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INTRODUCTION

The study concentrates on the genesis and developments of the discipline called Teaching
Arabic as a Foreign Language (TAFL) within the Arab world between 1958 and 2015. As a
consequence, the goal of the research is to outline a historical review of the development of
the teaching of Arabic as a foreign language from its beginning until the present day. Even
though the research is mostly focused on the investigation of the last four decades of the 20t
century and the first fifteen years of the current one, a general overview of the previous
period is given in order to allow the reader to understand the historical context of nowadays
trends. The most influential scholars and significant works that contributed to the
development of the discipline are taken into account. Furthermore, approaches, trends,
methods and methodologies used in the field are analyzed, together with the narration of the
main historical events that affected the Middle Eastern region.

Many scholars tried to describe the origins of TAFL (e.g. Mekki 1966; Nasr 1978; Souissi
1979; Altoma 1980; Muhammad Ahmad 1980; Badawi 1992; Alosaili 2002; Versteegh 2006;
Ryding 2013, etc.). Generally, these scholars pointed out that the teaching of Arabic to
foreigners was a matter of foreigners themselves, namely non-Arabs. For instance, Mekki
(1966) began to narrate the birth of TAFL in Toledo, at the School of Translators, where
Arabic was taught during the 12t century. However, after the 1960s onwards TAFL began to
raise Arab scholars’ research interests within the Arab world. For example, in 1978 the
Lebanese scholar Raja Tawfiq Nasr decided to write a personal response to a felt need by
teachers of Arabic as a foreign language that he sensed in the Middle East, East Africa, North
Africa, Europe, the United Kingdom and the United States (cf. Nasr 1978). The work was
preceded and followed by many other significant contributions; not only, the first institutes
dedicated to this new born branch were created in various Arab countries like Tunisia, Sudan,
Saudi Arabia, Egypt, Jordan.

As previously stated, the focus of the present research is therefore to describe the origins,
developments and current directions of a subject that started as a branch of applied
linguistics and then developed into a full-fledged discipline. As previously clarified, the time

span considered goes between 1958 and 2015, even though a quick overview on the previous



period is provided. With respect to the geographical area taken into consideration, the study
aims to examine debates, scholarly productions and activities on TAFL of the whole Arab
world, with special attention to three strategic countries for the history of the discipline.
These countries are: Tunisia, Egypt and Saudi Arabia. Nonetheless, the study does not exclude
those significant contributions on TAFL that were produced outside this geographical area. In
particular, the researches and debates on TAFL taken into account include also in this order:
North America, Europe, South-East Asia and South America.

The development of Teaching Arabic as a Foreign Language is analyzed through various
perspectives: geographical, historical and contextual. However, if the historical perspective is
directly visible in the arrangement of the chapters, where the § Historical Background
chapters are categorized and named according to a chronological division, the geographical
and contextual perspectives have not such a textual visibility and are dealt with within the
single chapter. For example, on the geographical scale, the debates that generated within the
various Arab countries national boundaries (e.g. Tunisia, Egypt, Saudi Arabia, Sudan) and
their differences are examined and considered across the text of every chapter. While in
Tunisia and Saudi Arabia TAFL showed secular and religious orientations respectively, in
Sudan the discussion on TAFL was characterized since its dawn by a mixture of subjects and
was not pure as in other Arab states, though included reflections on the African country
unique language panorama, arabization and linguistics.

TAFL is also analyzed from an historical point of view, underlining its developments through
the works of famous scholars and arabists that contributed to enrich the discussions around
it. Through scholars’ words the main directions of the discipline are traced, together with its
developments: from a simple branch, to an independent field, which experienced a phase of
discovery, faced new challenges and then reached the status of a full-fledged discipline.

Not only, background details and contextual data are mentioned, so that to give a complete
overview of the environment and the people that took part in the debate on TAFL and made it
evolve into a wider subject. Emphasis on the scholars’ proveniences, background studies,
readings, ideas, influences is therefore put. As a matter of fact, many scholars, during the
1970s and 1980s, took inspiration from their North American and European colleagues, who
dealt with Arabic and Foreign Language Teaching in general. TAFL Arab scholars took
inspiration from great linguists like Fernand de Saussure, Leonard Bloomfield, Robert Lado,
Noam Chomsky, to cite a few. For instance, Ridha Souissi reported theories and took
particular stances in his work of 1979. The Tunisian scholar refused the traditional methods

of language teaching (turuq taqlidiyya) and embraced the structural ones (tariga haykaliyya).
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The theories reported by Souissi to support his choice were derived from his readings and
precisely those regarding the teaching of French abroad and the méthodologie structuro-
globale audio-visuelle (SGAV) also called Zagreb-Saint-Cloud method (see § Historical
Background; § Tables). Hence, this perspective aims to contextualize the information on TAFL
and draw a clear picture of the subject influences and trends in the period analyzed in the

research.

In general, the research considers the main themes developed by the debates on TAFL during
the years, like: TAFL teachers’ training, teaching methods, textbook writing, diglossia,
language planning, syllabi, proficiency, testing, etc. For example, since the history of Teaching
Arabic as a Foreign Language is plenty of notable examples of textbooks, workbooks and
courses for foreign learners, an overview on the matter could not be avoided. Nonetheless, an
in-depth study on the topic should be produced in a separate research. Some renowned
examples of textbooks are therefore discussed (e.g. Abboud and McCarus 1968a, 1968b; al-
Gafsi 1986; Badawi and Younis 1988 [1983]; IBLV 1990; Sieny 1991, 1994, 1995; Brustad, al-
Batal, al-Tonsi 1995, 1997, 2001; al-Hamid 2004 [1986]; Taima and Al Naga 2009 [1983]).

Some of the topics mentioned above are highlighted more than others. For example teaching
methods are widely discussed. In this light a clarification should be done. The historical
background on TAFL analyzes the theoretical implications of a general discussion: that of its
scholars. Theoretical implications do not always correspond to its practical ones. For example,
during the 1960s and 1970s the Bourguiba School of Tunis (IBLV) promoted the use of Arabic
as the only vehicular language in the class of Arabic as a Foreign Language (AFL). This stance
was confirmed by some of its scholars during the Symposium of Riyadh of 1978, who listed
the main teaching principles on which the Tunisian School carried out its lessons. On the
practical level, however, this did not always happen, since a certain use of French was
witnessed (see § Historical Background). This situation was not unique of the Bourguiba
School (IBLV) only though. On the contrary, the gap between theory and classroom practice
was a trend witnessed in the field of TAFL in many institutes within the Arab world during the
first decades after TAFL birth. Hence, the discussion raised in the following chapters on TAFL
approaches and methods should be mainly considered on the theoretical level, since it is
derived from the words, statements and declarations of its eminent scholars, who provided
little evidence of practical applications or truthful records of TAFL in class (e.g. Ben Ismail
1983; Madkour 1985; Alosaili 2002). Only a specific study of the teaching and learning

environments where these theories were applied could provide information on the practical
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aspects of TAFL from the 1960s on. In this light, scholars and researchers should go in depth
in this direction, in order to find this information, which is hard but not impossible to find
(see § Rationale of the Study).

As a result, the criterion at the basis of the chronological division here proposed is to be found
in the focus on the evolution of Teaching Arabic as a Foreign Language as a subject of enquiry.
In this sense the practical side of the matter would have a different chronological subdivision,
since the practical establishment of teaching orientations may not have coincided with their

theorization.

Last but not least, attention is paid to language qualification systems, namely scales of levels,
guidelines, placement tests, Arabic Proficiency Tests (APT) and certifications. These topics
were selected in an early phase of my research as specific themes of the research itself. This is
because they seemed particularly intriguing and interesting, by virtue of their scattered
presence in general discussions on TAFL developed both by Arab and non-Arab scholars. The
topics search therefore constituted a real challenge and for this reason special attention is
paid in the § Historical Background, when considered necessary. For instance, in § Chapters 3
and 4 the incubation of the Arabic Proficiency Tests drafted in the United States between
1967 and 1974 is narrated, thus included in the general historical excursus on TAFL, so that
to highlight the status quaestionis concerning language qualification systems. Not only, the
aforementioned topics are further developed in the § Annexes so to give the fully dedicated
attention they deserve. Even though the topics mentioned above represent an important
component of my thesis, they must be considered in any case secondary if compared to the
overall historical approach. Attention is also drawn to the creation of a TAFL glossary, which
sums up more than 500 words from English to Arabic and more than 600 words from Arabic

to English.

How to Read the Research

The research is structured in sections and chapters. The first section refers to the § Historical
Background, while the second to specific § Annexes. In addition, a series of § Appendices
follow the § Conclusions.
Before the general dissertation a series of figures and lists are provided. These are:

* List of Abbreviations

* Arab World Map



List of Abbreviations

The list of abbreviations enumerates the most frequent acronyms found in the text.
Customarily, the acronyms repeated few times in the work - especially within the same
paragraph - are placed soon after the complete expression and are not inserted in the § List of
Abbreviations at the beginning of the research. With respect to the most important acronyms
and those frequently repeated in the text, they are placed soon after the complete expression
and then repeated in their shortened form in the whole work. If one may experience

difficulties in recognizing acronyms, readers should refer to the § List of Abbreviations.

Arab World Map

The map of the Arab world aims at giving a quick visual insight into the main TAFL institutes
that were established in the region and that contributed to the development of the discipline.
In addition to these, the most significant conferences and meetings on TAFL are also
indicated. The reader that wants to have a quick overview of the places and kind of historical

excursus narrated before immersing in the dissertation may use this tool.

Soon after the figures and lists explained above there is the present introduction, which is
followed by the § Rationale of the Study and the § Area Approach, then the untitled sections §
Models of Language Education and Arabic and a brief overview on the § Analytical Categories
for Teaching Arabic as a Foreign Language that TAFL Arab scholars promoted through their
works. These sections are deemed necessary to offer readers an overview of the whole work
before they tackle an in-depth reading of the historical excursus. Soon after, the first section
entitled § Historical Background, reports the historical setting of the teaching of Arabic as a
foreign language, underlining its origins, developments and current directions within the
Arab world, and partially outside of it. As clarified before, the excursus mainly explores the
time span that go from 1958 to 2015, even though the previous period is quickly outlined.

