanese characters — sort of,” or “My students can read hiragana, katakana,
and some kaniji,! but cannot write them without models.” However, you and your stu-
dents may be able to do, or even may already be doing, much more than you think.

This article is a description and analysis of teacher-researcher collaboration in the
development and implementation of creative writing activities for a PreK-5 Japanese
FLES program. This project began when research team members Dick, Richard, and
Akiko asked Jessica, a teacher in a Japanese FLES program in Connecticut, how much
“creative writing” she was doing in her classes. She answered, “Very little, to be honest.”
It seemed as though “creative writing,” as she understood it, simply would not fit into a
75-minute per week FLES schedule.At that time, the teacher focused primarily on devel-
oping students’ reading of individual characters or words through matching and copying
exercises. The research team members suggested to her that “creative writing” could
include any meaning-making writing activity where students combine and recombine
learned elements in novel ways. Students can also write “creatively” if they make choices
and express themselves using the target language, even if these choices are from words
or chunks of words from word banks. In such a case, word banks are one of the sup-
port tools for the students’ meaning-making writing.
Regular dialogue with the research team members

[ € . .
... Creative wril- about these issues and a careful look at her own prac-
ing” could include tices led the teacher to new teaching strategies, better
any meaning- contexts for writing activities, and improved student
making writing achievement and engagement in writing in Japanese.
activity where stu-  Program Background
dents combine and The Japanese Language and Culture Program at
recombine learned  Maloney Interdistrict Magnet School in Waterbury,
elements in novel Connecticut, began in February 2004.The program was

started with a grant from the Foreign Language
Assistance Program with matching city funds. Currently,
the program is fully supported by interdistrict magnet

atively” if they school funds. All 550 students from pre-kindergarten
make choices and (pre-K) to grade five take Japanese. In pre-K, the stu-
express themselves dents have one class per week for 25 minutes. In grades
K-5, students have three 25-minute Japanese classes per
week. Classes range from |8 students per class in the
lower grades to 28 students per class in the upper

ways. Students can
also write “cre-

using the target
language, even if

these choices are grades. There are four classes per grade level. In the
Jrom words or total school population, 41.3% of students are eligible
chunks of words for free/reduced lunches. The racial makeup of the

school is 20.4% Black, 24.1% Hispanic, 52.1% white,

Jrom word banks.” : _ : _
2.7% Asian American, and 0.7% American Indian.
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There are two full-time teachers of Japanese. Kazumi Yamashita, a native speaker
of Japanese, teaches kindergarten through grade two. Jessica Haxhi, a non-native
speaker of Japanese, teaches pre-K and grades 3-5, and has been at Maloney since the
inception of the program. Jessica participated in the present research as an experi-
enced teacher who has been practicing innovative writing instruction techniques.

Table 1.The Philosophy of the Japanese Language and Culture Program

We want our students to:
(1) love studying a foreign language.
(2) love learning Japanese.

(3) develop a range of skills necessary for becoming proficient in any foreign language, such
as using learning strategies and dealing with “foreign” situations.

(4) develop good communication skills for any situation, such as interpreting words in con-
text, and using communication strategies.

(5) feel comfortable speaking in Japanese, to native speakers, non-native speakers, and their
friends.

(6) have a sense of the concept of culture in general and the Japanese culture in particular.
They should know the products, practices, and some of the perspectives of the people
of Japan.

(7) develop their knowledge of their own culture and language through learning about
another language.

(8) want to learn more about Japan and its language, culture, and people.

We have to remember that:

(1) our students are young children.

(2) our students only learn Japanese three times a week for a total of 75 minutes each week.
(3) any activity we create must be interesting and comprehensible for our students.

Therefore, we:
(1) speak Japanese about 95% of the class time.

(2) establish a friendly, low-stress, yet disciplined classroom so that everyone has a safe envi-
ronment in which to learn.

(3) encourage students to use Japanese whenever possible.

(4) give our students “hints” if they have trouble remembering a word.

(5) create units that are age-appropriate and fun, with a strong beginning, middle, and end
(like a story!).

(6) create lessons that incorporate language, culture, comparisons, and subject area content.

(7) introduce students to a variety of cultural games, items, crafts, songs, holidays, and customs.

(8) give students opportunities to use what they learn outside the classroom, through
homework challenges, take-home projects and a comprehensive website.

The program philosophy, outlined in Table | above, illustrates the importance that
the teachers place on standards-based instruction and on specific needs of young learn-
ers. The curriculum revolves around five topic areas: Socializing, Talking about
Ourselves, Shopping, Getting Around, and Telling Stories. Thematic units to develop stu-
dents’ language abilities in these areas are spiraled through the six-year sequence. In
accordance with the National Standards (National Standards in Foreign Language
Education Project, 1996), each thematic unit contains Communication and Culture
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objectives for students, as well as activities utilizin
“The team bas bad ' . . &
content from other subject areas, comparisons of lan-

a continuing inter- guage and culture to the students’ native languages

est in innovative and cultures, and activities that help students use the
literacy practices language beyond the classroom. In addition to using
in Japanese FLES their written K-5 articulated curriculum, the two

teachers talk daily about methodology, unit design,and
activities. During this project, the teachers regularly
discussed the nature of the more “creative” writing
activities being used in the upper-grade classes.

The research team consisted of two professors, Dick and Richard, who have been
carrying out research on FLES programs particularly in Spanish and Japanese since 1993,
and one doctoral student, Akiko, who was interested in writing and writing education
in Japanese as a foreign language and who joined the professors’ research team in 2004.
The team has had a continuing interest in innovative literacy practices in Japanese FLES
programs, along the same lines as Chinen, Igarashi, Donato, and Tucker (2003), Mitsui,
Morimoto, Tucker, and Donato (2005), and Mitsui, Donato, and Tucker (2007). Jessica, an
elementary school Japanese teacher,became a member of this research team in fall 2007.
She was nominated to participate by several members of ACTFL and NNELL.The team
members contacted her and explained their interest in collaboration involving writing.
We then began to discuss writing instruction and ways to infuse more meaningful writ-
ing activities into a comprehension-based program.The teacher implemented the collab-
oratively developed activities and sent the teaching materials and students’ work from
her classes to the research team so that the researchers could examine the students’
productivity as well as the nature of creativity in their work.

programs...”

Before: Literacy Instruction in Jessica’s Classes

Over time, the teachers in the Japanese FLES program in question had tried many
different ways to develop students’ reading skills. If writing were also required as a
curricular goal, it seemed that students’ ability to attain expected levels of speaking
proficiency would suffer, within the constraints of the 75-minutes-per-week schedule.

Table 2.“Can Do” statements for reading and writing

I have solid beginning reading skills in Japanese.

* | know the differences among kaniji, hiragana, and katakana, both how they are used and
their appearance.

* | know that a typical Japanese sentence uses all three types of characters.

* | can read all 46 hiragana characters, one-by-one.

* | can recognize many Japanese words by sight.

* | can sound out some new words with simple spellings.

* | can copy many hiragana with confidence that | am using correct stroke order.
* | can write my name without copying.

* | can write some hiragana that | have used often.

* | can write Japanese sentences, if | have some hints and words to copy.
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In addition, when students were asked to read and write in Japanese (without exten-
sive support), the teachers noticed that some students began to fall behind expected
outcomes or lose interest in class activities. Reading and writing goals that students
would complete by the end of fifth grade were therefore confined to the areas
described in Table 2. These areas are expressed as “Can Do” statements that teach-
ers and students refer to and also use for student self-assessment purposes.

The teachers have a number of instructional strategies to develop these “Can-do”
skills. Students are exposed to hiragana and katakana through books, labels, and
nametags beginning in pre-kindergarten. In kindergarten, the students begin copying
their names in katakana. In the first and second grades, the students are exposed to
hiragana and katakana charts daily,and work with written words in the context of the
units taught. Students are often asked to copy a word of their choice, complete word-
to-picture matching activities, or put words in the order of a song or haiku in order
to develop familiarity with written Japanese.

In third grade, the students learn to read single hiragana through pictorial associ-
ations. (For example, shi in Japanese (L) is pronounced like “she” in English, and a
sentence such as “| like the way she wears her hair” makes a connection between
the look of the character and its pronunciation.)
Students learn the basic rules of Japanese writing
(e.g., strokes should be written from top to bottom,
or from left to right) and the stroke orders of each

“..it appears that
teachers of early

character. During the New Year unit, students write a
word they have memorized with a brush to make a
scroll (a traditional New Year’s activity in Japan). As
students begin to interact with more texts such as
pen pal letters from Japan, the teacher provides les-
sons on the three types of Japanese writing so that
they can distinguish among hiragana, katakana, and
kaniji in a very general way. The teacher uses a song
and the context of new vocabulary to teach how ten
ten and maru marks change the pronunciation of cer-
tain characters.The program does not focus on kanji,
but the students may recognize the days of the week,
as well as gatsu (month), nichi (day), sai (years old),
and yen (Japanese currency).

The curriculum also has standards for presenta-
tional communication; however, this type of instruc-
tion did not push students to their potential for
communicative and creative writing.

Although undocumented, in our experience it
appears that teachers of early foreign language learn-
ers have viewed young children as capable of com-
prehension but incapable of producing language
creatively in writing. The issue is how to harness
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young learners’ natural tendencies to make meaning
with words and images once they are introduced to
gradual scaffold- writing practices in their homes and classrooms. As
ing of writing tasRs  any parent or guardian has observed, it is common to
leading students to observe young children who invent spellings, scribble
take more owner- on paper with their crayons, and try to imitate the
. various forms of writing that they encounter in their
ship of what they lives (Chomsky, I97I;Rgead, I97I);.Young foreign lan-
want to say and

guage learners are no exception.
creating the need

for them to use The Activities

tools provided in The team discussed various activities for Jessica’s
fourth- and fifth-grade students that would engage
them in writing as acts of communication, since these

“Here we see the

the classroom for

expressing them- were the grades in which matching the tasks being
selves in open- given to the language level and interest of the stu-
ended formats.” dents seemed the most challenging. The team

decided that students needed to be assisted in the
process of more “creative” writing through various
tasks that would allow them to express their ideas in writing. A rich dialogue about
the actual assessments, teaching strategies, and student performance continued via
email throughout the year. These discussions entailed gaining an understanding of the
curriculum, of how writing activities could support aspects of the curriculum and stu-
dent learning, and of how the sequencing of tasks could lead to more creative and
communicative uses of writing in the classroom. The following three activities are
illustrative of writing in the project as it evolved.We also provide samples of student
work for two activities that we believe capture the richness of student writing.

After: Integrating Literacy into the JFL Classroom

Pen Pal Letter Writing to Japanese Students

This interactive writing activity was carried out in December 2006 as part of a unit
called “School and Me.” Jessica arranged with an elementary school in Japan to
exchange pen pal letters. Her students were required to write in Japanese their
name, age, and birthday in complete sentences as prompted by the teacher.Then they
wrote about their likes and dislikes of school subjects and hobbies using at least two
new sentence structures in their letters. The likes/dislikes section became the main
focus of assessment. Students were given a hint paper with four possible sentence
endings using degrees of likes and dislikes in mixed order, and a picture dictionary for
hobbies written in hiragana and katakana. Students used these to create at least two
sentences on their own. As a comprehension check, they were also asked to trans-
late the two sentences for an “American friend who wanted to know what they had
written.” Here we see the gradual scaffolding of writing tasks leading students to take
more ownership of what they want to say and creating the need for them to use
tools provided in the classroom for expressing themselves in open-ended formats.
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Literacy in the class begins to take shape as another mode of communication follow-
ing its own conventions and rules.

In the writing sample in Figure |, the development of cohesive written discourse is
observed.The student begins with a greeting, a self-introduction, and the description of
various things she likes, dislikes, loves or responds to neutrally. She uses connectors,
such as demo (but) and soshite (and), to make coherent links between sentences, as
opposed to listing discrete sentences with no relationship among ideas.The teacher had
written these connectors on the board as optional elements; the student correctly used
them in the appropriate places in the letter. Furthermore, she asks what kind of pie the
reader would love most in the second sentence from the last, so as to make the letter
more interactive.Asking the letter reader a question was self-initiated. This provides evi-
dence that young children implicitly understand that writing a letter is as communica-
tive as speaking with another person and that letters are written forms of dialogue.

Figure I. A writing sample of a pen pal letter (Written by a grade 5 girl who
started to learn Japanese in Pre-K)
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Translation

To (my) friend in Japan,

Hello!!

I’m {last name, first name}.

I’'m 10 years old. (My) birthday is February 23rd.

| love arts and crafts, however | don’t like English. I like gymnastics.
But (I like) social (science) so-so. | love apple pies.

I love tea. | don’t like fish. I like purple. ***** [ love animation.

| love comic books. But. | don’t like cheer leading. And | love pets and
reading. | like video games.

| like piano. *** What kind of pie do you love the most?

| love penguins.

From {first name}

Note: Round parentheses () indicate additions to make the English translation smooth that
do not reflect errors in the original.

Writing Poster Activity

This activity was carried out in April 2007 during a unit entitled, “Japan Cities —
Marketing Project.” The task was to work in cooperative groups to create a market-
ing plan to convince Japanese young people to travel to various cities in Japan. They
learned how to use ~ga iru/aru (there is/are~) with landmarks and foods, and “it is +
adjective” with adjectives such as “fun,” “pretty,” “big,” “interesting,” etc. Then, each
student created a poster individually, as a reflection on the project, highlighting one
landmark in a city of their choice. This task required them to work on their own to
write their own names and the name of the city, use at least one adjective sentence,
and draw a quick picture of the landmark. Students were allowed to use a vocabulary
sheet and a sheet with the sentence endings ~ga iru/aru (there is/are~). They could
copy from the materials, including kanji, but they had to understand how to put the
sentences together to make meaning. These posters were presented at a “Japan Fair”
as groups answered questions in Japanese about their city. At the end of the unit, the
group also produced a commercial for their city using Microsoft Photostory with
recorded oral descriptions and some typed titles in Japanese.Within the context of
this thematic unit, the poster writing activity described represents an engaging and
real-world use of writing as it asks students to take ownership, persuade, and use
tools at their disposal.

What is Happening Here?