In this light, § Chapter 1 is entitled “The Early Period” and discusses Arabic language learning
and teaching until the rise of colonialism in the Arab region. It analyzes the innovations
witnessed in the same field and continues until “The Colonial Period”, when the language
panorama of some Arab countries (i.e. Morocco, Algeria and Tunisia) radically changed and
bilingualism inserted itself in a region mostly dominated by Arabic for centuries. § Chapter 2
is entitled “Open Doors” and testifies to the opening and the lively debate on Arabic language,
instruction and language teaching witnessed in the Arab countries after the undoing of

colonialism. This period represents the turning point of the whole historical excursus, since it



lays the foundation for the birth of TAFL during the 1960s in the Arab world. Therefore, §
Chapter 3 “The Birth of a New Branch” illustrates this history by sketching the creation of the
institutes that firstly promoted TAFL as a branch of the Arabic language studies in the Arab
world and the theories formulated by the scholars that frequented these scientific poles. The
following chapters are dedicated to the § “Growth (1970s)” and § “Development (1980s)” of
this branch, which evolved into an independent subject. Thus, the sections highlight the main
achievements in TAFL together with the proliferation of studies, researches, scientific
treatises and a description of the increase of interest in the Arabic language. § Chapter 6
entitled “New Challenges (1990s)” analyzes the debates and scholarly publications produced
during the Nineties within the Arab world. It also puts in the limelight brand new topics,
which injected new life in the discussions on Arabic language, TAFL and paved the way to
globalization. The last chapter of the historical background is entitled § “In the 21st Century
(2000-2015)”, it examines the evolution of TAFL in conjunction with today’s historical
happenings and describes its gradual specialization, which produced a multiplication of its
research branches and made it a full-fledged discipline taught at university level, discussed in
international forums and by a wide range of scholars and educators all over the world.

The section dedicated to the annexes is divided into three chapters, which discuss different
types of language qualification systems. § Chapter 8 “Scales of Levels and Guidelines” is
therefore presented. The chapter aims at giving a quick overview on the guidelines created by
Arab scholars to measure language skills, competences and manage proficiency levels.
Following, § Chapter 9 is dedicated to “Assessment, Evaluation and Testing”, as it examines
the production issued on the topic by Arab scholars. The last chapter of the section is
dedicated to § “Certification” and it sheds light on a tool that has become strategic in the field
of Arabic and Foreign Language Teaching - in general - in the recent years. The section
devoted to the § Annexes is followed by the § Conclusions. Soon after a series of appendices
are provided. These are:

e List of Events

Tables

* Glossary

* Arabic Proficiency Test
* References

e [ndex



List of Events

The § List of Events presents the most important happenings on Teaching Arabic as a Foreign
Language that occurred during the time span investigated in the research. The list enumerates
the conferences and the most relevant publications in TAFL, together with the creation of
dedicated institutes. Finally, some indisputably important historical events are listed, so to
provide readers with historical setting while reading through the TAFL main happenings of

the last five decades.

Tables

Tables collect the most important trends concerning teaching methods of Arabic as a foreign
language. They summarize the wider discussion reported in the chapters of the § Historical

Background.

Glossary

At the end of the research an English-Arabic-English glossary is provided. The § Glossary
groups more than 500 terms from English to Arabic, then more than 600 words from Arabic
to English, which were considered relevant in TAFL and were anticipated in transliteration in

the whole dissertation. The alphabetical order both for English and Arabic is followed.

Arabic Proficiency Test

The present research aims at providing a sample Arabic Proficiency Test for foreign students
of Modern Standard Arabic that I created while I was carrying out an internship at Cito
Netherlands. The texts and items proposed are oriented on a bottom-up scale and follow the
progression of the Common European Framework of Reference for languages scale of levels,
which starts with the elementary levels A1 and A2, goes through intermediate B1 and B2 and
ends with advanced levels, namely C1 and C2.

In the Arabic Proficiency Test sample provided at the end of the research the levels A2, B1 and
B2 are taken into consideration. Learners’ reading comprehension is tested. In specific, Texts
1 and 2 test level A2 of reading comprehension in MSA, Texts 3 and 6 test level B1 and Texts
4,5 and 7 level B2.

The test was not administered yet, since it still needs to be formally revised by a scientific
committee and then distributed to the appropriate population. Its goal is to certify an
intermediate knowledge of Modern Standard Arabic among testees. As a matter of fact, if the

candidate manages to complete the whole test, this will ascertain a good knowledge of the



language from the point of view of written comprehension, correspondent to the intermediate

level B2 of the CEFR.

References

The study lays its foundations on works written both in Arabic and other languages. Thus, §
References are organized in two sections: the first groups works § In Languages Other Than
Arabic and the second is dedicated to § References in Arabic. With respect to the last section,
works are reported directly in Arabic, not in transliteration. Moreover Arabic reference works
are ordered according to the scholar’s name(s) transliterated. This choice has been done to

facilitate citations inside the dissertation.

Index

At the end of the research the § Index will help the reader to quickly find topics of his interest.

This section lists a series of topics, which have been selected according to their significance.



RATIONALE OF THE STUDY

When I first came across the teaching of Arabic as a foreign language (TAFL) as a research
field I was in Tunis, sitting in a library waiting for some books to be collected from their
shelves. Since there was limited access to the catalog, the gentle librarian Mrs. Rim offered me
to help in finding works on TAFL written in Tunisia. After half an hour, I found myself in front
of a pile of books, a scene that repeated several times in the following years. However, it was
in that moment that I realized that what seemed a niche field in Italy and generally in Europe
was not that small. What [ knew about TAFL from outside the Arab world was in fact only the
tip of the iceberg. Only few books on the topic circulated in the universities outside the Arab
countries and these works were often scattered in various libraries. What impressed me most
was that by reading the original sources I could have the opportunity to gain access to what
Arab scholars wrote and though about this discipline. Moreover, the fact that these works
were partially undiscovered or forgotten made the field of research even more interesting and
attractive also on the scientific level.

The recent years saw the publication of some influential works in the field of TAFL (e.g.
Wahba, Taha, England 2006; Aguilar, Pérez Canada, Santillan Grimm 2010; Ryding 2013;
Aguilar 2014). Even though these works have tried to highlight brand new studies and
perspectives in the field, they remained attached to a vision of TAFL more linked to the
European and North American contexts than the Arab one. This should not be interpreted as a
negative aspect. On the contrary, as many TAFL Arab authors (e.g. Mekki 1966; Fahmy 1985;
Badawi 1992; Alosaili 2002) pointed out in the past, TAFL is the fruit of the interplay between
Arab and non-Arab scholars and this is the reason why such a prolific literature is witnessed
also outside the Arab world. In a sense, the aforementioned works take into consideration an
important part of the literature on TAFL itself.

Nonetheless, today there is little knowledge on the debates and discussions carried out within
the Arab world during the second half of the 20t century and the first decade of the present
one. Furthermore, no complete study on the topic has been published yet. In this light, the

influential publications cited above together with other earlier examples (Abboud 1968; al-



Batal 1995) represent excellent contributions, though still lacking of the Arab perspective on
the topic.

The aim of the present study is therefore to eliminate this gap in literature in the most
satisfactory way possible; that is to say that the research intends to give a fresh perspective
on the teaching of Arabic as a foreign language, taking into consideration the discussions and
written production of TAFL Arab scholars that dedicated their attention to this field since its
dawn, in the 1960s. The research therefore aims to give the Arab perspective on the topic by
outlining a status quaestionis, so that what was and is written in the Arab world does not
remain closed in the Arab states national boundaries. Not only, the study analyzes TAFL
scholarly publications, trends, approaches, methods, methodologies and experiences that
followed one another in the aforementioned time span in one complete and comprehensive
study, enriched by an accurate historical framework. TAFL historical happenings and
landmarks are narrated one after another firstly to connect them to a wide excursus of which
they are integral part, secondly to highlight some practical aspects on the theme, from which
AFL instructors can take advantage. In this sense, the research firstly takes into consideration
the personalities, hence scholars, authors, educators, that enriched and developed the
discussion on the field and gathered around the same table at conferences, meetings and
forums. Secondly, the TAFL institutes are considered as epicenters of the activities,
discussions and practical experiences that have been carried out in the field of TAFL within
the Arab world.

The present study also sheds light on a multitude of topics related to TAFL like TAFL teachers’
training, teaching methods, textbook writing, diglossia, language planning, syllabi, proficiency,
scales of levels, testing, etc., thus highlighting their relevance. In this, the question of language
qualification systems remains crucial since a much greater attention is paid for scales of
levels, tests and certifications. Researchers and experts in the field may argue that in the
present study little attention is paid to the relationship between MSA and colloquial varieties.
In this light, it should be specified that the choice of putting MSA in the limelight, rather than
colloquial varieties, was driven by the examples found in the TAFL literature itself, which
place great emphasis on MSA and leave little - if not any - space to dialects for reasons linked
to the ideology of language (see Ferguson 1959a; Kaye 1972; Badawi 1973; Ferguson 1990,
1996 [1991]; Bassiouney 2009). To this extent, one should mention the anecdote reported by
Bassiouney (2009) and originally narrated by Feguson (1990: 44), when the American
linguist himself highlighted the discrepancy between Arabs’ perceptions of their language use

and their actual language use. A distinguished Iraqi scholar declared that he only Arabic he
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spoke was MSA, which was moreover the only Arabic useful to teach - according to him -,
though when answering the phone to his wife, he asked her s-lon-ki?, “How are you?” in
Baghdadi Arabic. The discrepancy showed by this brief story reflects itself also in the field of
TAFL, where MSA is considered the only variety useful and worth teaching (i.e. Hassan 1983;
Algmati 1992), while colloquial ones are never or rarely mentioned and considered.
Nevertheless, the present study does not intend to analyze these ideological aspects, which lie
outside the main focus of the work, namely the historical excursus on TAFL. The implications
of teaching colloquial Arabic to non-Arabs is therefore examined only when TAFL Arab
scholars explicitly carried out analyses on the topic (see e.g. Younes 1990, 1995; Woidich and
Heinen-Nasr 1995, 1998; Woidich 2007; Moscoso and Rodriguez 2014; Soliman 2014 in §
New Challenges 1990s and § In the 21st Century 2000-2015).

Indirectly, the research also tackles a problem: the lack of in-depth knowledge on Teaching
Arabic as a Foreign Language in general. In this light, the study tries to raise awareness on
TAFL, which has often been considered a secondary issue and therefore set aside for long in
favor of other more urgent questions of a different nature, such as diglossia. This and other
themes have always taken the lion’s share in the debates that revolved around the Arabic
language within and outside the Arab world.

The realization of a comprehensive study on TAFL aims at placing itself as a basis for further
discussion. Not only, the current knowledge of TAFL and its branches may have produced
misrepresentations of the subject itself. In fact, during the examination of the written sources,
[ realized that some matters had to be put in the limelight more than others, otherwise they
would have remained unknown. A topic, in particular, represented quite a myth to dispel: as
far as I know, no studies have stressed until now some unconventional orientations of TAFL
trends and methods conceived within the Arab world. Some scholars, in fact, took into
consideration the development of listening and speaking before reading and writing in the
class of Arabic as a foreign language (Qura 1972 [1969]; al-Kassimi 1979; Sieny and al-
Kassimi 1980; Sieny, Abdelaziz, Husayn 1985). This orientation demonstrates that TAFL was
not always conceived in the traditional way, thus a mere exposition of grammar rules, but also

as an opportunity to teach communicative material before dedicating attention to the paper.

With this in mind, [ conclude by saying that the present research long-term achievement is to
constitute a reference work for those scholars who intend to go in-depth in their studies
especially concerning the teaching of Arabic as a foreign language and Arabic applied

linguistics in general, both from theoretical and practical points of view. Hence, further
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analyses and focuses on the historical developments of TAFL are welcomed, not avoiding
those regarding the specific topics and branches that constitute the subject itself like the
developments of TAFL textbook drafting, teachers’ training sessions, Arabic Proficiency Tests,
Arabic language syllabi, etc. In particular, I see the urgent need to widen the scope of the
present study and this by means of other researches that provide functional tools for Arabic
Language Learning and Teaching (ALLT) from a practical point of view.

Last but not least, the study is based on the theoretical speculations of TAFL Arab scholars
and sometimes gives an insight on classroom practice, which however still remains to be fully
investigated. A specific study of the teaching / learning environments where TAFL theories
were applied would provide more detailed information on practical aspects of Arabic
language teaching to foreigners. In this light, I encourage scholars and researchers to go in
depth in this direction, in order to find this information, which would allow having a complete
overview on the subject both from theoretical and practical points of view. This information
could be found in reports, travel biographies of arabists and could give us an insight on the

application of TAFL theories on classroom practice.
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AREA APPROACH

The analysis on Teaching Arabic as a Foreign Language carried out in this research focuses on
the Arab region and especially on three Arab countries: Tunisia, Egypt and Saudi Arabia,
which were considered strategic from the point of view of the developments of the subject
itself. For this reason, the scholarly production published in these three areas has been
favored over other examples, which however have been selected in order to provide a
complete overview on the subject in the dissertation.

Among scholarly publications, a selection had to be operated otherwise the analysis that
resulted would be too wide and disorienting. Beside the geographical discriminating factor,
those publications that concerned language qualification systems (i.e. scales of levels,
guidelines, tests, certifications) were favored over other themes. Nonetheless, wider debates
on TAFL teachers’ training, AFL learners’ problems and difficulties, AFL curriculum design
and syllabi, TAFL textbook writing were also taken into consideration, underlining their most
important examples. For instance, the debate on the Basic Arabic course (kitab asasi), which
kept TAFL scholars busy during the whole 1980s, was widely discussed for it represents a

fundamental discussion that conditioned the development of TAFL itself.

The research is also based on a comparative approach, which considers the theories and
methods that took root in the Arab world and every now and then puts them in connection
with the general trends of foreign language teaching that followed one another outside the
region. For this reason, methods like the aural-oral orientation, communicative approach,
learner-centered approach, etc. exposed by TAFL Arab scholars are examined and then
compared to the original theories from which they stem. As a matter of fact, some scholars
showed different methodological visions, for they were influenced by likewise diverse
discourses and theories debated within the Arab world.

Another aspect that needs clarifications is the question of terminology. High importance was

given to Arabic terms, which are reported in the dissertation if considered significant, as well
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as in the § Glossary at the end of the research. The terms collected in the research are not
translations though; they were extracted from the sources object of study.

Terminology inserted in the text is cited in transliteration the first time that the word is
encountered and repeated after only when needed. The choice of transliteration was made in
order to draft a lighter text both from the point of view of editing and reading itself. To clarify

the stylistic norm chosen, I resort to the following short passage:

Translations informed Arab readers on assessment techniques (turuq al-taqwim), tests for the
measurement of language skills such as listening (‘isga’), speaking, writing, handwriting (taqdir
al-hatt), composition (intag maktiib), grammar, expression and literary taste (tadawwugq

adabi).

VN (¢

In this case, terms like “speaking”, “writing”, and so on are not reported in Arabic in brackets
since they were already cited before. By contrast, “listening”, “handwriting”, “composition”,
etc. either are mentioned for the first time or they represent a significant term. The
transliterated terms found during the whole reading are then reported in the § Glossary, this

time directly in Arabic.
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MODELS OF LANGUAGE EDUCATION AND ARABIC

The discussion on the various aspects of Teaching Arabic as a Foreign Language that is carried
out in this study needs a prior clarification around the “contents” and the models of Language
Education and Arabic mentioned in the discussion itself.

Models are conceptual structures that include all the possible realizations of a studied
phenomenon and let us specify it. As Whorf affirms (1956: 213) «we cut nature up, organize it
into concepts, and ascribe significances as we do, largely because we are parties to an
agreement to organize it in this way - an agreement that holds throughout our speech
community and is codified in the patterns of our language». This operation is due to the fact
that we need to know through distinct and clear categories (Cardona 1990: 208), which are
determined by the culture that bears them.

The aim of the present section is therefore to illustrate the “contents” of Language Education
and describe the categories that frame the complex language panorama of the Arab world,
which is characterized by different sociolinguistic realities. Models are outlined further below
from the terminological point of view, so that readers can easily grasp their exact meaning
during the whole reading of this research. In this specific case, I take into consideration those
models that are generally accepted today in the field of modern linguistics of Western

background. In addition, the Arab perspective won’t be omitted from the discussion.

LANGUAGE

There is a widespread confusion on the proper use of the terminology that defines the
“contents” of Language Education. This trend is witnessed both in the Arab world and outside
of it, so that teachers and researchers tend either to confuse or to mix the different
terminological models. To give a prime example, it happened quite often that one used
Krashen'’s Second Language Acquisition Theory to describe phenomena pertaining to Foreign
Language Teaching (Balboni 2008b: 10).

Furthermore, when the study purpose is either teaching or learning a foreign language, one
should bear in mind that Language Education considers two elements for its theoretical

conjectures and practical implementations. These elements are the Source Language - which
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coincides with the learner’s mother tongue - and the Target Language, namely the language
studied. In this section the nature of the models employed in Language Education theory and

practice is clarified. These models are:

* Foreign Language
* Second Language
* Mother Tongue

* Heritage Language

These models represent today’s categorization of Language Education classes and are plenty
of consequences on the practical level of language learning and teaching. However, it is well
known that both target learners and language acquisition contexts vary and for this reason,
the models discussed further below should not be considered as universal. I intentionally
exclude from the present discussion pure linguistic speculations and other models such as
lingua franca (luga tawasul mustarak), dead language (luga mayyita), mixed language (luga
muhtalita), since they are peripheral matters in this study.

A particular attention is drawn to the Arab world, in which models are translated and used in
different ways. Even though proper translations of Foreign (luga agnabiyya) and Second
Language (luga taniya) exist and are discussed further below, Arab scholars tend to use the
word natiq to identify the speaker of a given language and the adverb gayr followed by natiq
(i.e. plural gayr al-natiqin) to designate the speaker of languages other than the given one.
This aspect simplifies the distinction between Foreign and Second Language learners, but may
cause confusion on the practical level, when scholars describe phenomena or teachers apply
principles that pertain either to Foreign or to Second Language classes. For a complete idea on
the topic I recommend to read the present section and the following one (§ Arabic Language

Learning and Teaching).

Foreign Language

In language education a language is considered “foreign” when it is taught and learned in a
place where it is not present. Regardless of which variety one takes into consideration, Arabic
can be considered a Foreign Language (FL) if studied outside the Arab world and the Arabic-
speaking countries. In Arabic “foreign language” is translated with luga agnabiyya, which is a
semantic calque from English.

The Foreign Language class distinguishes itself for the kind of learning environment, teaching

inputs and learners’ training needs. As a matter of fact, the student is in contact with the
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foreign language only at school; the dialogue with the teacher is simulated since both agree
upon the use of the target language even if they are not immersed in an environment where
the language is present outside the classroom. Hence, the teacher is the only person who
provides language inputs, choosing what to teach, when and how to use the teaching
materials. It is therefore easy for the teacher to grasp and foresee what students know or lack
of and how to bridge their gaps. On their side, students are motivated in so far as the learning
environment provides them with inputs. Their training needs are connected with the learning
context, thus their needs are more linked with the language itself than real communicative

situations.

Second Language

A “second” language is a language present outside the classroom. In this case the student is
usually immersed in an environment speaking the target language. To give an example an
[talian studying Arabic in Egypt is learning it as a Second Language (SL or L2). In Arabic
“second language” is translated with luga taniya, which is a semantic calque from English.

The SL class differs from the other classes for its setting: Second Language students are in
contact with the language in everyday life, since they learn the target language not only in the
classroom but also outside the school. From a pedagogical point of view the SL class is more
difficult to manage, because the language inputs do not come only from the teacher but also
from the surrounding environment and its people. As a result, it is hard for the teacher to
understand the level and the knowledge of his students. Beside that, the teacher has to
answer the learners’ questions and satisfy their training needs, which are mainly represented

by real life situations and issues.