The last activity was carried out in May 2007. This writing activity was the final
assessment of a unit in the TPR storytelling-style without using any English. The unit
culminated with the Japanese folk tale, Momotaro (Peach Boy). First, students learned
the main characters, setting, and actions in the story through large pictures paired
with gestures and a variety of comprehension games and mini-stories. They also
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developed reading ability through games such as acting out written sentences and
word-to-picture matching games.The class did a choral reading of a teacher-modified
version of the Momotaro story. As an oral assessment, the students formed small
groups and read or acted out the story for Pre-K students. Finally, the written assess-
ment was given: students received a picture dictionary illustrating the verbs learned
and a hiragana chart. Given three pictures selected from the DVD of the story, the
task prompt was “Write as many sentences as you can” about each of the pictures.
Specific instructions were given about particles: students could use particles such as
wa, ga, ni, or o (roughly, a topic marker, a subject marker, a direction marker, and a
direct-object marker) where they thought they needed them and these characters
were written in the picture dictionary as well. It is noteworthy that this and previous
activities include multiple modes of communication and integrate reading with writ-
ing and listening comprehension (e.g., the TPR lesson). In this final activity students
were given complete freedom to express as many ideas about their stories as they
could based on what struck them as interesting and important. Although support is
not entirely taken away, it is reduced and more targeted structures for the students’
attention are identified (i.e., particles).

In Figure 2, the writing sample contains |0 sentences and complex grammatical
structures. For example, to describe the first picture, the student used the verb
iimashita (said) with the quotation particle to, to describe the conversation between
the monkey and Momotaro. In addition, she used issho ni (together) and chotto (a lit-
tle bit), words learned orally in class. Two spelling errors (missing a long sound and
the doubling of a consonant) and wrong use of particles did not impede comprehen-
sibility. In summary, she did not copy from her dictionary but described the story in
her own words.While this student’s product was uniquely advanced within the sam-
ples collected, it does reflect the extent to which students are engaged by more cre-
ative tasks and motivated to utilize grammar and phrases far beyond the vocabulary
that was being explicitly taught.
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Figure 2. A writing sample of picture descriptions (Written by a grade 5 girl
who started to learn Japanese in Pre-K)

Write 05 many senterces as \ou can alooud
eacn ptcm.n: Use \oux Verbs handoud and
niagono- chark, i+ You need tnem,
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Translation

Momotaro and a dog went together.

When they went a little bit, they met a monkey.
(She) said, Momotaro, please give me a kibi-ball.
(Momotaro) said yes.

To Momotaro, the kibi-ball gave the monkey. [Momotaro gave a kibi-ball to the monkey.]
To the monkey, (X) ate the kibi-ball. [The monkey ate the kibi-ball.]
The monkey, the dog and Momotaro went together.

For Momotaro, (he is) very hungry.
To Momotaro, (he) ate a meal.
(He) grew big.

Note: There are several spelling and grammar errors; where these do not affect the meaning
they have not been indicated in the translation, and where they do affect it but the
student’s intention is understandable, this has been indicated. Square brackets [] sup-
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plement errors of omission in the Japanese; round parentheses () indicate additions to
make the English translation smooth that do not reflect errors in the original.

What Has Changed — Literacy Instruction

The descriptions of these three activities provide a snapshot of what was happen-
ing with those particular students, but they cannot adequately communicate how
much the project affected reading and writing instruction at Maloney across grade
levels. Suggestions from the team led to activities that have much more communica-
tive purpose, creativity, integration with other modes of communication, and interac-
tion than before. Teaching is also more efficient and on-target, making it possible to
reach higher levels of achievement in reading and writing. Improvement in instruction
is most evident with the current fifth graders (the beneficiaries of the innovations
over the past two years). The teacher’s impression is that they are the best readers
and writers she has ever had. Even the struggling readers seem to enjoy the activities
more, perhaps due to the variety, meaningfulness, and fun that have been injected into
the lessons.These improvements all arose from an open discussion of the main obsta-
cles that seemed to prevent students from being good readers and writers.

Discussions with the team helped the teacher consider the nature of the activities
that she had been using. Suggestions from the team led her to pursue more contex-
tual writing assignments with meaning and purpose directly related to unit content
and student interest. Now third graders write a packing list using colors and a cloth-
ing picture dictionary during their “Flight to Japan” unit. Fourth graders create restau-
rant menu posters with foods of their choice. They also write short “e-mails” (not
actually sent) as preparation for writing pen pal letters. Fifth graders this year created
manga cartoons to illustrate conversations learned. All students now learn to write
calendar dates and monetary amounts with kanji. In all classes, the teacher has added
some direct strategy instruction about making sentences in Japanese and comparing
sentence order to English.

The Team Dialogue

The Researchers’ Perspective: Dick, Richard, and Akiko’s reflection on the
collaboration

Talking about teaching writing in Japanese can
make teachers feel intimidated since writing is often -
less emphasized in the program than speaking. Even the strug-
However, thanks to Jessica’s open-mindedness and  gling readers seem
frequent detailed reports, we researchers had the to enjoy the activi-
opportunity to support the development of her
activities. Discussing actual activities with her as she
created them and sharing our own experience as

ties more, perbaps
due to the variety,

teachers encouraged us to consider the type of sup- meaningfulness,
port Japanese teachers may need. Simultaneously, it and fun that bave
was a good opportunity for us to consider the mean- been injected into

ing of teaching writing for Japanese programs in gen-

' : the lessons.”
eral, and in particular, to reflect on approaches to
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“It was a luxury to
be able to work
closely with
experts who knew
about the Japanese
language, under-
stood the realities
of FLES teaching,
and were able to
dialogue with me
over a long period
of time.”

writing instruction in a Japanese FLES program that
draw on students’ creativity and go beyond merely
introducing new characters and having students
reproduce them.

The Teacher’s Perspective: Jessica’s reflection
on the collaboration

Participation in this project was beneficial to me as
a teacher on many levels. It was a luxury to be able to
work closely with experts who knew about the
Japanese language, understood the realities of FLES
teaching, and were able to dialogue with me over a
long period of time. Because these professors were so
receptive to my ideas and so respectful of my teaching
experience, | felt honored, heard, and motivated to
improve my teaching. That is a rare experience, even
with my yearly professional development plan at

school. My administrators have been very supportive over the years, but they have
never been able to give me specific suggestions related to Japanese language teaching.

Working with this team helped me implement new strategies for teaching reading
and writing, and maintain those improvements in the long term.As a person who has
always needed to try something before | could fully grasp it, having the team there to

“The suggestion
emerging from this
collaborative
research is that we
ought to consider
the quality of
the activity, not
the quantity of
Ppractice: providing
various writing
activities that
allow the students
to combine and
recombine lan-
guage in creative
and meaningful
ways.”

discuss “how it went” was an incredible learning tool
for me, and helped me to make permanent changes
in my teaching. As Donato (2002) has written, the
professor-teacher mentorship model should not be
underestimated for highly successful instructional
improvement and teacher development.

Conclusion

Limited time for instruction always poses a chal-
lenge for the teacher to integrate creative writing
into the curriculum. The suggestion emerging from
this collaborative research is that we ought to con-
sider the quality of the activity, not the quantity of
practice: providing various writing activities that
allow the students to combine and recombine lan-
guage in creative and meaningful ways. In other
words, copying words from a word bank to combine
and recombine them in order to convey meaning to
others is a type of creative writing that is totally dif-
ferent from copying words from the word bank to
memorize them for reproduction. In addition, design-
ing the curriculum thematically and meaningfully is a
basis for these types of activities; however, by itself it
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is not enough to push the students to use language in creative ways. The source of
inspiration for these ideas was the cooperative effort between teacher and research
team toward development of new strategies for the teaching of reading and writing,
along with the discussion of those strategies over time.

Note

I. The Japanese language is usually written in a combination of three scripts, called hiragana,
katakana and kanji (Chinese characters). Hiragana (46 letters) are used for Japanese-origin
words and grammatical relations between words (e.g., particles and grammatical inflec-
tions). Katakana (46 letters) are used for foreign-origin words. Kanji are used to represent
content words, and one needs to learn 1,945 kanji, designated by the Japanese govern-
ment as Joyo kanji (characters for daily use), in order to read newspapers. Children of
Japanese native speakers officially begin to learn hiragang, katakana, and kanji in grade |,
although many of them have already acquired hiragana by that time (Akamatsu, 2005).
Children continue to learn Joyo kanji up to grade 9 (Japanese Ministry of Education, 1998).
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Proposed High School Reform and
World Language Education in
Connecticut: How The Connecticut Plan
Misrepresents the Evidence

Timothy Reagan, Central Connecticut State University

Abstract

The Connecticut State Department of Education (CSDE) has recently proposed a
sweeping change to the secondary school curriculum, entitled The Connecticut Plan.
The Connecticut Plan will establish a mandatory core curriculum for all students in the
state, as well as statewide assessments in particular subjects. The proposed core cur-
riculum does not include the study of a world language except as a one-year elective
course.This decision, according to the CSDE, is based “on what scholars know about
children’s acquisition of language” and is presented as both good policy and good sci-
ence. In this paper, | argue that the articulated rationale in The Connecticut Plan is
based on a misunderstanding of the scientific research on language learning and lan-
guage acquisition, and further, that there are powerful and compelling arguments for
the inclusion of the study of world languages in secondary schools.

Introduction

The Connecticut State Department of Education (CSDE) recently proposed a
sweeping change to the secondary school curriculum, entitled The Connecticut Plan.
The Connecticut Plan would establish a mandatory core curriculum for all students in
the state, as well as statewide assessments in particular subjects. The proposed core
curriculum did not include the study of a world language, except as a one-year elec-
tive course. This decision, according to the CSDE, is based “on what scholars know
about children’s acquisition of language” and is presented as both good policy and
good science. Although the current status of Connecticut’s high school reform effort
is unclear, the effort has moved forward from the CSDE to the legislature, where it
is the subject of on-going debate and intensive lobbying. The development and artic-
ulation of the reform effort, especially with respect to issues surrounding the role and
place of world language study in the curriculum, are worth studying regardless of the

Timothy Reagan (Ph.D., University of lllinois, Champaign-Urbana) is Professor of Educational
Leadership at Central Connecticut State University. He has held appointments in foreign lan-
guage education and linguistics at Gallaudet University, the University of Connecticut, Roger
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where he was also Executive Dean of the Faculty of Humanities. His areas of research include
foreign language pedagogy, applied linguistics, and the linguistics of natural sign languages (ASL
and South African Sign Language).
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outcome of this current effort. In this article, | argue
that the articulated rationale in The Connecticut Plan
is based on a misunderstanding of the scientific
research on language learning and language acquisi-
tion, and further, that there are powerful and com-
pelling arguments for the inclusion of the study of
world languages in secondary schools.

In January 2008, Connecticut State Education
Commissioner Mark McQuillan made a presentation to
the Connecticut State Board of Education on
“Secondary School Reform in Connecticut” (McQuillan
& Voss, 2008). In that presentation, the Commissioner
briefly outlined the history of secondary school reform
efforts in the state, and went on to discuss the charge
to the Ad Hoc Committee for Secondary School
Redesign. The charge to the committee was in no way
particularly unusual as such things go; the Committee,
originally constituted in June 2007, was to

“In this article,

I argue that the
articulated
rationale in The
Connecticut Plan is
based on a misun-
derstanding of the
scientific research
on language learn-
ing and language
acquisition,
and further, that
there are powerful
and compelling
arguments for the

* improve Connecticut’s high school graduation
rate.

* prepare graduates for successful entry into
college or the workplace, predicated on the
completion of required full- and half-year
courses, end-of-course examinations, authentic
assessments and career paths reflecting the
individual needs and aspirations of each student.

* recommend which secondary courses and end-of-course examinations must be
passed by all students to receive a high school diploma by 2015, as well as the
essential 21st Century Skills [sic] needed to work successfully in a global economy.

* formulate its recommendations ... solicit pubic opinion and feedback, analyze
the financial implications of the recommendations,and present its final proposal
to the State Board of Education.... (McQuillan & Voss, 2008, pp. 4-5)

The Ad Hoc Committee was actually driven by a number of articulated concerns:
the need to address the well-established “achievement gap” in Connecticut, the need
for large numbers of secondary school graduates to take remedial coursework at the
college and university levels, the claims that secondary school graduates are often
unprepared for the workplace and that a Connecticut secondary school diploma has
low economic value, the growing numbers of school districts in Connecticut facing
“No Child Left Behind” (NCLB) sanctions, the extremely high juvenile incarceration
rates for both Hispanic and African American males, the need to better prepare stu-
dents to function in a global economy, and a number of other concerns (see McQuillan
& Voss, 2008). Some of these issues, it seems to me, are perfectly legitimate and defi-
nitely deserve the attention of all educators in the State — the “achievement gap” is
real and indefensible. Others are somewhat more debatable — although there are

inclusion of the
study of world
languages in
secondary schools.”
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“Indeed, it would legitimate ways of determining the ec.onomic value
(or value added) of, say, a Farmington diploma or of a

seem rather New Haven diploma, given the diversity of the state
self-evident that if  and its educational institutions, it is not by any means
students are to be all that clear how one might realistically determine
better prepared the economic value of a “Connecticut secondary
school diploma” Finally, at least some of the con-

or functioning in )
f f g cerns that the Ad Hoc Committee were to address

a global economy, are simply chimeras — because of its very nature and
Jor instance, then its commitment to continuing improvement regard-
world language less of one’s starting point, NCLB will result in

study should be an increasing numbers of so-called “failing districts”
. across the country, and indeed, in the relatively near
imporiant aspect of future if NCLB is not modified, there may well be no
secondary school non-failing districts (see Jones, Jones & Hargrave,
education...” 2003; Kohn, 2000; Nichols & Berliner, 2007; Noddings,
2007; Orfield & Kornhaber, 2001; Sacks, 2001).