Mother Tongue

The mother tongue is a highly intelligible concept for it refers to the language learned and
spoken by the child in the family context. In Arabic it is translated with either al-luga al-umm
“mother tongue” or luga ula “first language”. The two expressions are often used
interchangeably in Arabic and sometimes are replaced by “national language” (luga wataniyya
or luga gawmiyya), which however refers to another domain. As Maamouri, Abid and Ghazali
(1983) pointed out the concept of luga gawmiyya represents the language of political, social
and cultural identity. It is the people’s language in a given country, though not always the
official one (luga rasmiyya).

From a pedagogical point of view there are many differences between the Foreign/Second
Language and the Mother Tongue (L1) class. These differences are mainly referred to the first
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cycles of education, in which the student of L1 speaks and understands the target language,
while SL and FL learners do not. The educational aims of the teacher are the systematization
of the language in the first case and the acquisition in the second one. Because the student has
already acquired the target language, the teacher of L1 concentrates on improvement and

reflection.

Heritage Langnage

A Heritage Language (HL) is considered the language used by a minority group, not as L1,
being different from the language present outside the community context. To give an example
it is the mother tongue (Iraqi colloquial) spoken by the sons of Iraqi migrants in Sweden.

In Arabic this concept can be translated with luga asliyya “original language” or luga al-asl
“language of the origin”, even though it is infrequent and has scarcely taken root in the Arab
world and among Arab scholars. It is instead more usual a particular formulation, which
corresponds to “Arabic as a Heritage Language”, that is al-‘arabiyya li-abna’ al-‘arab “Arabic
for Arabs’ sons” and its slight variations al-‘arabiyya li-abna’ al-muhagirin al-‘arab “Arabic for
Arab migrants’ sons” or al-‘arabiyya li-abna’ al-galiya “Arabic for the sons of the [migrant]
community”. These three expressions owe their existence to a debated phenomenon: that of
HL teaching and learning of Arab migrants’ sons especially outside the Arab world (see e.g.
Canamas 1980; ALECSO 1992; Gandolfi 2006; Bale 2010; Grande, de Ruiter, Spotti 2012;
Husseinali 2012).

From the educational point of view heritage learners differ from the other students because
they are raised in homes where the HL is spoken and therefore they have been exposed to the
target language (cf. Husseinali 2012: 99). As Ibrahim and Allam (2006: 437) put it, HL
students would rather learn faster, need less explanation and prefer different topics of
conversation. The teacher of HL must take into consideration both the kind of language inputs

and the particular learning environment, which students are immersed in.

ARABIC

The field of Arabic linguistics is not immune to categorizations like many other fields. In this
sense, illustrating the categories that frame the complex language panorama of the Arab
world has become a rite of passage for Arabic linguists and arabists in general. Hence, the
topics discussed further below intend to briefly describe the sociolinguistic realities of the

Arab world in order to provide the reader with a clear vision of the subject matters of this
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study. These topics are diglossia and the Arabic language varieties, namely Classical, Modern

Standard, Mixed and Spoken Arabic.

Diglossia

Diglossia is a term used to describe a condition that characterizes the language panorama of
the Arab world and other speech communities!. It distinguishes itself for the coexistence of
two or more varieties of the same language, usually a High literary, formal variety and a Low
spoken, informal one.

The term “diglossia” is formed by the Greek words di- “two” and glétta, or gléssa, “language”,
making it etymologically close to “bilingualism”. The concept was firstly discussed by the
French orientalist William Margais (1872-1956), then theorized and brought into linguistics
by Charles A. Ferguson (1959a); after that the concept experienced a wide discussion among
linguists and scholars in general. In the Arab world, diglossia is translated with izdiwagiyya al-
luga “bilingualism”, - namely “language duplicity” - and is characterized by the presence of
Modern Standard Arabic, the High variety and regional dialects (‘@ammiyyat), the Low
varieties. These are not intended as mere diaphasic variations, but as varieties that highly

differ for their functions, grammatical structure, status, standardization and lexicon.

Classical Arabic

Classical Arabic is the language variety of the pre-Islamic and early Islamic poetry, together
with the Holy Qur’an and the medieval literary tradition. These varieties were subsumed by
Western scholars under the label of Classical Arabic to differentiate it from the Arabic
vernaculars (Fischer 2006). In the Arab world this language variety is referred as al-luga al-
‘arabiyya al-turatiyya, namely “the Arabic of the legacy”. Classical Arabic became the educated
language of Islamic civilization and the written standard language of the Arab world. It

evolved in the Modern Standard variety.

Modern Standard Arabic

Modern Standard Arabic (henceforth MSA) represents the direct descendant of Classical
Arabic and is also called Literary Arabic, in the Arab world al-‘arabiyya al-mu‘asira
“contemporary Arabic” or al-‘arabiyya al-fusha “the most eloquent Arabic language”.

MSA is the language of mass media, formality and literature; it enjoys prestige among Arab

speakers, who perceive it as “the most eloquent” among the other varieties. As a matter of fact

I The classical examples discussed by Ferguson (1959a) included Arabic, Modern Greek, Swiss German and
Haitian Creole.
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MSA is the High variety as opposed to the Low ones represented by spoken colloquial
(‘ammiyyat). It is a learned variety and does not represent the register of daily
communication, even if its educated speakers, who hold a good level of instruction, use it in
formal situations in everyday life.

Modern Standard Arabic is one of the United Nations six official languages, thus a globalized
language, and also that of the 22 countries of the Arab League. For this reason, it covers a wide
geographical area, stretching from Morocco to Oman on the longitudinal axis and from Syria
to Sudan on the latitudinal one. Arabs usually glorify this territorial vastness with a popular

saying that depicts Arabic as diffused min al-muhit ila al-halig “from the [Atlantic] Ocean to
the [Persian] Gulf”.

Mixed Arabic

Mixed Arabic is a written and spoken intermediate form of Arabic that has developed from the
contact of the High and Low varieties, usually Modern Standard and colloquial Arabic.
According to Mitchell (1986: 8) Mixed Arabic is «created and maintained by the constant
interplay of written and vernacular Arabic», a condition found in the present as well in the
past (den Heijer 2012: 2). Specialists in the field have labeled Mixed Arabic in many ways such
as: Educated Spoken Arabic, Middle Arabic?, urban cultivated Arabic, interregional standard,
elevated colloquial, luga wusta “middle language” and luga al-mutaqqafin “the language of the

educated”.

Spoken Arabic (Dialects)

Arabic dialects or colloquial varieties are the mother tongues of Arabic-speaking groups. They
existed since the dawn of the Arabic language and have evolved in today’s New Arabic type.
They represent the language of everyday life and informal situations; this is why they are
often referred to as Spoken Arabic (SA), in Arabic: ‘ammiyya, lahga or dariga, all meaning
“spoken language”, “vernacular” or “dialect”. As Versteegh (1997: 130) puts it, they are «a
different type of Arabic, rather than just a modified version of the Classical language». As a
matter of fact, they highly differ from Modern Standard (MSA) for their functions,
grammatical structure, status, standardization and lexicon.

Dialects are the Low varieties as opposed to MSA. For this reason they are often regarded by

Arabs as erroneous and reported “not to exist” (Ferguson 1959a) or “not in use”. Even though

2 On the debate on the adequacy of using this term, den Heijer (2012: 6) affirms that scholars «no longer seem to
adhere to the old habit of using the term “Middle Arabic” as an exclusively chronological device for describing a
postulated intermediate phase between Old Arabic (...) and the modern Arabic dialects».

20



Arabs are aware of the variation in speech in the Arab world, it was the Western European
linguistics that in the 19% century started dedicating much attention to Arabic dialects
geography (Versteegh 1997: 130). Nowadays a general geographical classification is accepted.
Dialects are divided into five macro-regions: (1) Arabian Peninsula, (2) Mesopotamia, (3)
Syro-Lebanese region, (4) Egypt and (5) Maghreb, each differing from one another and
owning their respective regional prestige varieties exercising centripetal forces.

Today colloquial varieties seem to have gained ground and extend to spheres that have
always pertained to the High variety. Among them, there is the phenomenon of the new

dialect literature and translations (see e.g. Balegh 1993; St. Exupéry 1997; Fazaa 2012).

ARABIC LANGUAGE LEARNING AND TEACHING

Arabic Language Learning and Teaching is a branch of applied linguistics related to the Arabic
language, considered in all its varieties. As a whole, this branch deals with issues that are
similar to those examined by Language Education, for instance: translation study, teaching
methodologies, language strategies and activities (reading, writing, listening, speaking and
interacting), language testing, etc. In this sense, Arabic Language Learning and Teaching
(ALLT) highlights and dedicates much attention to both the learner’s and the teacher’s own
points of view. This aspect is conveyed in Arabic with two different formulations, which are
rather used separately than together and often refer to the Modern Standard variety. These
formulations are: ta‘lim al-luga al-‘arabiyya “Arabic Language Teaching” and ta‘allum al-luga
al-‘arabiyya “Arabic Language Learning”.

Arabic Language Learning and Teaching represents an overall class and therefore embraces a

wide range of subjects that stem from it. The subjects discussed further below are:

* Teaching Arabic as a Foreign Language

* Teaching Arabic as a Second Language

* Teaching Arabic to Non-Native-Speakers
* Arabic Language Education

* Teaching Arabic to Heritage Learners

* Teaching Arabic for specific purposes

Since titles themselves impose restrictions, I may clarify here that all subjects consider both

the teaching and the learning sides, even though it is not specified. Furthermore, I would like
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to make clear that all varieties of Arabic are contemplated at this point of the discussion,

which otherwise would be sterile and too limited.

Teaching Arabic as a Foreign Iangnage

Teaching Arabic as a Foreign Language plays a central role among the subjects discussed in
this section, for it has developed a rich scientific corpus of publications and practices all over
the world for about fifty years now.

As a theoretical topic, it considers both the teacher’s and the learner’s points of view, pursuing
improvement and efficacy in the Arabic language classroom. Teaching Arabic as a Foreign
Language (TAFL) is addressed to students outside the Arab world and the Arabic-speaking
countries by definition. Hence, it is the focus of musta‘ribiin “arabists”, who learn both Modern
Standard Arabic and the colloquial varieties (‘ammiyyat). Not least, it takes into account
diglossia and develops solutions to learning Arabic in a diglossic context.

As a formulation, “Teaching Arabic as a Foreign Language” has been conceived and developed
outside the Arab world from the perspective of the foreigner, who aims to learn the language.
In Arabic it is translated with the expression ta‘lim al-‘arabiyya ka-luga agnabiyya or ta‘lim al-
‘arabiyya li-I-aganib. These formulations make their appearance from the late 1950s onwards
(e.g. Majalla al-ma‘had 1959; Mekki 1966; al-Hadidi 1967; Sieny 1980, etc.) and are taken into
consideration again by a number of papers and works published in Arabic in the recent period
(e.g. Al Naga and Taima 2003; al-Mutawwi‘ 2007; Salih Hamid 2014). However, since the
dawn of the new century, they were not frequently used. As a matter of fact, Arab scholars
rather prefer another expression: ta‘lim al-‘arabiyya li-gayr al-natiqin bi-ha “teaching Arabic
to non-arabophones”, which is far more used and broadly welcomed by field specialists.

From the pedagogical point of view the TAFL class represents a particular case for the kind
and quantity of language inputs that the teacher must provide to its students. Depending on
the source language of the learners, studying Arabic demands different quantities of hours to
attain a certain level of proficiency (Stevens 2006). Moreover, the Arabic as a Foreign
Language (AFL) class needs to be more exposed to the language than those classes who learn
Arabic as a Second Language in the Arab world and are immersed in the learning environment
also outside of the school. These facts make the hours of study question crucial in the Arabic

language class and specifically in the AFL one.

Teaching Arabic as a Second 1angnage

Teaching Arabic as a Second Language is the subject devoted to the teaching and learning of
Arabic within the Arabic-speaking countries.
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The current debate on the subject has focused on the role of Teaching Arabic as a Second
Language (TASL) in connection with both the target learners and the language varieties. From
the one hand Arab scholars have been discussing whether Modern Standard Arabic (MSA)
should be considered the mother tongue of Arabs (e.g. Bin al-Bara 1992), from the other hand
scholars have been debating whether MSA should be regarded as a Second Language for those
learners, whose mother tongue is other than Arabic. In the first case, Essaid (2014: 135)
affirms that MSA is learned as a Second Language by Arabs, for their mother tongue is instead
the colloquial variety they hear and speak in the family context since their childhood. In the
second case, Arbi (2001: 19) analyses the learning of both MSA and dialect from the point of
view of the learners, who study Arabic in the Arab world. She affirms that the colloquial
variety can be learned as a Second Language since students are immersed in an environment
characterized by the presence of the target language. On the contrary she states that Modern
Standard Arabic cannot be learned as a Second Language as well, though as a Foreign
Language “for specific purposes” (dat isti‘'mal mahsus). It should be specified that this last
formulation is also used in other contexts. For instance, Fouzan (2014) discusses the teaching
of Arabic for specific purposes and links it precisely to medicine (agrad tibbiyya), diplomacy
(diblimasiyya) and religion (diniyya). Regardless of what scholars affirm, I take into
consideration this subject as the teaching of Arabic in all its varieties addressed to foreign
students.

In Arabic TASL is translated with the expression al-‘arabiyya ka-luga taniya, which is a
semantic calque from English. Even though one could count significant exceptions (Arifin
1994; Arbi 2001) the formulation has begun to appear more frequently in the scientific
literature in Arabic only from a decade (e.g. al-Ardaoui 2004; al-Musa 2005; Salih Hamid
2010; Khaznakatibi 2012; al-Khawaldeh, al-Jarrah, al-Rabee, 2014; Essaid 2014; Dawud and
Shamseddin 2015). As a matter of fact, Arab scholars still prefer another expression: ta‘lim al-
‘arabiyya li-gayr al-natiqin bi-ha, “teaching Arabic to non-arabophones”, which covers both
TASL and Teaching Arabic as a Foreign Language.

From the pedagogical point of view the class of Arabic as a Second Language (ASL) differs
from the others, because more attention is drawn to the learner and the learning process

(Alhawary 2009: 21). While the AFL class is concerned with approaches, methods and
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techniques of how a foreign language should be taught, the ASL class puts learners and their

interlanguage? in the limelight (cf. id.).

Teaching Arabic to Non-Native-Speakers

Teaching Arabic to Non-Native-Speakers is a subject devoted to the teaching and learning of
Arabic to non-arabophones, regardless of which learning environment they are inserted in.
The existence of this particular category is explained by the fact that Arab scholars usually do
not distinguish between the study of Arabic as a Foreign or a Second Language and tend to
use a wider expression to include both TAFL and TASL. This expression is ta‘lim al-‘arabiyya
li-gayr al-natiqin bi-ha, which is translated in English with “Teaching Arabic to Non-Native-
Speakers” or “Non-Arabic Speakers”. Other diffused and slightly different expressions are
ta‘lim al-‘arabiyya li-I-natiqin bi-gayri-ha, ta‘lim al-‘arabiyya li-gayr al-‘arab and ta‘lim al-
‘arabiyya li-I-natiqin bi-lugat uhra, which are used interchangeably (see also § Growth 1970s).
From the point of view of its formulation, “al-‘arabiyya li-gayr al-natiqin bi-ha” represents the
Arab perspective on the matter, placing the Arabic language in a prominent position and
focusing on non-Arabs (gayr al-natiqin), where ethnic diversity and language coincide. This
concept was expressed in the past by the word ‘agam, «people qualified by ‘udjma, a confused
and obscure way of speaking, as regards pronunciation and language» (Gabrieli 1986: 206),
meaning “non-Arabs” by extension, which then became synonym of Furs, “Persians”. In the
Qur'an the term a‘gami* “foreign” appears opposed to ‘arabi (Q XVI, 103 and XLI, 44),
underlining a distinction both on the linguistic and the ethnic level (cf. Azmoudeh 2007).
Today “gayr al-natiqin” concentrates on the linguistic side of the matter, highlighting the fact
that non-Arabs are not able to pronounce Arabic.

On the derivation of “al-‘arabiyya li-gayr al-natiqin bi-ha”, one should add an important detail.
The expression is itself a translation and an adaptation of the English “Teaching English to
Speakers of Other Languages” (TESOL), which began to spread in the United States from the
second half of the 20t century on (Taima 1986: 55; Arbi 2001: 18). The translations talim al-
‘arabiyya li-gayr al-natiqin bi-ha, ta‘lim al-‘arabiyya li-I-natiqin bi-gayri-ha and ta‘lim al-
‘arabiyya li-I-natiqin bi-lugat uhra entered the Arab world around the 1970s and opposed

themselves to ta‘lim al-luga li-I-natiqin bi-1-‘arabiyya “Arabic to Arabic-Speakers”.

3 Namely, the language produced by a Second Language learner, who has not reached proficiency yet.
Interlanguage usually shows structures of the L1 and L2 together.

4 Both a‘Jami and ‘agam stem from the root ‘GM, from which the verb a‘jama, meaning “to speak and write like
a foreigner” derives.
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The first publications on the subject saw a slightly different use of the expressions that
identified TAFL and TASL. In the late 1960s the authors that first published articles and books
on the topic entitled their works in another way: ta‘lim al-‘arabiyya li-gayr al-‘arab or ta‘lim
al-‘arabiyya li-l-aganib “teaching Arabic for foreigners”, which both reflect a kind of
denomination guided by practical experience and factual reasoning.

From the pedagogical point of view the subject matter merges both TAFL and TASL set of
problems and issues, except from the fact that it is mainly devoted to the study of Modern
Standard Arabic, although Arab field specialists may consider the teaching of colloquial

varieties in their treatises in very different ways.

Arabic 1angnage Education

Arabic Language Education is a general category that mainly refers to Arabic language
pedagogy. It plays a central role among the subjects discussed in this section for it enjoys a
long teaching tradition.

In Arabic, Arabic Language Education (ALE) is often realized with ta‘lim al-luga al-‘arabiyya
“Arabic language teaching” or ta‘lim al-‘arabiyya ka-luga tla, which is a translation of
Teaching Arabic as a First Language. These expressions vary in their intrinsic nature for the
context and the time in which they were generated. Not only, the different perspectives from
which they analyze topics raise a series of issues that have different conceptual and
theoretical implications. For argument’s sake, I chose to group them under the same title.

The first expression, ta‘lim al-luga al-‘arabiyya, always existed in Arabic. It is neither a
translation nor a calque, though it represents a subject devoted to Arabic language pedagogy
and the Arabic language teaching and learning tradition. In the recent period, ta‘lim al-luga al-
‘arabiyya was also applied to the field of andragogy (ta‘lim al-kibar), becoming a subject
taught not only to Arab school pupils and young adults but also to adult illiterates (Khater
1956; ALECSO 1983). Still, it traditionally refers to the study of Modern Standard Arabic,
which has been always regarded as an educational goal for Arabs. Diglossia and colloquial
varieties are taken into consideration from a theoretical point of view, though hardly figure in
the teaching curriculum.

The second expression, Teaching Arabic as a First Language, is a formulation recently
elaborated that mainly refers to Arabic language pedagogy. Like the previous subject, it
considers the study of Modern Standard, rather than colloquial Arabic. In fact, according to
many Arab scholars, colloquial is commonly considered unworthy of study or teaching, even

though today there are few exceptions to the rule. “Teaching Arabic as a First Language” is
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translated in Arabic with ta‘lim al-‘arabiyya ka-luga tla, which is an expression created in
Arabic from the contact with modern linguistic terminology and the theoretical exchange
between scholars coming from different international contexts. Hence, it shows the influence
of a terminological approach, brought forth outside the Arab world.

From the theoretical point of view Teaching Arabic as a First Language represents a
problematic issue, since it forces us to reflect on both the native speaker of Arabic and the
language variety to consider. As previously clarified, Teaching Arabic as a First Language
mainly refers to the study of MSA. In this sense, the subject cannot exist unless one takes into
consideration the study of Spoken Arabic. As a matter of fact, the native speaker of Arabic is
dialectophone and therefore cannot learn MSA as a First Language, though as a Second one
(Essaid 2014). Regardless of the theoretical debate, Teaching Arabic as a First Language is
used today to refer to the study of MSA by native speakers. From this point of view, “Teaching
Arabic as a First Language” - as a formulation - does not face the issue in a correct way, since
it is inconsistent with the sociolinguistic realities of the Arab world and it frames the matter
unnaturally. Thus, using the Arabic formulation ta‘lim al-luga al-‘arabiyya would be
preferable, since it considers the study of MSA independently from the mother tongues of its
learners (muta‘allimiin).