These issues aside, when it was created, the Ad
Hoc Committee posed no serious threat for world language education in
Connecticut. Indeed, it would seem rather self-evident that if students are to be bet-
ter prepared for functioning in a global economy, for instance, then world language
study should be an important aspect of secondary school education — a point to
which | will return later. In one of the Commissioner’s presentation slides, entitled
“Components of Student Success Plan,” a diagram is presented in which the
“Professional Skills” and the “21st Century Skills” to be provided to all Connecticut
students as a result of the secondary school reform included seven broad curricular
areas: science, mathematics, English language arts and reading, history and social stud-
ies, the arts, physical education, and world language (McQuillan & Voss, 2008, p. 31).
Another slide included a draft “Matrix of Choices and Requirements” for the Core
Curriculum that was being constructed, and this matrix explicitly included two
mandatory years of world language instruction in secondary school (McQuillan &
Voss, 2008, p. 32). All of this, incidentally, was completely in keeping with an earlier
Connecticut State Department of Education publication, A superior education for
Connecticut’s 21st century learners: Five-year comprehensive plan for education: 2006-
201 I, which was issued under Interim Commissioner George Coleman in 2007.This
earlier document outlined a proposal for secondary school reform that included two
years of mandatory world language study (see
Connecticut State Department of Education, 2007).
Thus, as of January 2008, it would seem that there
was little cause for concern, though there was reason

“..two years is
bardly a sufficient

introduction to for disappointment.After all, two years is hardly a suf-
the study of a ficient introduction to the study of a language other
language other than one’s own, and, not uncommonly, “globalization”

seemed to be present more in the rhetoric of the
proposals than in their realities.

than one’s own...”
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We now jump ahead to the Spring of 2009, and to «
The Connecticut Plan: Academic and Personal Success for ...what The

Every Middle and High School Student (Connecticut Connecticut Plan
State Department of Education, 2009) as it was sent actually offered
to the legislature.When we consider The Connecticut was the elimination
Plan, it is clear that something had happened — some- in any meaningful

thing quite unusual and dramatic. | should begin, bor-
rowing a line from a wit whose name escapes me, by
noting that much that was in The Connecticut Plan was
new, and much was quite good.Alas, to a not insignif- the secondary
icant level, much of what was good in The Connecticut school level.”
Plan was not all that new, and even more, much in the
Plan that was new was most decidedly not good. In
the case of world languages, what began as a two-year requirement had become a one-
year elective, competing with English Language Arts Tutorial, English, Social Science,
Fine Arts, or “other humanities” courses (Connecticut State Department of Education,
2009, p. 14). Note, though, that students were already taking four required English
courses, four required social studies courses, and one required fine arts course. In
addition, whatever the potential benefits of world language study might be, they are
unlikely to be particularly useful or noticeable after only a single year of study. Thus,
what The Connecticut Plan actually offered was the elimination in any meaningful way of
world language study at the secondary school level.

There is an additional concern here as well, and that has to do with the increas-
ing focus in U.S. public education on accountability and assessment. Of course, both
accountability and assessment are perfectly reasonable and indeed desirable in prin-
ciple, but what has taken place in recent years is that they have come to drive the
curriculum (Jones, Jones & Hargrove, 2003; Nichols & Berliner, 2007; Noddings, 2007;
Orfield & Kornhaber, 2001).The issue of assessment is especially important in a doc-
ument like The Connecticut Plan, in which State-developed final examinations are pro-
posed for a number of subjects, including Algebra I, Geometry, Biological/Life Science,
English Language Arts I, and American History
(Connecticut State Department of Education, 2009,
p. I'1).The problem here is that, as we all know, sub-
jects that are tested are invariably seen as more
important than those that are not tested. | am not ment are perfectly
necessarily advocating state-mandated world lan- reasonable and
guage examinations, but | am reminded of something indeed desirable in
that my son said when he was in middle school. | had principle, but what
asked him how he was doing in school, and he
reported that he was doing very well,and went on to

way of world
language study at

“..both accounta-
bility and assess-

bas taken place in

tell me about his achievements in mathematics, in recent years is
English, in social studies, and in science, all of which that they bave
seemed to be going quite well. | then asked him come to drive the

about French, and he looked at me somewhat
askance, and said, “OK, but French isn’t a real class.”

curriculum.”
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“It is intriguing
that when there is
a shortage of
mathematics
teachers, no one
suggests that we
should consider
eliminating
mathematics —
and yet for world

Puzzled, | asked him what he meant, and he replied,
“Look, in real classes like English and math, they give
us grades, but in French, we only get S’s. If it really
mattered, they’d grade us” Now, | am sure that the
school’s decision to use what was essentially a
pass/fail grading system in the first year of French
was well intended — my guess is that it was a way of
attempting to minimize student anxiety and make the
foreign language learning experience a more positive
and effective one. Unfortunately, as my son’s com-
ment makes clear, the decision also sent a powerful
and presumably unintended message to students.The

message, unfortunately, also reflected the reality of
the place of foreign language education in U.S. educa-
tion. Such classes are all too often viewed — not
only by students, but also by many teachers, adminis-
trators, and parents — as non-core, optional, and
really relatively unimportant when compared to ‘real’
subjects like English, mathematics, history, science, and so on. The Connecticut Plan,
whatever its positive elements, only made this situation worse in my view.

How did the proposed changes with respect to the role and place of world lan-
guages in the secondary school happen? The Ad Hoc Committee actually offers an
explanation for what they undoubtedly recognized would be a very controversial
decision (see Connecticut State Department of Education, 2009, p. 16).The rationale
provided is interesting, and bizarre. The Ad Hoc Committee began by noting that they
“discussed the implications of adding this requirement for all students when signifi-
cant disparity exists around the state in delivery of world language instruction”
(Connecticut State Department of Education, 2009, p. 16). By this, the Committee
meant that some districts offer more world language study opportunities than do
others, and that some districts begin offering world languages earlier in the curricu-
lum than do others. The Committee also noted the shortage of teachers, suggesting
that “there are not enough teachers to reasonably expect districts to implement this
requirement” (Connecticut State Department of Education, 2009, p. 16). The dispar-
ity that the Committee notes is a real one, though the solution is by no means obvi-
ous. They could just as easily suggested solving it by taking the study of world
languages seriously, working to train and hire sufficient numbers of language educa-
tors and mandating earlier study of world languages in the schools and including
some level of language competence as a graduation requirement. It is intriguing that
when there is a shortage of mathematics teachers, no one suggests that we should
consider eliminating mathematics — and yet for world languages, this seems to be an
acceptable jump.

The pragmatic concerns about the feasibility of requiring the study of world lan-
guages in secondary schools in Connecticut are only one part of the Ad Hoc
Committee’s rationale for eliminating world languages. The more powerful argu-
ments, in the words of the Committee, centered “on what scholars know about chil-

languages, this
seems to be an
acceptable jump.”
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dren’s acquisition of language” (Connecticut State Department of Education, 2009, p.
16). The relevant paragraph reads as follows:

The Committee concluded as a matter of policy and science, that Connecticut
should move decisively to implement world language programs in the elementary
grades first, rather than insist on a formal credit requirement in high school. For a
majority of students a high school world language requirement may have little
long-term value if it is not preceded by several years of quality world language
instruction in elementary and middle school. We know, for example, that young
children between the ages of 2-8 are developmentally more receptive to acquir-
ing a second language than they are when they enter adolescence. Moreover, we
know that many students will voluntarily elect to study language, many as early as
6th grade, when such courses can more reasonably be accommodated into the
schedule than is possible in elementary schools. (Connecticut State Department
of Education, 2009, p. 16)

This relatively short paragraph includes a number of powerful and significant
claims — claims which are asserted to be “scientific” and based on “what scholars
know about children’s acquisition of language” What | want to suggest is that the
claims offered are not, in fact, “scientific” at all, nor are they in fact representative of
what we know about the acquisition of language. Rather, they seem to be based on
common folk wisdom about language and language acquisition — much of it simply
(and demonstrably) wrong scientifically. There is also, by the way, a fundamental con-
tradiction here: on the one hand, the Committee advocates implementing world lan-
guage programs in the elementary grades, while at the same time it notes that “many
students will voluntarily elect to study language, many as early as 6th grade, when
such courses can more reasonably be accommodated into the schedule than is pos-
sible in elementary schools” (Connecticut State Department of Education, 2009, p.
16). In other words, we should begin world language programs in the elementary
grades, but the curricula in such grades is already too packed for world language
study, so it will have to wait until middle school. Nevertheless, since children learn
language best early, we need not include world language as part of the core second-
ary school curriculum. Finally, presumably in order to demonstrate their strong com-
mitment to world language study, the Ad Hoc Committee concludes by noting that,
“As the conclusion to our deliberations, the Committee strongly recommends
that students and districts begin formal world language study as early as possible in
grades K-5, that formal instruction begin no later than 6th grade, and that students
with a strong interest in world language study build this into their Student Success
Plans and make full use of the opportunities to study second languages in the elec-
tive courses outlined above” (Connecticut State Department of Education, 2009, pp.
16-17, emphasis in original). This is not an argument, it is rhetoric used to disguise the
lack of an argument.

As for the “science,” there are several issues that | wish to raise. The first is that
the Committee simply asserted what the “science” says and what “scholars know,”
without providing any citations or references to back up these claims. Even more
important, though, is the fact that the Committee’s assertions on these topics are
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misleading at best,and for the most part, simply erro-
neous. The fundamental issue at stake is when indi-
viduals can and should learn a second language; while

“Children acquire
their first language

naturally, and do one might think that this is a simple matter that
so well before they  would be easily resolved, it is actually somewhat
enter school. Up complicated. There is, first, a basic distinction made in

linguistics between language acquisition and language
learning (see Braidi, 1999; Crain & Lillo-Martin, 1999;
(generally takento 4550, 2000, pp. 120-150, 167-183). Children

to a certain age

be around 12), acquire their first language naturally, and do so well
they are also capa- before they enter school. Up to a certain age (gener-
ble of acquiring ally taken to be around 12), they are also capable of

acquiring additional languages in appropriate settings.
. In other words, if a child is placed in a context in
guages i appro- which a second language is spoken naturally, then she

priate settings.” or he will acquire it. A dual language immersion pro-
gram, for instance, can result in second language
acquisition of this sort. The same does not apply to
language learning settings, which are formal contexts of the kind that we typically pro-
vide in world language education classes. These settings do not provide an opportu-
nity for natural language acquisition, but rather, for language learning, which may (or
may not) eventually lead to language acquisition.

Second, the Committee’s claim “that young children between the ages of 2-8 are
developmentally more receptive to acquiring a second language than they are when
they enter adolescence” completely ignores this important distinction between lan-
guage acquisition and language learning. It also ignores the fact that while adult learn-
ers (that is, those over |12 years of age) learn second languages in a different way than
do younger children, this does not mean that they do so in a necessarily inferior way.
There are differences associated with when one learns or acquires a second language,
but just as young children have certain advantages, so do older learners. The advan-
tages are different but nevertheless very real. As Ronald Macaulay has noted,

additional lan-

The age at which an individual learns a second language may affect the manner in
which it is learned and the proficiency that is achieved.While there is considerable
disagreement among scholars about the differences between children and adults
in their ability to learn a second language, the one point on which everyone agrees
is that children find pronunciation easier than adults do.Although some adults can
learn to speak a second language without a “foreign accent,” most adults do not.
Children up to the age of about twelve, however, usually learn quite quickly to
sound like native speakers of the language.The reasons for this difference between
children and adults are a matter of some dispute but one theory is that it is linked
to the maturation of the brain, which reaches its maximum size about the age of
twelve. It is also possible that psychological factors play a role. Since the way you
speak is a badge of identity, a foreign accent is a way of signaling that you were not
brought up from an early age in the country.This may help the hearer to make a
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better estimate of what the speaker is likely to know.As Stuart Gilbert observed,
only spies want to speak a foreign language perfectly. (2006, pp. 120-121)

The differences between second language learning for children and for adults go
well beyond pronunciation, however. Among the other differences are the fact that
adult learners, in addition to being more subject to linguistic interference from their
first language, also tend to be learning second languages in more formal settings, to
rely more on written texts, already to possess considerable knowledge of the world
(including, sometimes, metalinguistic knowledge), and to have widely differing levels
and types of motivation for learning the second language (see Byrnes, 1998; Gass &
Selinker, 2001; VanPatten & Williams, 2007). In short, comparing second language
learning in children and adults is basically comparing apples and oranges: even if the
end result is very similar, the process is quite different. This does not, however, mean
that if one has not learned a second language by the age of twelve, the situation is
hopeless.As one of my favorite bumper sticker notes,“Monolingualism is curable” —
regardless of one’s age.

An additional problem with the Ad Hoc Committee’s reasoning has to do with the
rationale for why one might wish to include world language study in the curriculum
at all. To some extent, this is probably the fault of language educators as much as the
Committee itself, since we have long conflated the advantages of knowing a second
language with those of studying a second language (see Brown, 1995; Jarvis, 1980; Met
& Galloway, 1992). This is, | would suggest, a very important difference, since most
people in the United States have experience only with the latter — and, all too often,
these experiences have been both frustrating and largely unsuccessful. The 19th cen-
tury American humorist Mark Twain commented extensively on his own problems
learning (or, perhaps more accurately, not learning) both German and French (see
Thomas, 1988). In an essay entitled “Taming the Bicycle,” for instance, Twin noted that:

It [learning to ride a bicycle] is not like studying
German, where you mull along, in a groping,
uncertain way, for thirty years; and at last, just as
you think you’ve got it, they spring the subjunctive

“To some extent,
this is probably

on you, and there you are. No — | see now, thefault Oflan'
painfully enough, that the great pity about the guage educators
German language is, that you can’t fall off it and as much as the
hurt yourself. (Quoted in Loeb, 1996, p. 35) Commiittee itself,
In The Innocents Abroad, Twain discussed the prob- since we bave long
lems of communicating with native speakers in conflated the

French, observing, as perhaps have many others, that
« . . . : advantages of
In Paris they just simply opened their eyes and .
stared when we spoke to them in French! We never knowing a second
did succeed in making those idiots understand their language with
own language” (Twain, 1966, p. 484).Although humor- those of studying a
ous, these comments do point to a fundamental second language”
problem in language teaching: to what extent, and for

PROPOSED HIGH SCHOOL REFORM AND WORLD LANGUAGE EDUCATION IN CT 25



how many students, is our objective really fluency in
the second language! Given the time allocated for
Jor most students world language study under the best of circum-
in the U.S. public stances in U.S. schools, even with outstanding teach-
schools, even mini- ing most students are unlikely to reach such an
mal competence in objective. | am reminded by a criticism of foreign lan-
guage education leveled by Jacques Barzun in 1954:

“...it is clear that

a second language

is not an outcome Boys and girls “take” French or Spanish or

of secondary German ... for three, fogr, or five years before

. entering college, only to discover there that they

education. cannot read, speak, or understand it. The word for

this type of instruction is not “theoretical” but

“hypothetical.” Its principle is “If it were possible to learn a foreign language in the
way | have been taught, | should now know the language.” (1954, p. 119)

| believe that we have come a very long way since the mid-1950s, and that we do
a much better job of teaching languages than we once did. However, | also have to say
that for all too many students, Barzun’s claim probably still rings true. In any event, it
is clear that for most students in the U.S. public schools, even minimal competence
in a second language is not an outcome of secondary education.