From a pedagogical point of view, learning Arabic language (ta‘allum al-luga al-‘arabiyya) -
within the Arab world - has always been functional in order to master other disciplines, such
as theology and jurisprudence. Arabic language was learned by heart with the purpose of
gaining access to the religious knowledge brought by the reading and perusal of the Holy
Qur'an. From a methodological perspective, studying Arabic has always been a question of
listening, reciting and memorizing the lesson. In this sense, the teaching of Arabic to Arabs has
not witnessed many changes through the ages, even though Arab scholars attempted to
modernize the Arabic language in an effort to cope with modern civilization in the 19t and
early 20t century (cf. Wahba 2007). The abilities developed in the class were and are reading
and writing rather than listening and speaking, even though significant exceptions occurred
(e.g. Qura 1972; al-Kassimi 1979; Donitsa-Schmidt, Inbar, Shohamy 2004, etc.). Last but not
least, the teacher’s role in the Arabic language class was that of the knowledge giver, an
authority figure that has changed in the recent years towards the “language facilitator”

(Wahba 2007), in compliance with the communicative approach.

26



Teaching Arabic to Heritage 1 earners

Teaching Arabic to Heritage Learners is the subject dedicated to the teaching and learning of
Arabic to heritage learners both in the Arab world (Ibrahim and Allam 2006) and outside of it.
Arabic heritage learners are often students of Arab background or Muslims, who have «prior
knowledge of Arabic, be it in the colloquial of their parents or in the form of reading skills for
religious purposes» (Nielsen 2009: 154).

This subject owes its existence to a phenomenon that saw an important influx of Arab
heritage learners entering university programs and choosing to study Arabic both in the
United States and in Europe from the 1990s on. However, it has been a research focus since
the 1980s (see i.e. Canamas 1980), when Arabic language was taught to high school pupils of
Arab origin in countries like France.

Teaching Arabic to Heritage Learners is translated in Arabic with ta‘lim al-‘arabiyya li-abna’
al-‘arab, “teaching Arabic for Arabs’ sons” (see e.g. Malkawi 1990), ta‘lim al-‘arabiyya li-abna’
al-muhagirin al-‘arab “Arabic for Arab migrants’ sons” or ta‘lim al-‘arabiyya li-abna’ al-galya,
“teaching Arabic for the sons of the [migrant] community”. In the recent period, the subject
has gained particular attention from the governments of some Arab countries such as
Morocco, which aim at the conservation of the Heritage Language among its citizens abroad.
From the educational point of view, heritage learners represent a pedagogical challenge
(Nielsen 2009: 154), since they differ from the other students because they are raised in
homes where the Heritage Language is spoken and therefore they have been exposed to it. An
incomplete list of references on the subject is contained in the § bibliography (see e.g.
Canamas 1980; Malkawi 1990; Gandolfi 2006; Ibrahim and Allam 2006; Nielsen 2009; Bale
2010; Grande, de Ruiter, Spotti 2012; Husseinali 2012).

Teaching Arabic for specific purposes

Teaching Arabic for specific purposes is the last subject analyzed in this session. It refers to
the study of Arabic in a wide range of situations and a likewise typology of target learners. For
example, it may refer to Arabic language teaching for medical professionals, diplomats, but
also Muslim learners, etc.

To give some examples, one could cite the teaching of Arabic for religious purposes (ta‘lim al-
luga al-‘arabiyya li-agrad diniyya) that is carried out by many Arab religious institutions
around the Arab world and exemplified by dedicated textbooks (e.g. Sieny 1991, 1994, 1995;
al-Hamid 2004 [1986]; Abbas Nadwi 2006). In this particular case, the teaching is directed to

Muslim learners, who often aim to practice Muslim life (mumarasa al-haya al-’islamiyya),
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(Bahjat 1980). For this reason, classical Islamic themes are usually integrated in the
curriculum of study, e.g. Holy Qur’an, hadit, Islamic history, culture, etc.

To some extents, the teaching of Arabic for specific purposes may also include the classes of
(Gulf Spoken) Arabic for prospective workers, which have been organized in Karachi since the
1980s for those who wanted to work in the Gulf states (Badawi 1992: 55). To these examples,
one should add the teaching of Arabic for diplomatic purposes (ta‘lim al-luga al-‘arabiyya li-
agrad diblimasiyya) and medical purposes (tibbiyya), which are reported by Fouzan (2014)
and are nowadays part of the training provided at the TAFL Institute of King Saud University
of Riyadh.

“Teaching Arabic for specific purposes” is generally translated in Arabic with ta‘lim al-luga al-
‘arabiyya li-agrad hassa, literally “specific purposes” (al-Kassimi 1979; Badawi 1992: 55;
Fouzan 2014) or dat isti‘'mal mahstis “special use” (Arbi 2001: 19). From the pedagogical point
of view, “Teaching Arabic for specific purposes” may differ from TAFL in general. In particular,
the teaching of Arabic for religious purposes is usually directed to Muslim learners, who have
been exposed to Arabic before, especially for what concerns written texts like the Holy Qur’an
and its recitation. In this light, the classes of AFL Muslim learners differ from simple AFL ones,
and can be partially associated with ASL students’ learning process and the dynamics of TASL

in general.

As already exposed above, it is well known that both target learners and language acquisition
contexts vary and so does the purpose of language teaching and learning. All these factors,
together with the particular diglossic nature of Arabic, have an effect on the language course
typology. Even though the list proposed is far from being complete, the subjects examined
above form a rich group of pedagogical records in which Arabic language learning and

teaching is involved.
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ANALYTICAL CATEGORIES FOR TEACHING ARABIC AS A

FOREIGN LANGUAGE

The present section aims to give an overview on the analytical categories used by Arab
scholars from 1970s on in order to define and discuss both the Arabic language and the field
of Arabic Language Learning and Teaching (hereafter ALLT). Furthermore, we would like to
clarify the fact that with the term “Arabic language” we take into consideration in this chapter

the Modern Standard variety (al-‘arabiyya al-fusha).

Purpose and focus of the chapter

The purpose of the present chapter is to shed light on the richness of analytical categories
chosen by scholars, especially TAFL Arab ones, to describe their language either from a
pedagogical or a scientific point of view.

Even though the focus of this study revolves around specific questions and concepts, the
reader should bear in mind that the research efforts that brought us to write and add this
chapter before the main dissertation are bound to the teaching of Arabic as a foreign language
(TAFL). Potential consideration and usability of the categories and teaching techniques listed
hereunder in the field of TAFL constitutes a final goal and that of the scholars who created

them.

A terminological clarification

In this section, we take into consideration four terms that are used in Modern Standard Arabic
(MSA) to express the concepts of ability, skill and competence, respectively qudra, mahara
and kafa’a or kifaya. Since a general confusion in the terminological use of these words has
been witnessed and confirmed by scholars (Taima 2004b: 26), it was decided to follow the
distinction proposed by the Arabic translation of the Common European Framework of
Reference for languages (hereafter CEFR) published in Egypt by Goethe Institut Agypten and
Elyas in 2008 (CoE 2008).

29



Ability

The terms “ability” or “capability” are expressed in Arabic by the word qudra (plural qudrat),
which stems from the root QDR meaning “can, to be able, be capable” or “to possess the
ability”. Since Arabic derivational morphology lets us intuitively understand the meaning of a
word to a large extent, the term qudra is statistically less confused with the other concepts,
even though some scholars maintain the contrary (Taima 2004b). According to Rushdi Ahmed
Taima, qudra is a man’s performance at the current moment whether it be an intellectual or a
motor activity (id. 27). In this regard, the CEFR does not give a proper definition of abilities,
although one can easily find them by reading through the descriptors contained in language

activities grids and scales.

Skill

The term “skill” is translated in Arabic by the word mahdra (plural maharat) and it is
presented in the CEFR as the know-how, «whether it be a matter of driving a car, playing the
violin or chairing a meeting» (CoE 2001: 11). In general, one can also say that skills are the

proficiencies developed through training or experience.

Competence

The word “competence” is conveyed in Arabic either through the term kafa’a (plural kafa’at)
or through kifaya (plural kifayat). According to the CEFR, competences are «the sum of
knowledge, skills and characteristics that allow a person to perform actions» (CoE 2001: 9).
Rushdi Ahmed Taima (2004a: 67) refers to the term “competence” by citing a study published
in the United States. He writes: “academic competences [kifayat akadimiyya] are a series of
basic skills that allow [one] to successfully carry out a task at university level”. Then the
scholar adds in a very Arab way: “they are the hamza al-wasl [link] between different
academic specializations” since they are applicable to all subjects despite the fact that they do
not originate from the same field.

Nonetheless, kafa’a can also refer to “proficiency”. As a matter of fact Essaid M. Badawi (1992)
used the term with a different purpose from the one revealed above. He stated that kafa’a is
the final level of mastery in Arabic related to the four different skills (maharat), which he lists

soon after: speaking (al-hadit), listening, reading and writing (see § New Challenges 1990s).
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A question of maharat
Theoretical handbooks of ALLT published in the Arab world between the 1960s and the

current decade have often analyzed the discipline starting from reading, writing, listening and
speaking, which have been recognized as the “four classical language skills” by modern
language teaching theories. This trend can be witnessed in the academic and scientific
panorama in the Arab world and among Arab scholars for whom discussing ALLT has often
been a question of maharat, namely “skills” (Ben Ismail 1983; Badawi 1992; Taima 2004a,

2004b; al-Jaafreh 2014).

In the case of Ben Ismail (1983), the author dedicated a section of his book to language skills
training (tadrib ‘ala al-maharat al-lugawiyya), which he declared being artificial (istinaf;
ifti‘ali) and functional to the theoretical discussion since the attainment (’idrak) is achieved
only through the cooperation of various senses such as sight, sound and smell (Ben Ismail
1983: 24) and for the intrinsic nature of skills, which are continuously connected and
interlaced with one another (id. 27). Ben Ismail’'s work was then organized in chapter
dedicated to the four language skills: listening, speaking, reading and writing.

Listening (istima‘) was described by Ben Ismail as fundamental to the early stage of language
acquisition, in which the teacher must focus on similarities and differences of sound between
the mother tongue and the language studied, including the role of long and short vowels for
what concerns Arabic. Throughout the chapter the Tunisian scholar provided the reader with
information on new theories and technologies applied to language teaching that originated in
France and were specifically linked to phoniatrician Alfred Tomatis, pedagogist Gaston
Mialaret and Jean-Yvon Lanchec. The author reported those theories dealing with the course
of the perceptual process and modern technologies in phoniatrics (e.g. oscillograph,
spectrograph).

With respect to speaking (kalam), Ben Ismail (1983) highlighted the social (igtima‘T) and
affective (infi‘ali) nature of this language activity, underlining also the fact that learners are
always more interested in speaking than in writing. This affirmation, together with what he
discussed later on, relates him to the Structural Global Audio-Visual method (SGAV), which he
called “direct approach” (tariga mubasira), (see § Developments 1980s). In this light Ben
Ismail stated that the teacher should boost oral activities through SGAV method and
specifically through acting (tamtil), event chain presentation and different audio-visual tools.
Moreover, other teaching techniques were proposed, such as storytelling and fann al-su’al

“the art of asking”, which consists in posing questions to the teacher and to classmates
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creating an environment favorable to discussion. In this, Ben Ismail agrees with Husayn
Sulayman Qura, who pointed out that it is not good to interrupt learners while they are
speaking or trying to express themselves on the lesson’s topic (Qura 1972 [1969]). According
to Ben Ismail language objectives related to speaking consist of: (1) good pronunciation and
proper intonation; (2) ability of articulating similar sounds; (3) ability of distinguishing long
and short vowels; (4) ability of thinking in Arabic correctly and associating the language to
the discourse.

Reading (gira’a) is then presented. The scholar described it as the most powerful tool created
by man that allows one to communicate despite place and time limits, preserving cultural
heritage and philosophical output. Reading was also described as the most important skill
(mahadra) and it was divided by Ben Ismail into: silent (samit; sirri) and loud (gahri), even
though Qura (1972 [1969]: 122) spoke about gira’a sam‘yya, namely “listening to texts read
aloud”. According to Ben Ismail, language objectives related to reading consist of: (1) correct
pronunciation; (2) clear representation of meaning; (3) fluency and independence in reading
together with proper comprehension of meaning; (4) acquisition of new vocabulary and
expressions. The author, then, pointed out that reading is not only a question of pronunciation
and spelling, but it is also a matter of orthoepy, which involves a series of abilities (qudrat) in
the decoding process from the written text to its oral representation. In Arabic, like in other
languages, this process is complicated by slight graphic variations such as in the words nahla
and nahla (cf. Ben Ismail 1983: 28). The danger is not only mispronouncing or misreading but
also misunderstanding for the two terms have completely different meanings, namely “bee”
and “palm”. This obstacle can be overcome by beginners through an accurate study of
pronunciation rules and an equal knowledge of the written form of words and their meaning
(id.).

Last but not least, Ben Ismail discussed writing (kitaba) as strongly connected to reading and
listening. To give an example, the author mentioned the study of letters, which involved both
manual ability (mahara harakiyya ‘adliyya) and phonological competence (mahara sawtiyya).
According to the scholar, the skill of writing consists of spelling, orthography and composition
and it is often based on personal talent (mawhiba Sahsiyya) and creativity (qudra ’ibda‘iyya),

(cf. Ben Ismail 1983: 30).

The other authors’ positions on the topic are not distant from what Ben Ismail wrote in 1983.
In Abdessalam Yusuf al-Jaafreh’s (al-Ga‘afara) work: “Teaching Arabic in the light of modern

directions” (Ta‘lim al-lu g a al-‘arabiyya fi daw’ al-ittigahat al-hadita), one can observe that
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analytical categories are the same as those given by Ben Ismail. Nonetheless, some slight
differences occur if we analyze the two contributions in detail. As a matter of fact, al-Jaafreh
starts discussing language skills in a singular way. He affirms: “[nowadays] the trend in
language teaching is considering the language a skill itself”, a statement that he expresses
with the word tamhir, namely “making something a skill” (al-Jaafreh 2014: 78). This extreme
example is clarified by the fact that a language cannot be learned as a skill, which is defined by
the author as an “accurate performance carried out with the minimum effort in the shortest
possible time”. Furthermore, the author tends to consider listening more important than the
other skills, which must be taught and learned in the following order: speaking (al-hadit),
reading and writing (id. 78) for the modern approach (tariqa hadita) has reversed past
teaching habits that began with writing and then shifted backwards to the other skills.
Listening is therefore considered an art (fann al-istima‘), which plays an important role in
daily life and is connected to the other maharat; an aspect that reinforces Ben Ismail’s views
on the intrinsic nature of skills. After the theoretical introduction, al-Jaafreh moves on to
discuss the types of listening skills, which he divides into two main categories: general and
specific skills. Since it is not the purpose of the present study to analyze each of these skills in
detail, it was decided to defer the discussion for another moment. However, what is worth
mentioning is that those sub-skills listed by the author seem either descriptors or application
cases of the communicative language activities and strategies reported in the CEFR. To clarify
this point, we examine Al-Jaafreh’s “reading skills”. In the paragraph dedicated to reading, the
author refers to a series of maharat, then shifts to a wider distinction: (1) “ability of using and
understanding meanings” (mahara tafsir al-mufradat); (2) “comprehension ability” (mahara
al-fahm) and (3) “ability of reading for study purposes” (mahara al-qira’a li-d-dirasa). This
threefold partition of reading skill recalls CEFR visual reception activities and descriptors,
respectively “picking up familiar words”; “reading for gist” and “for implications”; “reading for
information, e.g. using reference works” (cf. CoE 2001: 69).

Another chapter of the book by al-Jaafreh is then dedicated to writing. The scholar gives great
importance to its constituents, which he lists after the theoretical discussion: expression
(ta‘bir kitabi); dictation (imla’) and calligraphy (hatt). To make an example, al-Jaafreh gives
ample space to calligraphy, which he describes as being an essential element of civilization, an
advanced representation of fine arts and the written form of man’s language, which he
crystalizes through the Arab saying “pen is one of [man’s] two tongues” (al-qalam ahad al-

lisanayni).
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From his point of view, Essaid Mohammed Badawi (1992: 50-4) contributed to the discussion.
In his lecture at the Meeting of Tunis (see § New Challenges 1990s) the scholar firstly
mentioned the four classical language skills, which he named al-maharat al-arba‘, then
reported the ACTFL descriptors for the distinguished level (mutamayyiz), which he translated
from English into Arabic. Again, the classification was speaking (takallum), listening, reading
and writing and it was considered “functional” by the author since it contained those
significant objectives that the learner should achieve in order both to communicate with
people speaking the target language and have access to its cultural heritage (cf. Badawi 1992:
53). Moreover, he added that descriptors simplified language skills measurement (giyas),
which had been cause of disagreement among teachers for a long period of time.

Among the other aforementioned scholars, Badawi represents a singular example since he
applied modern Northern American theories of language teaching to the field of TAFL. His
work dates back to 1992, three years after ACTFL published the revised version of its
Guidelines for Arabic in 1989. This phenomenon can be explained by the fact that in the last
three decades Arab scholars gradually came into contact with either Northern American or
European Language Qualification Systems (e.g. ACTFL Proficiency Guidelines and CEFR). By
contrast, general contaminations of linguistic theories cannot be investigated since they have
always occurred, even though the second half of the 20th century witnessed an osmotic
increase in influences. In the recent period this contact brought about a boost in the debate, as

it will be explained further below.

Some significant exceptions

The paragraph on maharat represents the standard rule that scholars have chosen to carry
out their discussions concerning Arabic Language Learning and Teaching (ALLT) disciplines
from the 1960s until today. Nonetheless, significant exceptions have occurred (e.g. Qura 1972
[1969]; Hannura A.H., 1989; Ben Ismail, 1980; Halioui in Ma‘had al-qawmi 1981). The aim of
the chapter is to discuss them in the present section.

In particular, we will examine the theoretical implications of those manuals which are
distinguished either for taking into consideration the categories of analysis from an Arab
perspective or for radically reshaping analytical criteria, which has done justice to the Arabic
language, its traditions and its main peculiarities such as diglossia, literary heritage, rhetoric,

prosody?, etc.

1 For prosody (‘ariid) see Qura (1972 [1969]: 51) and Hiliaoui (in Ma‘had al-qawmi 1981: 62).
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In the first case that we take into consideration Husayn Sulayman Qura (1972 [1969])
chooses different analytical categories in order to examine ALLT. As a matter of fact, he splits
his work into nine chapters, among which it is worth mentioning those dedicated to:
storytelling (qgissa), reading (gira’a), written and oral expression (kitaba wa-ta ‘bir), literature,
criticism and rhetoric (adab wa-naqd wa-balaga) and grammar rules (qgawa ‘id nahwiyya).

It is evident at a first glance that the scholar from Asyut does not choose the standard way of
describing the Arabic language, though he examines the topic from a different perspective. In
the first chapter, he lists the elements in which the Arabic language is subdivided in his advice
(Qura 1972 [1969]: 61). Among them, one can find those mentioned above, but also
morphology (qawa‘id sarfiyya), dictation, calligraphy, mnemonic exercises (mahfiizat) and
history of literature (tarih al-adab). Such different analytical categories can be explained by
the fact that the author bases himself on primary school programs issued in Egypt in the
1970s (Quea 1972 [1969]: 37), in which recitation (anasid), mnemonic exercises and the
other aforementioned elements played a key role in the teaching and learning of Arabic.
However, the relative importance that al-Jaafreh also gives to recitation and mnemonic
exercises in his work of 2014 confirms the fact that after four decades these categories are not
conceived only for a specific target of learners such as Egyptian or Arab school pupils, but
they can also be considered for the present theoretical discussion, which revolves around

Teaching Arabic as a Foreign Language.