This does not, however, mean that there are not good reasons for studying other
languages (see Reagan, 2004). Language study provides a unique perspective on
human knowledge that simply cannot be obtained in any other way. One of the jus-
tifications for having students study a variety of disciplines — the sciences, mathemat-
ics, history, literature, the arts, and so on — is that each discipline addresses
problems in its own distinctive manner. Thus, by studying history, students not only
learn some history, but more important, they learn something about how historians
think, just as by studying biology, we hope that they will learn something about how
biologists think.To be sure, initial and limited study of a field does not mean that stu-
dents master the epistemological approaches used in the discipline; this comes only

with in-depth, long-term study. They should, though,

“...the formal come away with a cl.ear.er under.star?ding of how each
discipline is unique in its organization of the world.

study of a second The study of a second language can contribute to
language provides s understanding on two levels. First, the formal
students with the study of a second language provides students with
metalanguage to the metalanguage to describe and discuss the charac-
teristics of any language, including their native lan-
guage. It is not, for instance, unusual for an individual
to claim that they never understood grammar until

describe and dis-
cuss the charac-

teristics of any they studied a second language. Second, and more
language, includ- important, the study of language can be more funda-
ing their native mental epistemologically than the study of any other
language.” discipline, since different languages really do con-

struct reality in somewhat different ways (see
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Reagan, 1999;Williams & Burden, 1997).Although lin- «

e o . : Language study
guistic relativism remains a somewhat controversial .
topic (see Lee, 1996), there is a growing acceptance also raises student
among linguists that at least in a weak form, as Susan awareness of a
Elgin has explained, “human perceptions of reality are bost Of social, cul-
structured and constrained — not controlled, but tural and political
structured and constrained — by human languages,
in interesting and significant ways” (2000, p. 52).

The study of world languages can be justified not Play a central role
merely on epistemological grounds, however. in belping students
Language study also raises student awareness of a to become more
host of social, cultural and political issues, and can sensitive to such
play a central role in helping students to become
more sensitive to such issues (see Osborn, 2006;
Reagan, 2005). Language and power relations are
closely intertwined in every society, and this aspect of language use (and of language
abuse) is important for us to teach about as well. As Lourdes Ortega has noted, we
need “to recognize the fact that both societal attitudes towards languages and power
struggles resulting from ownership of a language and a culture by particular groups
are inextricably embedded in the definition of goals for language education” (1999, p.
243). Thus, such sociopolitical arguments for language study would require us to
incorporate issues of social justice into the world language curriculum.There is, for
example, the matter of language equity and fairness which all of us, but especially
native speakers of English, need to be aware. As David Jordan has commented, “If [a
language] is unequally known, as between native and non-native speakers, the negoti-
ation [of meaning] is not ‘fair’ ... Linguistic competence becomes a political resource;
leadership falls to the better speakers” (1997, p. 39).

There is yet another justification for the inclusion

issues, and can

issues.”

of world language study in the secondary school cur- “What The
riculum, and that is one concerned with equity and Connecticut Plan
access to higher education. Many colleges and univer- did was to take an
sities require high school study of a world language existing problem

as an admission requirement, while in others the sat-
isfactory completion of two or three years of high

(the lack of equi-

school language courses means that a student is table curricular
exempt from further language study at the tertiary options in world
level. While one might well have reservations about languages across
whether such “seat time” ought to count as proof of the state) and

serious language study, regardless of whether we use

“seat time” or some proficiency guideline, students propose solving it

coming from secondary schools which have not by ensuring that
offered serious world language curricula are no student will be
inevitably placed at a disadvantage in college or uni- well prepared for

versity settings.What The Connecticut Plan did was to
take an existing problem (the lack of equitable cur-

»

college.
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ricular options in world languages across the state)

(13
...even a cursory L .
and propose solving it by ensuring that no student

glance at the liter- ;| be well prepared for college. This is not a solu-
ature makes clear tion that is grounded in meaningful equity; rather, it is
that for most a solution grounded in a commitment to mediocrity.
teachers global It is intriguing, though perhaps not all that surpris-

ing, that the Ad Hoc Committee completely ignored
all of the advantages of language study, as well as mis-
representing the research on second language learn-

education is
Jundamentally a

monolingual ing, in its rationale.What is even odder, though, is that
undertaking, with in the charge to the Ad Hoc Committee, the
at best loose Commissioner had included specific mention of the

need for “all students to receive a high school

connections lo diploma by 2015, as well as the essential 21st Century

existing, world Skills needed to work successfully in a global econ-
language educa- omy” | am never completely sure about what the
tion programs.” phrase “global education” actually means in the U.S.

context, since all too often it is used in contexts com-
pletely separate from and unrelated to world lan-
guage education. Let me expand on this point for a moment, because while world
language education, at least if The Connecticut Plan is any indication, seems to be fairly
marginalized, a concern for global competitiveness is not. In fact, global education has
been gaining considerable attention in educational circles in recent years. A recent
Yearbook of the Association the Supervision and Curriculum Development, for
instance, entitled Global Education: From Thought to Action, began with a rationale for
global education that was based on the following three propositions:

* In the past two decades, three historically profound and mutually reinforcing
changes in the world’s social structure have converged: Global interdependence
is rapidly increasing while western dominance is eroding and American hege-
mony is declining.

* The convergence of these changes is globalizing many facets of American soci-
ety, including its economy, polity, demography, and culture.

* Education mirrors society in the sense that social change generates educational
change. (Anderson, 1990, p. 32)

Now, these propositions on the surface are not particularly problematic, and a
strong case can certainly be made for each. My concern is that language is at best
implicit in these propositions, and is not really mentioned at all. This, unfortunately, is
not atypical of the growing literature on global education that is available to and read
by classroom teachers and other educators in the United States. In fact, even a cur-
sory glance at the literature makes clear that for most teachers global education is
fundamentally a monolingual undertaking, with at best loose connections to existing,
world language education programs.To be sure, there are some notable exceptions,
but these exceptions are just that — exceptions to a far more general trend toward
conceptualizing global education as a monolingual endeavor. One example of how the
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propositions mentioned earlier have been articulated in terms of curricular themes
is provided in Christine Bennett’s book Comprehensive Multicultural Education, in which
Bennett suggests the following key themes for global education:

* world-wide pluralism

* human rights

* colonialism and its legacy in third world nations

* global interdependence

 earth as an ecosystem, interconnectedness

* international understanding, national perspectives

* international studies

* participatory world citizens

* problems of the population/poverty dynamic; the environmental/ecological

crises; war and nuclear weapons. (1990, p. 277)

Again, the issue with this set of themes is not so much what is included, as what
is at the very least not articulated — the issue of language.This is not, of course, sur-
prising. The connections between world languages and the other parts of the curricu-
lum, however obvious they may seem, are in practice few and far between. For all of
the rhetoric about interdisciplinary, multidisciplinary and cross-disciplinary curricula
(see Kline, 1995), in practice world language education is rarely treated as a full part-
ner in such endeavors. The study of languages is in fact still largely marginalized in
American public education, all too often seen as an optional area of study with little
purpose for the typical student. As Dennis Baron has written in his book The English-
Only Question, “Anglophone Americans . . . will continue for the most part to resist
learning other languages either in school or after school (the more extremely naive
of them arguing that if English was good enough for the Bible, it is surely good enough
for them), or they will learn foreign languages imperfectly” (1990, p. 200).

Historically, Americans have not only often been ignorant and suspicious of for-
eign languages, they have also been profoundly ill-informed about language and linguis-
tic issues in general — a situation that does not seem to have changed much in recent
years. Even the idea of language difference and diver-
sity is problematic for some, as Mark Twain made
clear in a much-cited passage in The Adventures of “The study of lan-

Huckleberry Finn, in which Huck tries (with a notable guages is in fact

lack of success) to explain the presence of different still largely mar-

human languages to Jim: ginalized in
“...and some of them learns people how to talk American pubh‘c
French.” education, all too
“Why, Huck, doan’ de French people talk de same often seen as an
way we does?” optional area of
“No, Jim; you couldn’t understand a word they study with little
said — not a single word ... S’pose a man was to purposefor the
come to you and say Polly-voo-fanzy — what typical student.”

would you think?”
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“l wouldn’ think nuffin; I'd take en bust him over de head ...

“Shucks, it ain’t calling you anything. It’s only saying, do you know how to talk

French?”

“Well, den, why couldn’t he say it?”

“Why, he is a-saying it. That’s a Frenchman’s way of saying it.”

“Well, it’s a blame ridicklous way ...”

“Looky here, Jim; does a cat talk like we do? ... does a cow? ...And ain’t it natu-
ral and right for a cat and a cow to talk different from us?”

“Why, mos’ sholy it is.”

“Well, then, why ain’t it natural and right for a Frenchman to talk different from us?

You answer me that.”

“Is a cat a man, Huck? ...ls a cow a man? — er is a cow a cat?”

“No, she ain’t either of them.”

“Well, den she ain’t got no business to talk like either one er the yuther of ’em. Is

a Frenchman a man?

“Yes.”

“Well, den! Dad blame it, why doan’ he talk like a man?” (1978, pp. [10-111)

“The idea that
“talking like a
man” means speak-
ing Englisbh is one
that appears to
bave incredible res-
onance for many
Americans even
today, as does the
related notion that
if sometbing is
really worth pay-
ing attention to,
then it will
inevitably be avail-
able in English.”

30

The idea that “talking like a man” means speaking
English is one that appears to have incredible reso-
nance for many Americans even today, as does the
related notion that if something is really worth pay-
ing attention to, then it will inevitably be available in
English. This, in turn, leads to the quite common,
albeit often unarticulated, view that it something is
not available in English, then it cannot really be all
that important. What is perhaps most surprising in
terms of this view is that it is common not only
among the general public, but even among scholars
and researchers — a fact made clear by the declining
number of graduate programs in the United States
that require even a minimal reading knowledge of
languages other than English.

My thesis here is that it simply does not make
sense to think or talk about global education as a
monolingual activity. This would seem to be common
sense; The Hartford Courant in a recent editorial
noted that Connecticut needs a strategy for interna-
tional readiness, and “it should include not only K-12
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language instruction and foreign study, but trainin .

gas . 8 y 8 “..Sor education
teachers to teach the international aspects of their
subjects and measuring our educational standards to be truly global
against those of other countries” (“Go Global, in nature, other
Connecticut,” 2009, p.A-9). Of course, while this may languages should
indeed be common sense, as we all know, common be used as educa-
sense is all too often far from common. . .

. tional media to

Furthermore, | would suggest that the idea that a

global education curriculum could be developed, or teach content.
that a global education unit could be taught, in a In terms of The
monolingual fashion (as, indeed, the literature seems Connecticut Plan,

not merely to accept but to assume) ought to be what this suggests
viewed by reasonable people in roughly the same

way that claims about the world being flat are viewed
—in short, as utter nonsense.To propose that we 4@l global educa-
can prepare students to deal with issues of interna- tion is seeking
tionalization and globalization exclusively through what bas never
the medium of English, with little or no exposure to been and can
other languages, is rather like imagining that we can ,,
o : never be.
prepare students to be scientifically literate by ensur-
ing that they read their horoscopes each day and are
taught to be sure to keep their healing crystals on
hand in case of illness. In short, the very message of global education would seem to
require that one challenge the dominance of monolingualism in our society.This does
not mean, incidentally, just that the study of world languages must be included in
global education curricula (although this is not by any means a bad idea); rather, it
means that for education to be truly global in nature, other languages should be used
as educational media to teach content.

In terms of The Connecticut Plan, what this suggests is that a monolingual global
education is seeking what has never been and can never be. More broadly, the funda-
mental assumptions about language and world language study embedded in The
Connecticut Plan simply do not add up — philosophically, empirically, practically, or as
a matter of public and educational policy. There is an old saying in educational
research that seems to apply here: Get the facts, or the facts will get you.
Misinformation and misplaced fears are a sure recipe for bad policy, and that, in a nut-
shell, is what The Connecticut Plan offers in terms of the teaching, study and learning
of world languages.

is that a monolin-

Postscript

Since this article was first written, the proposed curricular reform has moved from
the Education Committee to the Appropriations Committee. After considerable
debate and lobbying, the proposal was successfully amended to mandate two years of
world language study at the secondary level. This is both the good and the bad news,
however. It is an example of the advocates of world language study coming together
and effectively campaigning, through the political process, for what we believe to be
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in the best interest of students and educational quality. At the same time, the current
economic situation works against any major reform of secondary education, espe-
cially one that would involve increased expenditures (as The Connecticut Plan almost
certainly would). And, if the plan as it is now being considered by our legislature does
pass, it will create incredible challenges both in terms of the dramatically increased
numbers of students to be served, and the numbers of teachers who will be needed
to teach them.VWe may yet regret getting what we asked for.
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THE TEACHING OF ARABIC IN THE U.S.

SPECIAL SECTION ON
THE TEACHING OF ARABIC IN THE U.S.

The Northeast Conference had the enormous good fortune to host a special
panel on the future of Arabic language instruction in the U.S. at its 2009 conference
last spring in New York City. Executive Director Rebecca R. Kline and U.S. Military
Academy instructor Rajaa Chouairi had discussed for many years the need to ensure
that a language such as Arabic, which has grown in importance but struggled — under-
standably — with capacity issues for some time, establishes and maintains a presence
at multi-language, multi-level conferences such as NECTFL.

Supervisors with no experience of Arabic suddenly find themselves responsible for
oversight of curriculum development, materials development or selection, and
teacher recruitment for newly created programs in this language. Arabists find them-
selves in demand as the population of learners increases ... and as their purposes for
studying Arabic diversify. Resources of all kinds come from both familiar and novel
“suppliers.”

NECTFL has been thrilled and gratified to have worked at the forefront of this
movement, having actively solicited presenters, Board candidates, conference atten-
dees and exhibitors for many years, and having reached out to organizations such as
the American Association of Teachers of Arabic.VWe have moved from a program with
no Arabic at all to one in which a session of particular interest to Arabists is sched-
uled for each time slot on the schedule. A native speaker of Arabic, who teaches
German, now serves on our Board. In less than a decade, the percentage of Arabic
teachers attending the conference has increased 400%.

Last year, Dr. Chouairi volunteered to organize a panel on the various pedagogical
perspectives currently under discussion among educators in the field of Arabic as a
foreign language.The panel took place on Friday, April 17, before a room full of eager
and interested colleagues.Audience members concurred that both Arabists and those
outside the field benefited immensely from the presentations.

The entire session was recorded, and the eminent scholars and teachers who gra-
ciously served as panelists each agreed to produce a written version of their com-
ments for publication in the present issue of the Review. Shukran to each of them —
we are in your debt!

What follows are:

* an overview and statement of position by the moderator, Rajaa Chouairi;

* written versions of the statements presented by each of the panelists (Karin

Ryding, Mahdi Alosh, Munther Younes, and Leslie McLoughlin);

* a transcription of much of the discussion following the five presentations,

including some questions from the audience and panelist responses to them.

Readers are alerted to the fact that, despite the scholarly citations and well-crafted
language, this special section was not planned nor carried out as a set of juried arti-
cles. Although subjected to editorial review, the various pieces were thus not sent out
to any of our editorial board members. The opinions expressed are those of the
respective authors, and publication of these pieces does not constitute endorsement
of any position by the Northeast Conference on the Teaching of Foreign Languages.
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THE TEACHING OF ARABIC IN THE U.S.

Arabic to Where? Some Problems that
Ail the Arabic Teaching Industry

Rajaa Chouairi, Ph.D., United States Military Academy, West Point, NY

Introduction

No one can deny that communication — orality — is often the goal of language
learning. However, in most cases, American academic institutions are teaching a vari-
ety of Arabic no one uses in daily communication or in speech communities. Thus,
after years of hard work and diligence, students who cannot converse in the street,
cannot negotiate in the market, cannot understand 90% of Arab songs or the cultures’
folklore,and cannot watch with full appreciation an Arab movie or play, graduate (per-
haps even with a Ph.D. in Arabic).Yet the claim is that we are teaching this variety of
the language in order to make people “literate.”

Curriculum formulators and administrators (many of whom do not know the lan-
guage) may thus opt for the apparent haven of standardized classical Arabic instruc-
tion. If they wish to offer courses in a spoken variety, they often face insufficient
opportunity to plan and a dearth of faculty who can bring to the classroom anything
other than street dialects. This paper is addressed to the administrator who does not
know Arabic and who faces the challenge of formulating an Arabic curriculum, but also
to new teachers of Arabic who may wish to further investigate the topics discussed.

| begin by clarifying the notion of diglossia as it relates to the teaching of Arabic
and then present four problems that | feel ail the Arabic teaching industry in our insti-
tutions. | shall speak about literacy, not in the traditional definition — meaning read-
ing and writing — but as the notion of a world of knowledge that is opened through
all forms of language and linguistic expression. In recent years, important thinkers
such as Gee, Street, and Taylor have put forth a new and compelling framework,
including oral tradition, folklore, and so on, for what they term literacy.

To contextualize my arguments, | would like to state that | am a classicist by for-
mation, educated in the Collége Oriental Basilien 4.3 il LUSI, one of the pioneer
institutions in the renaissance of the Arabic language over the past two centuries. |
love classical Arabic and its literature, and | accept the diglossic nature of Arabic both
as a given and a luxury that most Arabs take for granted; but this paper is not about
the native who has the luxury of choice.This paper is more about the student who
discovers after years of study that s/he is linguistically handicapped in Arab speech
communities where the language s/he has learned appears not to be used at all.
Confronting this problem begins with an understanding of diglossia.

Diglossia: Definitions and cultural and historical factors

Diglossia, a term borrowed from French and German linguistics and introduced
into English by Charles Ferguson (1959), signifies one language with two different
varieties that Ferguson called H and L. H is unspoken, written and read, learned at
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school. L is the spoken language, the language of everyday, the language of interaction
between people and in society. Ferguson gave the following definition:

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 largely by formal
education and is used for most written and formal spoken purposes but is not used
by any sector of the community for ordinary conversation. (1959.‘Diglossia’ WORD
15:2.325-40. Repr. in Hymes [1964], pp. 429-39).

Arabic was one of the languages upon which Ferguson based the bulk of his
research, the others being Greek, Creole, and Swiss German.Arabic is one of the five
official languages in the United Nations; in spoken form, it is a language used by
around 300,000,000 people all over the world. It is also the “sanctified” language (H,
for Ferguson) of the fastest growing religion in the world. The Koran (the holy book
of the Muslims), Muslims believe, was revealed in Arabic; Arabic is thus deemed a
God-chosen language, and for many Muslims, literary Arabic should not evolve
beyond its traits as found in the Koran.

Arabic in its spoken form has of course evolved through use by people in societies.
Four major forms exist today and are often called dialects, which gives the — to my
mind, misleading — impression that they are variation languages of H (classical Arabic)
and thus lacking its power of expression and its intellectual and cultural relevancy.
However, these spoken languages are in reality the languages of the societies where
they exist: the means of communication of kings and paupers, the language of theatre,
the movies, love relations and inter-personal dealings at all levels. No mother talks to
her daughter in classical Arabic, no president talks to a king in classical Arabic, no Arab
person conducts business verbally with another Arab in classical Arabic.

Nonetheless, in many foreign language programs, we are teaching students classi-
cal Arabic,a form of the language that is not evolving as a functional language of every-
day life. Thus, the official “literacy” standards in the Arab world and in the world of
Arabic-as-a -foreign-language (AFL) education are based on a language no native
speaks as a functional day-to-day language.

Ferguson’s H and L and their functions:

(Although | find the usage of H for classical Arabic and L for the spoken variety
misleading, | have maintained those designations for simplicity’s sake.)

Ferguson (1959) understood the separation of H and L to be based on the func-
tions of H and L. He thought each variety of the language to be functionally special-
ized where “in one situation only H is appropriate and in another only L’ (p. 27),
resulting in the following chart:

Sermon in church or mosque

Instructions to servants, waiters, workmen, clerks
Personal letter

Speech in parliament, political speech

ITr T
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University lecture

Conversation with family, friends and colleagues

News broadcast

Radio “soap opera”

Newspaper editorial, news story, caption on picture

Caption on political cartoon

Poetry

Folk literature

Although Ferguson’s division of the functions of H and L is clear and helpful (and

may have been accurate at the time), his definition falls short of observing the dialec-
tical development within each of these practices. For instance, personal letters to
family members and friends in Arabic, although they may start with expressions and
idioms belonging to H, will then switch to L after the first few lines. Also the social
functions discourse traditionally encountered in personal letters has been replaced
for the most part by telephone conversations which are always in L.

LI S e e S .

Diglossia is not bilingualism

In what is known as the Fishman Extension (1966) (1967) of the Ferguson defini-
tion, Fishman claims that diglossia can also exist between two “genetically unrelated
languages” and not just as two varieties of the same language, one code representing
the H unspoken variety and another representing the L spoken variety. He gives the
diglossic example of Spanish and Guarani in Paraguay (1971: 75) as an example.The
concept was further developed by Hymes (1964: 389): “Diglossia is an excellent
example of coexistence in the same community of mutually unintelligible codes, cor-
related with values and situations...” One must, however, distinguish between bilin-
gualism and diglossia. In the latter, the H variety is not a spoken variety, while in
bilingualism both varieties could be spoken.

But, diglossia and bilingualism are similar in the linguistic behavior of those who
have command of, or need to be communicative in, both varieties within each cate-
gory (H and L in diglossia, and L1 and L2 in bilingualism). Code-switching and bor-
rowing are two such behaviors.

In code-switching, a variety is used according to situation, as illustrated by Blom &
Gumperz (1971) in their research in Hemnesberget, a town in Norway with two vari-
eties of Norwegian, an H variety and a local dialect:

In the course of a morning spent at the community administration office, we noticed
that clerks used both standard and dialect phrases, depending on whether they were
talking about official affairs or not. Likewise, when residents step up to a clerk’s desk,
greeting and inquiries about family affairs tend to be exchanged in the dialect, while
the business part of the transaction is carried on in the standard (p. 425)

| have not encountered much of this type of code-switching in Arabic except in
political and religious programs on television when there was a reference to formal
political terms and expressions or to religious quotations from the Bible or the
Koran. | have observed bilingual metaphorical code-switching in Lebanon between
French and Arabic among the upper class and the educated elite.

SOME PROBLEMS THAT AIL THE ARABIC TEACHING INDUSTRY 37



THE TEACHING OF ARABIC IN THE U.S.

William Labov (1971) (see also Hudson, 1980) describes a switch of variety in the
middle of a sentence, with no change in conversation, topic, or audience. This type of
code-switching is possible in Arabic only at the level of individual words that etiquette,
protocol, and tradition dictate should be used in their H variety such as: Koraan, al-
aquahira.True code-switching in Arabic between H and L is impossible because of the
conscious grammatical structure dictated by H which | will clarify later.

In Lebanon, | have observed doctors switching languages between Arabic (L)-
French or Arabic (L)-English (according to their schooling). This behavior probably
arises from the fact that most research and medical terms accessible in Lebanon are
in English or in French.What is interesting to note, however, is that the type of Arabic
used is always L and never H, even among those doctors who graduated from med-
ical schools in Egypt and Syria where instruction is provided in the H variety of Arabic.

Is diglossia a fixed condition?

One point raised by proponents of teaching the H variety as the foundation of L2
instruction is that diglossia is a fixed situation in which the functions of H and the
functions of L are predetermined. In this view, an important historical, religious or lit-
erary event occurred and was so influential, that it “sanctified” the language. For
instance, Arabic scholars traditionally believed that the Koran sanctified the language
in the 7th century. In other words, the H form (or some aspects of it) existed at one
time as an L form, but a powerful historical event stabilized it in time. Such a position
would inject in our modern L2 curriculum a theoretical framework based on lan-
guage determinism.

Language determinism and diglossia

To assert the stability of diglossia in any language is to raise a new case for lan-
guage determinism and to further discussion of whether language determines
thought or culture. This is an argument with important implications for the future of
any given language and its status as an instructed foreign language. If one accepts the
Sapir Whorf hypothesis (1921, 1956), keeping an H variety intact means to a large
extent imposing a worldview consistent with that variety. For example, additions to
the lexicon of H in Arabic often involve a search for words already belonging to the
H variety to describe the modern and social functions of what is to be named. In
Damascus, Beirut, Cairo or any other big city, the bus is called al-Bus (or al-Busta, or
al auto-bus), yet in the written form, some Arabists insist in calling it al-hafilah (mean-
ing a machine filled with people). Not one single soul in the streets of these cities,
waiting for a bus would say: “l am waiting for the hdfilah.” What is interesting is that
while the H variety is searching in its past for words to describe the functional pres-
ent, the L variety continues to evolve through borrowing (Gumperz, 1964: 423 in
Hymes) and thus moves further and further away from H.

Is diglossia a shift?

If we were to adopt a point of view stating that diglossia is a linguistic shift
between two different forms of a language that involve code-switching (Blom &
Gumperz, 1971; Labov, 1971) and development of new functional syntax and mor-
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phology, then we would have to prove ipso facto that H was L at one time and it is
changing little by little into a new variety of the language. L would have to be consid-
ered a dialect. Is L a dialect?

A dialect can be understood as having vernacular status with respect to a spoken,
standard mother language. When Wolfram (1980), for example, termed Appalachian
English a vernacular dialect, it was in reference to standard spoken American English,
not — as would presumably have to be the case for Arabic H and L — to a written, for-
mal variety of the language. | contend that we cannot call Arabic L variety a “dialect”
in reference to H simply because H is not spoken anywhere. Labov (1972) states that
“when speakers of a subordinate dialect are asked direct questions about their lan-
guage, their answers will shift in an irregular manner towards [or away from] the
superordinate dialect” (p.111). On the contrary, none of the Arabic speakers | asked
about their language shifted in their answers away from or towards the H variety,
except through use of static expressions in H. Halliday (1978) argues that dialects are
an aspect of register and that more than one dialect could be part of a speaker’s
repertoire. Speakers may also adopt new dialects. In Arabic, people do not have the
option of switching out of the macro-linguistic genre of L,and H does not constitute
what Halliday calls “standard dialect” because H is not spoken. The dialect switch in
Arabic happens mostly at the level of pronunciation and lexicon within one standard-
ized spoken language. We have to assert here a point of view that dialects come to
life when there are variations on the spoken language, so we can speak of a Loire
dialect, a Corsican dialect and a Midi dialect in France, but we cannot (or can no
longer) state that French is a dialect of Latin. In the same fashion we can speak of a
Beirut dialect,a Damascus dialect and a mountain dialect, but we cannot say that the
Levantine language spoken there is a dialect of the H variety of Arabic.

Differentiation between the usage of H and L is mainly caused by a “register”
(Halliday) factor where the language is chosen according to use or usage. Thus,
assuming with Hudson that standard, dialect spoken language is a full language, then
any dialect in a diglossic language is a micro-dialect emanating from L and upon which
H has very little effect. Thus, when we speak of languages in the Arab world, we speak
of “standard dialects” (see above) that have become “full languages”: Levantine Arabic,
Egyptian Arabic, Gulf Arabic, and Morroccan Arabic (all erroneously referred by
dialectologists as dialects). From these “Arabics” emanate micro-dialects such as
mentioned by Labov (2001: 270): Cairo Arabic, Baghdad Arabic, etc.

Some reflections on factors involved in Arabic diglossia in
current thinking about AFL instruction

Abboud (1983),Al-Batal (1992),Alosh (1991),and Younes (1990) all indicate that L is
an important component of AFL, but opinions vary drastically on whether to teach it.

Alosh (1997) classifies AFL pedagogical approaches as located on a continuum
from classical Arabic H only (misleadingly called MSA — Modern Standard Arabic —
which Alosh justly rejects) to an integrated approach where L is introduced along
with H. But all of these approaches, as Al-Batal mentions (1992), seek “to cope with
diglossic situations in the Arabic classroom” (p. 298).There is a tacit assertion that H
is the language of reading and writing and that it should fulfill that function. Both Al-
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Batal and Alosh have indicated to me that we teach H because “we do not want our
students to be illiterate” (Alosh). But no one speaks H, and although teaching it as a
spoken language may produce students who can themselves be understood in the
Arab world, those same students may well not understand what is being said to them
in L. L varieties are generally not presented systematically in textbooks, although the
new integrated approach of Munther Younes, related on a certain level to the work
of McLoughlin and to Ryding’s concept of Educated Spoken Arabic, breaks this mold.

The impressive work of Alosh and Al-Batal suggests that L varieties will be intro-
duced in their textbooks. Whether one wants to adopt an integrated approach or
teach the L variety as a separate course is the decision of the teacher and his/her
curriculum committee, but we cannot ignore the fact that exclusion of the L variety
may constitute a major disservice to students of Arabic.

In a general way, there is evidence that “what is learned in school is not what is
used in society” (Scribner, 2000: 9-40). And the very nature of the teaching and learn-
ing process may lead to a widening of the gap between the two. But a number of his-
torical fortuities have contributed to a tendency to focus on the H variety in AFL,and
it is worthwhile to examine the whole issue from many perspectives. The challenges
of the future impose this examination, and the thinking of many brilliant and experi-
enced Arabists serves to illuminate it. | propose to classify the various elements of
this discussion in terms of four problems.

Problem One - No adequate ethnographic research has
been conducted on H and its usage

Arabic language (L2) pedagogues and applied linguists have traditionally observed
Arab systems and not Arab communities. Thus, for example, major changes in literary
and literacy circles in the Arab world with respect to L are not reflected in most text-
books. Ethnography is virtually absent from research on Arabic language usage in the
Arab world.

Malinowski (1923) presents the merits of ethnography as does no one else. We
owe to him and to the London school (people like Firth) that linguistics and literacy
have moved beyond the Saussurian (later Chomskyian) abstractions of non-situated
theorizing. For Malinowski, language can be studied only “against the background of
human activities” (1923: 312). But Classical Arabic H is absent from current human
activities other than reading and writing.

Previous research on Arabic diglossia has not generally involved ethnographic
investigation of the use of language in small communities and in human activities.
Instead, writers and pedagogues observed how language was taught in Arab schools
and tried to find “functional” adaptations for western classrooms. If on the first day
of school, an Arab student starts learning the classical H variety, it may seem to fol-
low that on the first day of an AFL course, an American student would do the same!
But the Arab student already speaks the language in an L variety and has significant
knowledge of its folklore and oral tradition from home.

Admittedly, Arabic diglossia poses a major problem to textbook authors and to
program administrators: at a minimum, there is not enough time to efficiently cover
both varieties. But is it a given that students should learn how to read and write
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before learning how to speak? Are we perhaps accepting a political and even theo-
cratic definition of how language should function? Have evolving circumstances in the
Arab world reached the point where new research could suggest a solution to the
problem?

Problem Two - H doesn’t reflect most literacy practices in
the Arab world

Ferguson’s (1959) chart could be misleading. Ethnographic research (Chouairi,
2005) shows that if one were to re-visit and observe the activities mentioned on the
chart identified as using Classical Arabic H variety, one would arrive at categorizations
opposite those of Ferguson.

Ferguson is correct, for example, that sermons continue to be presented in H, but
observing Arabic as used by clerics was a revealing part of my research, however chal-
lenging. One afternoon, in the narthex of a church, | observed a Greek Orthodox
priest teaching children the meaning of Holy Communion and lessons from the Bible
using the L variety. When | asked him why he didn’t use the H variety, as he would
have in his weekly sermon, he replied:“It is not as expressive and as efficient as when
| address them in the spoken language.” He was thus “increasing the perspective and
detailed character of the transmission of knowledge” (Lave 1977: 32) by adopting a
language variety more suitable to situational learning to accommodate children who
knew the language from home. Likewise, the Sunni Imam of the town, someone who
is known for his eloquence in the H variety, rarely uses it out of the formal sermon
on Friday or during an official occasion.

The type of Arabic used in the news hour is generally H variety. But the advent of
satellite television stations covering the entire Arab world has revealed the impor-
tance of the spoken Arabic L in the Arab discourse. The most popular programs,
Super Star (Future TV), Star Academy (LBC), and Khallek bilbeit (Future), are all in
spoken variety L. Political programs such as Kalam al-Nas (LBC) and al-Itijah al-
Mu'akes (al-Jazeera) are mostly in spoken variety with heavy code-switching in the
second one. Sitcoms from Syria and Egypt are all in the spoken variety. Medical aware-
ness, entertainment, and variety programs are also all conducted in L.When asked
whether they would like some of the aforementioned shows presented instead in H,
people answered uniformly “No.” Alosh posits a “paradigm shift” (1997: 303) in the
media from a “text-based perspective” using H to a “communicative perspective” (Swaffar
et al.,, 1991) using an easier genre of H or some borrowed L. | think the media have
gone beyond this point with the introduction of day-long programming which ulti-
mately reflects real language use. L words and expressions are even entering the news
discourse.

Can H continue to be used widely in the media? Investigation reveals a trend in
local Middle Eastern TV stations to dub Japanese cartoons in classical Arabic H. The
language borders on the absurd. | observed children watching these programs: they
don’t laugh, and they get bored very quickly. While watching a comedy with Syrian
actor Dureid Laham written in L, children and adults giggle and laugh.

The media have certainly opened our eyes to political discourse in the Arab world.
Negotiations, arguments, discussions and expressions of opinion are all parts of the
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political discourse in which heads of state, politicians and citizens engage, just as are
the rather less common political speeches, which Ferguson classified as H.All of the
former “political” activities are conducted in the spoken L variety.

It is true that the classical Arabic H variety has dominated the history of Arabic
poetry.Arabs love their literature and, if | may be subjective, have produced some of
the greatest schools in world literature. From the eighth to the fourteenth century,
Arabic literary schools were influential throughout the Mediterranean basin and parts
of Europe (from Spain to India). In the twentieth century, poetry in L suddenly
appeared (especially in Lebanon). These poems entered Arab “mainstream” culture
through books, theatre, songs and folklore. Classical Arabic H witnessed a concurrent
renaissance with Gibran Kahlil Gibran, Michael Nueima, Taha Hussein, Ahmad Shawq;i,
Khalil al-Mutran, Girgi Zaidan, the Bustani and the Yazgi families, lliya abu Madi, Saeed
Akl, Saeed Takieddine, Amin Nakhleh, and many others who liberated the classical
Arabic H variety from much of its artificiality. But none of them claimed that the H
variety would ever replace the spoken variety in its many functions, and many also
wrote great poetry in spoken L. Saeed Akl, for example, realized early on that most
poetry should be in the L variety because it is the spoken language; and he created
in this variety major poetic masterpieces.

Problem Three — H is a constructed and not a natural language

Classical Arabic, al-Fusha (MSA), cannot be spoken as a functional daily conversa-
tional language. The argument that the H variety of Arabic was spoken in the great
age of Islamic civilization has to be challenged. We have, for example, manuscripts
from the ‘abbassid age (8th to I4th century) showing the Khalifa Harun al-Rashid
(Aaron the Wise) using some written-spoken language in Iraqi dialect.

A constructed language is a language built and formulated by “artisan-linguists”
from several other discourses and is given fabricated shapes, forms, syntax, morphol-
ogy, and grammar. For example, classical Arabic (H variety) has a lexicon built from
all the languages that bordered Arabia: Syriac, Egyptian, Bedouin Arabic, Greek and
Persian, but it has a grammatical structure that is formulated by linguists and writers.
The same is the case with classical Greek, Slavonic, and Latin. The reason such an
explanation is plausible is that the grammatical variations in Arabic are heavily indi-
cated by phonetic changes mostly not present in the alphabetical representation of
the lexicon and by syntactical changes that necessitate a sophisticated conscious
knowledge of grammar. Literacy in the H variety is learned only through what the
authority (Church, State, Academe) dictates; it cannot be “inherited” since it is
learned through schooling and not in the house through “the interplay of individual
biographies and educative styles of the parents” (Taylor, 983: 23).

Both the London school of Firth (1951) and the Swiss school of de Saussure (and
Chomsky) agree that grammar is a subconscious mechanism in language. But, as | con-
tend above, the grammar in the H form of a diglossic language is a constructed, con-
scious grammar that does not lead itself to natural speech.

In classical Arabic, the positions of nouns and verbs within the sentence necessi-
tate phonemic changes in the middle and at the end of the word (not necessarily
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alphabetically represented). Incorrect use of short vowels changes the meaning, hence
the great difficulty of maintaining awareness of grammatical elements and linguistic
functions.

In English we could say,“The boy ate the apple.” In H Arabic it would be (translit-
erated): ‘akala al- waladu altuffAhata. The underlined endings in this case are short
vowels,‘a’ is an ending for a “sound” (no long vowel) verb in the third person mascu-
line past tense,‘u’ is an ending for a “sound” subject being the boy,‘a’ is the ending of
a “sound” direct object. In complicated texts or in fast speech, it is impossible for the
vast majority of highly educated people to keep track of word positions within a sen-
tence in order to use the correct endings (I am not talking about case endings here),
neither can they refer to their spoken language to know the correct answer (since
their spoken language is different). Books and treatises can be written (and have
been) about the complications of classical Arabic grammar.When | was a student, we
had a grammar course during which we would listen to recordings of famous Arab
heads of state or literary figures, and we would be challenged to discover their
“major” mistakes in the H language — they were numerous! Thus, | argue that a con-
structed conscious grammar is simply not a system for a spoken language.

Problem Four: Towards a more functional pedagogy based
on literate practices

The case of immersion

The teaching of a spoken language would presumably require the possibility of
immersion in that language. H does not meet this criterion as articulated by
Cambourne (1988:48-67), who justly states that immersion is possible in the L1 read-
ing classroom, and it is also possible out of the classroom at home and in society. But
we cannot speak of H variety immersion in Arabic L2 instruction. As we have seen
throughout this paper, | can immerse students only in the written word, whereas with
the spoken variety L, | can immerse them in the written word (see poetry above), but
also in theatre, in television and radio variety shows, in folklore tales, in proverbs, in
music and in letter writing to other students.With H, they can travel to Arab coun-
tries where they may be understood using the language, but they probably will not
understand anything except the evening news and few articles in the newspapers.
With the spoken variety L, they can travel, sit in cafes, shop, discuss politics, visit peo-
ple, listen to them, share in their lives, ask the peasants about the crops, the elderly
about traditions, those who cannot read and write about their struggles, etc. Thus,
they can engage with them in their literacy practice. Linguistics brings the world and
its languages to the lab, while literacy takes the language to the world and brings the
world to the classroom.

In conclusion, we realize that H limits literacy to reading and writing and neglects
orality completely.

Where is orality?

| believe it misleading to call orality Parole or Performance in the de Saussure —
Chomsky tradition. Orality lives in a dialectical state where there is always a struggle
between anything perceived by each person and his/her cultural history in which lan-
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guage forms a big part; while Parole and Performance are abstract systems unaffected
by the outside world. | do not mean by orality just what is spoken but also what is
understood and received through means other than formal writing or reading.

In general, foreign language departments at the tertiary level have been run by lin-
guists and literature professors. Program objectives often give short shrift to orality
and may thus fail to develop literacy as fully as could be hoped. Street (1995: 153)
refers to a “great divide” between orality and literacy (criticizing Ong). Further, he
argues that efforts to establish a continuum anchored by these entities (orality and
literacy) is “more rhetorical than real” Street suggests instead two models of liter-
acy: “autonomous” (purely technical) and “ideological” (cultural), and rejects any
dialectical relationship between these two models, claiming that such a relationship
(synthesis) would create “polarization.”

As we have seen, in much AFL pedagogy, reading and writing are deemed the main
forms of literacy; the unfortunate part is that reading and writing in H cannot even
be considered “adequate technicism” (Street 1995: 161) because, as we have seen,
reading and writing in H do not necessarily reflect literacy practices in the Arab
world, and of course, the social element is absent from H. At the beginning of the
twentieth century, the schools of linguistics that came from the West, supported by
a traditional theocratic and literary chauvinism in defending the H variety, threatened
to keep the literacy of the Arabic people imprisoned in a writing system represent-
ing a non-spoken language and far removed from the actual living language.This mean-
ingless and false division continues, unfortunately, to be widely accepted. “llliterate,”
in this perspective, is term describing a native speaker who cannot read and write.
Given, however, that such an individual uses the same language as a president or king
in conversation, we may wish to explore what Street calls the “stigma of illiteracy”
(1995:21-23).

Street and the ‘“stigma of illiteracy’’:

It is not only meaningless intellectually to talk of the ‘illiterate’, it is also socially
and culturally damaging. In many cases it has been found that people who have
come forward to literacy programs because they think of themselves as ‘illiterate’
have considerable literacy skill... (Street, 1995:19)

Street points out how literacy campaigns, especially in the third world, have
ignored the local literacies of reading and writing associated with the societies there.
People inherit from their ancestors folkloric expressions rich in knowledge of histor-
ical events, forms of linguistic behavior, and modes of personal expression. This vast
knowledge is not typically sought in the H variety of Arabic. | have learned more
about the culture, the folklore, and the traditions of the area from the peasants than
from the cultivated elite. Some of the most literate people | have met in the Middle
East were people who could barely read or write. Abu Ali al-Zabadani, one example
of such an individual, knows more about agriculture — pruning, trimming, planting, har-
vesting and watering — than the average agronomist (this is the opinion of all the
farmers and the agricultural engineers who knew him). The late Youssef Samia (a
farmer in KabElias, where | conducted research) knew more about folklore, the his-
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tory of Byzantium, and the theology of Christianity and Islam than any professor |
met. | read some of the love letters he wrote when he was young (he hardly learned
how to write but created for himself a system of constructing sentences that is deep
and expressive), and | was stunned by the images and the poetic feeling.

The uniqueness of foreign language teaching is that the subject matter we are
teaching is not solely a subject matter but rather a conduit to other subject matters.
When | teach German, | want the students to understand a wide spectrum of its
usage from Goethe’s Faust to beer hall culture to political or scientific discourse.
When | teach Arabic, | want people to understand all that is related to living and
struggling in the societies where the language is spoken. | formulate this objective as
a wish to see “German literacy” and “Arabic literacy” supersede what has been pro-
posed by linguistic theory in the L2 classroom. In our academic institutions, when we
have fallen short of our mission, it may well be due to self-imposed limits on the vari-
eties of language we teach. Perhaps if we replaced the term “foreign language” with
“foreign literacies” or “area studies,” we could profitably reassess our priorities and
choices.

The delimitation of functions in literacy:

Freire agrees with Street that a local literacy should be the defining element of the
general “profile” of literacy in a given society. Spoken words seem to carry in their
linguistic nature more “situated meanings” so “crucial to learning” (Gee, 1997). Freire
would surely be one of the most powerful voices supporting the teaching of Arabic
spoken variety L in AFL classes, especially given that the spoken word should be and
is represented in the writing system.

The view of literacy to which | subscribe does not separate language functions; it
speaks instead of situated learning where language functions are interwoven in com-
plex ways. This view treats the language process as an existential happening formu-
lated to permit unlimited human functions rather than as a static code conforming to
predetermined categories.

Prevailing literacies and discourse should be taken as occasions for study and
expression, for the sake of disclosing more materials in lived experiences — the
multiplicity of lived experiences that mark our society today (Green, 1995: 111)

Through “lived experiences,” literacy has developed and evolved. Linguistics as a
field of study has perhaps not adequately dealt with this evolution in helping to pro-
pose pedagogical and functional answers to the world of L2 instruction. | would sug-
gest, in the case of Arabic, that linguistics has shown how to teach H as an L2. Current
views of literacy will be more likely to show how to teach L as an L2.

| find unfortunate the fact that the field of linguistics in the United States and the
West has concentrated on the studying of Langue.Teaching approaches for any diglos-
sic foreign language may thus reflect disproportionate concern with the H variety
(which, for many, represents Langue). If my contention that H in Arabic cannot be or
have been the spoken language of a community is persuasive, then concentrating on
H will be seen as excluding from the wider concept of literacy its very essence.
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Conclusion

The view of linguistics that has historically influenced the AFL curriculum in the
United States is operating under the strictures of what Taylor terms grand theories
(2003) that may have assumptions rooted in religious misinterpretations, academic
linguistic ossification, and political expediencies in the Arab world.The impact of these
assumptions appears to me to be exacerbated by the phenomenon of diglossia in
Arabic.The attendant rationale for teaching classical Arabic H is that it ensures stu-
dents do not graduate “illiterate.” In my experience, however, AFL students are now
graduating with majors in a language they cannot speak, whose correspondence they
cannot read, and whose media they cannot listen to (except for formal news pro-
gramming). They cannot watch its theatre, listen to its tales, folklore and songs — in
short, deal with its society as fully functioning participants.
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Educated Spoken Arabic:
A Flexible Spoken Standard

Karin C. Ryding, Georgetown University

The title of this panel is a frank and challenging one, and addresses a central prob-
lem in Arabic teaching: if, how, when, and why to teach authentic varieties of spoken
Arabic. This problem is not a simple one; rather, it is one with many dimensions: edu-
cational, theoretical, practical, philosophical, and ideological. It has been the “elephant
in the room” or the “900 pound gorilla” that continued to be ignored or dismissed
until the last few years, when college and university programs have been challenged
to produce students who have some degree of proficiency in the Arabic vernaculars
as well as MSA. It has also come to the fore as the demand for “advanced” and “supe-
rior” level performance in Arabic has increased. Finally, we can acknowledge that not
only is it there, but its implications for Arabic teaching methods, materials, and cur-
ricula are immense.

It is now widely understood that the various forms of vernacular Arabic are intri-
cate speech systems embedded in a sophisticated socio-cultural matrix. They are not
simply degraded or debased forms of Arabic; they are, in fact, complex, constantly
evolving forms of interactive discourse. They are not monolithic; they are highly
diverse.This diversity, of course, constitutes a core problem in designing materials and
curricula. Does one select a regional colloquial? If so, which one? Or does one
select what may be termed “regionally flavored varieties” of standard Arabic (that is,
less regionally marked and more of an inter-regional koine)? As many of you may
know, | have had some experience with what is termed either educated spoken
Arabic or formal spoken Arabic, and from my perspective as both a learner and a
teacher, these variants of spoken Arabic travel better than individual colloquials, and
allow learners flexibility in interacting with Arabs from all parts of the Arab world.

The differences between the vernaculars and Modern Standard Arabic has tradi-
tionally been referred to by the term “diglossia,” indicating a binary division between
“higher” (literary) and “lower” (colloquial) forms of a language. The Arabic situation,
however, is far more complex than mere bifurcation. This linguistic phenomenon has
been analyzed by Arabic linguists such as Badawi, Elgibali, Hary, and Mitchell, and a
number of different formality levels have been proposed. Educated Arabic speakers
calibrate their spoken language naturally and spontaneously to the communicative
needs of any situation or any context, be it formal or informal, public or private,
friendly or contentious, happy or sad, relaxed or tense.

Where Arabic speakers re-calibrate into a less regionally colloquial and more for-
mal level of speech, some researchers have identified a variant of spoken Arabic, an
intermediate level that is termed “cultivated,” “literate,” “formal,” or “educated” spo-
ken Arabic or the inter-regional koine. Thus, the Arabic language situation is not char-
acterized as a sharp separation between written forms and spoken forms, but as a
spectrum or continuum of gradations from “high” (very literary or formal) to “low”
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(very colloquial), with several levels of variation in between. However, the in-between
levels are not well-defined or discrete, nor are they well-studied.

Traditionally,Arabic as a foreign language curricula have centered almost wholly on
Modern Standard Arabic with very little attention to either the everyday informal
varieties or to the more formalized, elevated prestige spoken varieties. Some applied
linguists, in particular Heidi Byrnes, have drawn a distinction between “primary” and
“secondary” discourses — a distinction that is particularly relevant to foreign language
teaching and its goals. Primary or familiar discourses are used informally among
friends and family and are acquired spontaneously as part of the maturation process.
Secondary discourses of public life are considerably more formal, and occur in a vast
range of settings in formal situations beyond family and friends. It is Byrnes’ thesis
that in the teaching of European languages, the primary discourses of family and
everyday life are over-privileged in classrooms using communicative approaches,
whereas professional, public, and academic discourses are neglected.! This is a key
point for the Arabic teaching profession because in our field, most college curricula
are sequenced in exactly the opposite direction. Arabic teaching has tradition-
ally privileged the secondary discourses of literature and scholarship over the pri-
mary discourses of everyday living, which take place in colloquial Arabic. This state of
affairs | refer to as “reverse privileging.”2

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. This is a cur-
riculum area where ideological choices have traditionally been made consistent with
practice in the Arab world, where no instruction is provided in the mother tongues,
the colloquial forms of Arabic — only in the literary variety. Yet the mother tongue,
the colloquial language, remains the vehicle for all ordinary daily activity. In the Arabic
educational tradition, vernaculars are not replaced by literary Arabic: they are used
in tandem with literary Arabic as a child matures and grows into adulthood.
Moreover, the growing child learns how to integrate formal instruction in Arabic to
adjust his or her spoken language according to a range of contexts.

What our curricula need is restructured access to both the primary and second-
ary 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.

Educated spoken Arabic can play a key role in bridging gaps between colloquial and
literary forms of Arabic, and in anchoring the development of interactive communica-
tive skills. | consider ESA to be a refined form of colloquial performance because it
is not simply fusHaa biduun i) raab (literary Arabic without desinential inflections);
educated spoken Arabic is based on a colloquial matrix underpinned by key vernac-
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ular structures and processes, such as verb inflection that omits dual and feminine
plurals; that relies on universally-understood spoken lexical items such as shaaf
lyishuuf (for the verb to see) and the reduced relative pronoun, illi (who/which), to
name just a few items.3

This is not meant to imply that Arabic programs should not teach individual
dialects; but it does mean that, in the real world of Arabic usage, students need more
than an acrolect and a basilect. They need to learn how to calibrate the formality of
their speech, and how to distinguish and adjust to particular situations and region-
alisms. For example, when | lived in Lebanon and “picked up” the Lebanese Arabic |
heard from student colleagues, | eventually discovered (to my embarrassment) that |
was using the (extremely colloquial) forms | heard inappropriately because | tried to
use them in all contexts. This is a serious problem of simply “picking up” a dialect.
One learns what one hears, and that isn’t always what one needs or what one should
use. Learners need instruction, not just exposure.And part of that instruction incor-
porates the cultural and linguistic pragmatics of interactive discourse focusing on
contextualized uses of language. As a high-context culture, the world of everyday
embedded Arab cultural practices, knowledges, norms, institutions, ethics and values
is teachable only if one includes analysis of the network of everyday signifying prac-
tices in addition to the richly textual culture of the Arab world, its imperial heritage,
and its literary legacies.

We therefore need to set significant new dialogues in motion among ourselves as
Arabic linguists and as language and culture educators. This involves not only the
shedding of prejudices and old ideas, but also willingness to take leadership roles, to
brainstorm, to experiment, to engage in long-term planning and research,and to learn
from and about each other. We need to draw upon new curricular models that
address the following three questions:

I. What are the goals of the students studying Arabic at your institution? Are
they aiming to study abroad or work abroad? Are they aiming at translation
and interpretation skills, textual analysis and critique!? Are they aiming more
broadly at learning about Arab society and culture, and becoming informed
about the Arab world?

2. What are the departmental and university goals in teaching Arabic? At the uni-
versity level, the teaching of Arabic language needs to mesh with stated aca-
demic policies and goals as to humanistic inquiry, critical thinking, challenging
basic assumptions. Encouraging and stretching students to reach for the most
conceptually unfamiliar and difficult goals is helping them to prepare for the
rewards of intellectual risk-taking; preparing them for critical and flexible think-
ing in their future lives; it is helping them to prepare for lifelong learning; it is
teaching them a widened range of tolerance of difference; it is teaching new
variants of logic; it is placing cognitive demands on them as they struggle to
think, analyze and perform in new and unfamiliar ways that are crucial to their
academic success and to their intellectual development.

3. What kind of models should be used in designing curricula that offer both
Modern Standard and spoken Arabic: Sequential? Parallel? Integrated?

EDUCATED SPOKEN ARABIC: A FLEXIBLE SPOKEN STANDARD 51



THE TEACHING OF ARABIC IN THE U.S.

Intensive! Immersion? Content-based? Communicative! Task-based? All of the
above! Other?

Taking a page from President Obama’s well-known use of a quote by Martin Luther
King, | would refer to: “the fierce urgency of now.” In order to improve our effec-
tiveness and our capacity to teach Arabic in a communicative way, we need to build
a new framework for our field, and we need urgently to start right now.

Notes

I Byrnes, 2002. Toward academic-level foreign language abilities: Reconsidering foundational
assumptions, expanding pedagogical options, In Betty Lou Leaver and Boris Shekhtman
(eds.) Developing Professional-Level language Proficiency, pp. 34-58. Cambridge: Cambridge
University Press.

2 For further discussion of reverse privileging, see my 2006 article: “Teaching Arabic in the
United States” in A Handbook for Arabic Language Teaching Professionals in the 2Ist Century,
Wahba, Taha, and England, eds. Mahwah, NJ: Lawrence Erlbaum.

3 For further discussion and references on Educated Spoken Arabic, see my 2005 article
“Educated Arabic” in Encyclopedia of Arabic Language and Linguistics. Vol. |. Leiden: Brill.
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The Arabic Language Continuum:
At Which Point to Start?

Mahdi Alosh, United States Military Academy

Complaints about an MSA-only Curriculum

“After one year, students still don’t understand the language spoken by native
speakers.”

“They arrive in the country and they don’t know how to communicate with a taxi
cab driver”

These complaints are made with a tone of condemnation of current practice, and
sometimes with surprise at the outcome, as though Arabic programs have a hidden
agenda. It all boils down to the goal of Arabic instruction. Are we teaching Standard
Arabic to build a foundation for dealing with written and oral texts or are we prepar-
ing students to interact with native speakers? If the latter, which native speakers: all,
a specific dialect, for what purpose! These questions have not been addressed by the
surveys given to learners of Arabic. Responses to specific questions are able to guide
curriculum design. But a response like, “to interact with native speakers,” while
tempting to the naive survey taker, does not yield much to go on for the curriculum
designer. It goes without saying that ultimately every language learner would like to
develop this capability.

One of the arguments used to justify the need for Arabic instruction that com-
bines Standard and Colloquial Arabic simultaneously is responding to learner needs,
particularly after the September | | events. Of course, applied linguists can deal with
specific situations like this and produce courses known as “Language X for Specific
Purposes.” Courses of this type would satisfy such needs. Another argument is the
linguistic reality that exists all over the Arab world.This is true, and no one contests
it. However, it is also the case in many languages, diglossic and less diglossic. German
is a case in point, the language ia defined as diglossic, but no professor of German or
German linguist would teach Low German alongside High German or design a test
to assess proficiency in Low German.As one noted German specialist put it:

“... we do not test for those, because Low German is actually more like a dialect
spoken only in certain parts of the country. The same would apply to Swabian,
Saxon, Bavarian, Franconian, etc. All of these local languages are quite different
from High German in terms of pronunciation, vocabulary, and idioms.We test only
High German, the kind of German taught in schools and universities in Germany,
Austria, and Switzerland because that is the standard German heard on radio, TV,
movies, etc. [...] It is true that the majority of Germans do not speak High
German with one another, they use the local dialect or language of their region.
However, when dealing with non-native speakers, most Germans try to use High
German, although it is often tainted in terms of pronunciation and vocabulary and,
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especially, idioms. We have simply made the decision to test only MSG (Modern
Standard German).!

The situation is quite similar to that of Arabic. German may have its own minute
differences as compared to Arabic, but it gives us a starting point. One of the princi-
ples that any language course developer should abide by is awarding respect to the
learners’ culture as well as to the target culture. If Arabs choose to make MSA the
language of instruction in schools and universities, why should we violate this princi-
ple and teach local dialects alongside MSA? Besides, the lofty goal of producing a stu-
dent who is able to perform like Arabs (e.g., read a passage in MSA and discuss it in
dialect) solely through classroom instruction may be beyond our reach. 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.

Toward Achieving Consensus

| approach this controversy that does not seem to go away from three perspec-
tives: curricular/programmatic, assessment, and language acquisition. These areas
guide all our academic activities from designing the curriculum to selecting and devel-
oping language material, to evaluation, and finally to testing. | should add that most
Arabic programs today are no longer insular programs because of the increasing
number of Arabic study opportunities for students and consequently the increasing
demand for using standardized tests.As many of you know, one aspect of tests is that
they have what is known as the washback effect?, where instruction is influenced by
the goal, procedure,and content of a test. Keep in mind that the vast majority of stan-
dardized tests are in Standard Arabic, including the Oral Proficiency Interview. In addi-
tion, most programs have an overriding philosophical, generalized goal, which usually
has to do with how the faculty views the object of study. In the case of Arabic, there
arise questions like: Do we want to teach the visual skills only (i.e., reading and to a
lesser degree writing)! Should we focus on the oral/aural skills, or should we teach
all four skills? In addition, the question of whether or not to teach colloquial Arabic
is sometimes addressed. However, the attendant question is which dialect? Do we
want to impose one or should we allow our students to choose? And if we want to
provide this service, do we have the means and wherewithal?

Rationale for an MSA-based Curriculum

First of all, lest the audience have the impression that | am a proponent of MSA-
curriculum solely, | hasten to say that | am myself the author of three audio courses
in Colloquial Arabic3 and an advanced-level textbook with audio and video.4 The
point is not whether or not to teach Colloquial Arabic, but when, where, and for what
purpose. In my opinion, before we ask the questions posed in the preceding section,
we should have a close look at the curriculum, the mission statement of the depart-
ment, the time available for minors and majors, and the estimated exit level of profi-
ciency. The majority of Arabic programs are situated in academic institutions, many of
them with graduate programs. In addition, there are many smaller one-year and two-
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year programs at community colleges and other universities. Let’s consider these ele-
ments one by one. In a manner consistent with how research is addressed and in the
hope that colleagues may subject them to empirical investigation, | try to formulate
them as questions.

I. Academic mission: Does the field agree that Standard Arabic, the language of
scholarship, modern literature, a vast body of classical literature, formal instruc-
tion, and formal transactions should be the goal of instruction?

2. Curriculum: Most language programs assign about 35 semester credits for
majors, that is no more than 600 contact hours.What percentage of this time
can we devote to dialect study and yet maintain a meaningful focus on profi-
ciency, accuracy, and subject matter in Standard Arabic!?

3. Exit level: Ideally, majors should be within the advanced range, but reality tells
us otherwise.5 The majority of Arabic majors are within the intermediate range
(intermediate high for many), a very untenable position in my opinion, hence,
the need for more focus on Standard Arabic, rather than less.

4. Language acquisition: Most Arabic learners walk into the classroom with almost
zero knowledge of Arabic and its culture, and if there is any, chances are it
needs rectification. They have a great deal on their plates already with different
sound and writing systems, and a very different language system.To the begin-
ner, Standard and Colloquial Arabic are two different languages.We also know
that the syntactic and morphological rules of Standard Arabic are pretty com-
plex. | argue for a robust foundation in Standard Arabic for the first four semes-
ters. These may be followed by teaching one or more courses in a given dialect.
The transition would be smoother because applying rules of deletion is much
easier than applying rules of addition.é

5. Over the past decade or so, the Arabic landscape has changed significantly.
There has been unprecedented demand for Arabic coupled with the need to
develop higher-level proficiency, much higher than the practice has been. This
entails more intensive and extensive study, which is done through reading
mostly, the realm of Standard Arabic.

A Model for Developing Standard and Colloquial Arabic

In the preceding section, | provide the reasons for focusing on the teaching of MSA
in Arabic programs in the United States. In this section, | present my experience with
the Flagship Program situated at Damascus University, where a language that spans
the entire Arabic continuum was used in instruction and communication.

The cognitive framework representing the Arabic diglossic situation was described
in an earlier article published in 1991.7 In a nutshell, it provides a model of Arabic oral
interaction, claiming that oral performance integrates elements from two Arabic vari-
eties, Standard Arabic and Colloquial Arabic, to varying degrees, depending on a host
of socio-cultural and sociolinguistic variables. In addition to the variables presented
below, other variables such as gender, age, economic status, level of education, and so
forth, come into play to make the distinctions even finer.

THE ARABIC LANGUAGE CONTINUUM: AT WHICH POINT TO START? 55



THE TEACHING OF ARABIC IN THE U.S.

A Model of the Standard-Colloquial Continuums3
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The Flagship model has proven its success, and it can be replicated in regular
Arabic programs if they have a study-abroad program. In short, it has two study com-
ponents, state-side and overseas.

The Flagship Program: State-side

In the state-side one-year program, instruction is focused on MSA with one or
more courses in Syrian Arabic (since the target country has been identified).? The
variety of topics in the courses offered allows learners to solidify their control of the
structure and expand their vocabulary significantly (a must to attain the Advanced
level). The level of proficiency of the Flagship fellows when they apply for the over-
seas component ranges from Intermediate High to Advanced.

Overseas Program

The overseas program is a twelve-month course of study.The learners attend four
class sessions daily in the morning and have free afternoons in order to explore the
city and interact with the population.The fellows are encouraged to travel during the
weekends for linguistic, cultural, and personal development. The program mandates
home stay, one student per family. The Language Institute at Damascus University
facilitates the process of identifying host families (both Christian and Muslim) by giv-
ing the students access to their database.This first step requires the learners to con-
tact the families and negotiate the details, thus plunging the learner right into the
culture and language.

There are four hours of classroom instruction daily for five days a week, one of
them Syrian Arabic for the first semester only. Given the learners’ level of proficiency
in Arabic, learning Syrian Arabic in the U.S. previously and being immersed in the cul-
ture, there is no need for further formal study of this variety. The bulk of classroom
activities is in MSA in all four skills. At this stage of the learners’ language develop-
ment, and given their participation in the target culture, they may tend to integrate
colloquial terms into their speech while performing class activities. This is not dis-
couraged, rather encouraged, because a speaker cannot be rated Superior if he or
she does not provide evidence of the ability to function in dialect as well.
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One of the hallmarks of any well-designed overseas program is the provision of
opportunity for practice outside the classroom. The Flagship Program, having been
designed to deliver Superior-level speakers, takes this task very seriously. The teacher
serves as the coordinator for some of these activities by, for example, arranging for
interviews with artists, intellectuals, officials, writers, spiritual leaders and the like.The
learners embark on the completion of these tasks on their own.They return to the
classroom to report on what transpired. For the most part, the language proficiency
level used in performance of these tasks and in the classroom debriefing is no higher
than Advanced. But since the goal of instruction is Superior, the instructor would first
identify certain issues raised by the learner and then lead a discussion pegged to the
Superior level by eliciting from students their own supported opinions, challenging
those opinions, discussing the topics abstractly, and finally putting the learners in
hypothetical situations. Repeating this type of activity often enough, using a variety of
topics and arguments to perform tasks typical of the Superior level, would ultimately
elicit attainment of a higher level of proficiency from the serious, dedicated learner.

Conclusion

To sum up,Arabic instruction in the United States should focus on building a solid
foundation in MSA for at least the first four semesters. The field should not be con-
cerned 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 begin-
ners and intermediate learners, the task should be the learning of the Standard code
first. | 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.The other guiding principle is the manner in which all
other languages treat their mainstream varieties (i.e., standard) and the many local
varieties that exist (i.e., linguistic reality). NO English-language editor would accept
any non-standard forms (what we think of as linguistic reality). | have yet to see a
standardized test in any language that has items derived from local dialects such as
Cockney, Appalachian, Patois, Low German, or Verlan. | leave the reader with two
questions to ponder: Is Arabic so different from all the languages in the world that it
warrants special treatment? Why should Arabic do what no other language is
expected to do?
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The Case for Integration in the Arabic-
as-a-Foreign Language Classroom

Munther Younes, Cornell University

Introduction

Teaching Arabic means almost exclusively teaching the literary language, known as
Modern Standard Arabic (MSA) or Fusha. Many Arabic-as-a-foreign-language pro-
grams introduce a spoken Arabic dialect (Egyptian, Levantine, Moroccan, etc.) gener-
ally after the introduction of Fusha and in a separate track.! (For the sake of
consistency and clarity, | will use the Arabic word Fusha to refer to the literary vari-
ety of the language and the abbreviation CV, short for colloquial variety, to refer to
the spoken dialect.)

The goal of this paper is to present an “integrated” program, which | have been
building at Cornell University since 1991, that combines Fusha and a CV in the same
course of instruction. | will argue that it is more logical and more effective pedagog-
ically than approaches followed in other Arabic programs. Before | present the pro-
gram, however, | will list eight uncontroversial facts about the Arabic language
situation, student goals, and a foreign language teaching principle that will inform my
discussion.

Basic Facts

I. In the Arabic-speaking world, the CV is used for conversation; Fusha is not used
for this purpose by any Arabic linguistic community, however small. Contrary to a
widespread impression, even at conferences, informal conversation takes place in
CV. While words, phrases, and complete sayings may be borrowed freely from
Fusha, the basic structure is that of CV.

2. Fusha is used for reading, writing, and formal or scripted (as opposed to sponta-

neous) speech. It is true that the use of CV for reading and writing is increasing
with the spread of the internet (chat rooms, text messaging, etc.), and it is also
true that discussions and debates which take place at conferences, presentations,
and TV channels like Al-Jazeera are often conducted in Fusha. The general pattern
of interaction, however, is that described above.
(For a detailed account of the roles of Fusha and CV, the reader is referred to the
classic study by Badawi [1973]. His conclusions about the sociolinguistic realities
in Egypt are in the main still valid and can be generalized to other Arabic-speaking
countries.)

3. Fusha has all the prestige in the Arabic linguistic scene because it is the language
of literature and high culture, and is a symbol of Arab unity and a glorious past. It
is also the language of the Qur’an and the studies associated with it.The colloquial
varieties are stigmatized by the overwhelming majority of Arabs and considered
corrupt, divisive, and even dirty.
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4. Native speakers of Arabic acquire a CV naturally in the home as their mother
tongue, and learn Fusha formally at school. Learning Fusha means learning to read
and write it and studying its grammar.

5. Educated native speakers of Arabic move from Fusha to the colloquial and vice
versa as a function of the linguistic situation or task. They read the newspaper in
Fusha, but discuss what they read in CV.This is done subconsciously and effortlessly.

6. The Arabic dialects are mutually intelligible. Mutual intelligibility is possible because
the bulk of vocabulary and grammatical structures are shared among them. In gen-
eral, the percentage of shared features increases with education and geographical
proximity.

7. While the main goal of Arabic-as-a-foreign-language students in the 1960s and
1970 centered around reading old Arabic texts, all indications are that these stu-
dents want to learn Arabic now with the goal of functioning in it the same way
learners of Spanish, German, Russian, etc., want to function in these languages,
namely understand, speak, read and write the target language the way it is used for
these functions by its native users (Belnap, 1987;Younes, 2006).

8. In preparing students to function in a foreign language, programs take the educated
native speaker model as their goal.

The Integrated Program

The program introduces CV (in this case, educated Levantine Arabic) and Fusha
simultaneously, integrating them in a way that reflects native usage. The educated
native speaker is taken as the model. This native speaker masters and uses educated
Levantine, not a regionalized form of it, which s/he uses for conversation at all levels,
and masters and uses Fusha for reading, writing, and formal scripted speech.

Emphasis at the beginning of the program is on the familiar, concrete and informal,
for which the colloquial is particularly appropriate. Reading and writing activities, in
which Fusha is used, are also introduced in the first few hours, building on areas of
overlap between the two language varieties such as numbers and names of people
and places. Fusha occupies an increasingly more prominent role in the curriculum
with the move towards the less familiar, less concrete and more formal, but integra-
tion remains an important feature of the whole program. An attempt is made to
develop the four language skills simultaneously. Speaking activities are conducted in
CV 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 con-
tinuous and spontaneous movement from Fusha to CV 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 dis-
cussed in CV, which contributes to the continuous movement between the two lan-
guage varieties.

In discussing the different possible scenarios for teaching languages with diglossia,
Ferguson (1971:73) raises the issue of language maintenance. He asks, “How can skill
in one variety be maintained when the learning is concentrated on the other vari-
ety?” In the integrated program, maintenance would not be a problem since neither
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side of the language is developed at the expense of the other or in its absence, but
the two are developed equally and simultaneously.

The textbooks and supplementary teaching materials used in the program are
selected and designed following the integrated philosophy. An example of a lesson
taken from the intermediate-level textbook, currently under development, illustrates
this point.

The lesson, whose theme is the weather, consists of listening, reading, speaking and
writing activities designed to be covered in a five-day cycle (five classroom hours in
addition to homework assignments). Following is a list of these activities:

Listening

a. Weather forecast from Syrian TV — Fusha

b. Song by Fairouz (‘aquulu li-Tiflatii “I Tell my Child”) — Fusha

c. Song by Wa'il Kfuuri (Layl u-ra‘d “Night and Thunder”) — CV

d. Conversation comparing the weather in three Arab countries (Jordan, Lebanon,
and Saudi Arabia) — CV

Reading
a. Weather conditions in three major cities (Baghdad, Amman, New York) — Fusha
b. Newspaper article about a snow storm in Syria — Fusha

Speaking
Discussion/debate about the weather (Do you prefer a cold or a hot climate? Do you
like/dislike snow, rain, thunderstorms, etc.) — CV

Writing
Composition based on the discussion/debate in the speaking activity — Fusha

Why Integration Makes Sense: Pragmatic and Pedagogical
Considerations

When two educated native speakers of Arabic, the models of the Arabic-as-a-for-
eign language program, interact linguistically, they typically use some forms that can
be identified as Fusha and others that can be identified as CV. If we take a likely con-
versation about the weather as an example, pronouncing the word C—B as [talZ]?
is a dialectal phenomenon, while _sa—83ia Lg:;; “low pressure area” is typically con-
sidered a Fusha expression. However, when these two speakers converse about the
way certain weather conditions affect their trip to work that day they are likely to
use both [talZ] and [munkhafaD jawwi] in the same conversation. One speaker might
have read a report in the newspaper or on the internet, or heard the weather fore-
cast on the radio and might share the information with the other speaker, using
words and expressions he or she has read or heard. One of them might use the s