To give another example of the peculiarity of Qura’s reasoning, listening is not directly
analyzed as a language skill in the author’s work, but it is often mentioned in other chapters,
namely those dealing with skills. In these sections, the author frequently refers to various
teaching techniques, e.g. “listening to texts read aloud” (gira‘a sam‘iyya), recitation (anasid)
and class discussion technique (munaqasa), which he describes both from the point of view of
production (speaking) and reception (listening) activities. Among these techniques, the
munaqasa plays a crucial role in the whole essay. As a matter of fact, Qura suggests that the
teacher should foster class discussion and create a favorable environment to harbor it,
starting with other activities such as storytelling, written composition, etc. (Qura 1972
[1969]: 87, 193). This aspect, together with acute attention to trainees’ needs and the
teacher’s leading role, make us think that the author inclines towards a communicative
approach, although he never declares any philosophical affinity with language teaching

approaches.
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Taking into consideration the categories listed above, we reflect on what seems to be most
noteworthy in reporting Qura’s point of view on ALLT. Hence, the discussion focuses on
literary criticism (naqd), rhetoric (balaga) and literary taste (tadawwuq adabi). These three
elements constitute the final aim of the Arabic language learner, or as Badawi would say: the
“language ceiling” (saqf lugawi). Since literature (adab) has been analyzed as a teaching tool
by many authors in very different ways (e.g. Qura 1972 [1969]; Ben Ismail 1980; etc.), we

choose not to expatiate on this topic because of time and space limits.

Therefore, the first term that we examine is “criticism” or “literary criticism”, which is
translated into Arabic with the word naqd. Qura (1972 [1969]: 239) describes it as the
literary analysis of texts from the expressive, stylistic and intellectual points of view and their

consequent judgment.

“Rhetoric” is realized by the Arabic term balaga. It deals with expression, meaning and style
and it is described by Qura as the most important basic element of literature itself, so much so
that the latter could not exist without it (cf. Qura 1972 [1969]). According to the author,
balaga can be pursued only through the revelation and disclosure of literature, its hidden

meanings and the secret of its beauty.

The author also clarifies the concept of inseparability of literature, criticism and rhetoric.
Indeed, although they differ in meaning, they are interlaced with one another through an
intimate bond. Their constant cooperation generates the “literary taste”, which is translated
into Arabic with the expression tadawwuq adabi and represents the final knowledge and
study objective of the three elements themselves. To clarify this interaction, Qura reports the

“metaphor of the tree”:

The tree with ripe fruits owes the reason of its beauty to the roots, which bring nourishment
and supply water through the trunk and the leaves. When the harvest season approaches, men
select the seeds from the best fruits and plant a new tree, which will grow better than the

former and make better fruits (Qura 1972 [1969]).

Thus, literary taste is neither an ability nor a skill, but an aptitude (igtidar) that must be

cultivated through the study of rhetoric and literary criticism. It deals with seeking and
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understanding strength and weakness, the beauty and ugliness of a text, whether it be poetry

or prose.

Husayn Sulayman Qura is not the only author that writes about literary taste. As a matter of
fact, the author of “Arabic language acquisition” (Iktisab al-luga al-‘arabiyya) Tamam Hassan
also dealt with the topic. Hassan (1983) in fact discusses the level of enjoyment and pleasure
in language learning (marhala al-istimta). According to the famous Egyptian linguist, this

level is composed of tadawwugq adabi and the comprehension of beauty in a text.

Another author that we take into consideration is Ahmed Husayn Hannura, who was a
Professor at Tanta University (Egypt) when he wrote Al-Maharat al-lugawiyya “Language
skills” in 1989. The work issued by this author can be placed among the exceptions to the rule,
since he generated concepts such as qudra al-sihha “grammatical correctness” and qudra al-
gawda “stylistic accuracy”. Before examining the two concepts in detail, it is important to
clarify that Al-Maharat al-lugawiyya is a work containing both theoretical and practical
chapters. In fact, Hannura’s book is dedicated to a placement test for higher education

candidates and the explanation to its sections.

The first concept that we take into consideration is “grammatical correctness”, which is
translated with the Arabic expression qudra al-sihha. Hannura describes it as the learners’
command (saytara) of grammatical and morphological rules, beside a good use of language
(mumarasa sahiha). In turn, the grammatical correctness is divided into five sublevels: (1)
rules identification (ta‘arruf), (2) rules disambiguation (tamyiz), (3) application stage (tatbiq),

(4) cloze or rephrasing exercises (takwin) and (5) language know-how (dabt).

Secondly, stylistic accuracy is realized with the Arabic expression qudra al-gawda and it tests
learners’ skills with respect to rhetorical rules, literary taste and criticism and asks them to
compare (mufadala;, muqarana) between different language styles. Stylistic accuracy is also
divided into sublevels. These are similar to those in grammatical correctness but vary in
number and concept as the fourth and last level is called “taste” (tadawwuq) and asks the

candidates to express their judgment on the literary text.

With this in mind we would like to conclude by highlighting an aspect that we consider of

utmost importance. Despite the fact that the target of learners here analyzed changes again,
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the classification presented by Hannura should be considered as another example of those
analytical categories proposed by Arab scholars in order to either describe or classify their
language and the teaching, learning and testing of it as this specific case suggests. It is clear
that this variety in perspectives and interpretations of the same topic originates from
different readings of the linguistic realities that these scholars have faced or still face today in

everyday life and in their jobs.

Therefore, we firmly believe that these last categories together with those cited above can be
considered both for the present theoretical discussion and for direct application in the field of
Teaching Arabic as a Foreign Language, which is the central theme of this paper. What
categories the level of language learning and teaching should refer to is the question that we

hope a future debate will deal with.

The Current Debate

Finally, this chapter is an effort to further develop the current debate, which has recently been
focused on either adapting or integrating the Arabic language to the European and Northern
American models of language learning and teaching (Alosh 2010; Aguilar 2014), such as the
Common European Framework of Reference for languages (CEFR) and the Proficiency

Guidelines by the American Council on the Teaching of Foreign Languages (ACTFL).

As previously outlined, this phenomenon can be explained by the fact that the contact
between scholars of different proveniences lately has brought about an accentuated interest
in the debate on Language Qualification Systems (LQS) for Arabic (e.g. scales of level,

placement tests, proficiency tests, certifications, etc.).

Before giving some examples on the topic, we would like to clarify an aspect of paramount
importance, which has revolutionized the field of language learning and teaching in the last
few years. More specifically, in 2001 the publication of the CEFR by the Council of Europe
introduced the “fifth language skill”, namely “oral interaction”. In Arabic, this expression can

be translated with tafa‘ul Safawi.

With this in mind, we may take into consideration the first example that has fostered the
debate on LQS for ALLT in our opinion. Hence, we would like to draw readers’ attention to

what Victoria Aguilar has theorized in her article issued in 2014 (Aguilar 2014: 36) and
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included in the proceedings of ArabeLE 2012, an international conference on ALLT held in
Madrid the same year. The Spanish Professor advocates the simultaneous teaching of Arabic
(MSA) and Moroccan Arabic dialect (hereafter MA). With this in mind, she takes the CEFR’s “5
language skills” and applies them to the language testing of the two varieties: MSA and MA.
According to Professor Aguilar, not all maharat can be tested in each of the two varieties.
Thus, listening (fahm Safawi) and reading (fahm kitabi) should be tested both in MSA and MA,
while writing (ta bir kitabi) only in MSA and speaking (ta‘bir Safawi) and interacting (tafa‘ul

Safawi) only in MA.

Aguilar’s theoretical application is not the only example in this field. As a matter of fact, we
could mention numerous attempts occurring in the last decades. Among them, we choose to
cite Badawi M. (1992) and Alosh M. (2010), knowing that this specification is not complete

and needs to be deferred to another moment.
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THE HISTORICAL BACKGROUND

After the Second World War the field of Foreign Language Teaching witnessed an incredible
development, together with the proliferation of new teaching methods. Peoples entered the
globalization era and felt the necessity to communicate between each other on the
international level. The pendulum of teaching that swung for centuries between the grammar-
translation and the natural methods in Europe, now started moving faster, as a series of
approaches were being created, all supported by scientific investigations, researches and
scholars, who dedicated their attention to linguistics and its practical applications.

Teaching Arabic as a Foreign Language, as we know it today, is a product of these times; it is a
subject that sprung from the contact between the reflections made by Arab scholars after
national independences and those made by the rest of the world, especially by those scholars
who operated in the nerve centers of Arabic language studies and applied linguistics outside
the Arab world. Teaching Arabic as a Foreign Language (hereafter TAFL), known in Arabic as
al-‘arabiyya li-gayr al-natiqin bi-ha, grew in the Arab world in the 1960s and particularly
developed during the following decade. It then swung, transformed and took different
directions until the present day. Nonetheless, this subject is rooted in the historical grounds of
the past, a condition also shared by today’s issues in education (Reble 2004: 14). Therefore,
the aim of this section is to provide a wide historical background, so to explain the milestones
that led to the birth of the subject. Not only, we will also consider its main historical
landmarks, the institutes and scientific poles that promoted theories, approaches, methods
and methodologies and the scholars that generated them, gathered around these institutes
and crowded the scientific scenes. To a functional extent, innovation in the field of education
and Foreign Language Teaching in the Arab world will be also considered, so that the reader
can have a complete overview of the topic, infer the influences that the debate around these
disciplines had on the development of TAFL and make comparisons with the trends in
language learning and teaching that originated outside the Arab world. In the frame of a
comparative approach, the reader will be able to understand theoretical and practical aspects

of the aforementioned disciplines and subjects, distinguish between them, their traditions and
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their origins, with special consideration for the Arab world and areas such as Europe, South-
Eastern Asia, North and South America.

Historical happenings and geographical regions of the Arab world are analyzed and described
from a global perspective, which shifts to micro-history and local areas when needed. For this
reason, the Arab world is presented as a whole territory and then examined in detail with
special attention to three countries that are particularly significant from the point of view of
TAFL and critical for its history. These countries are Tunisia, Egypt and Saudi Arabia (see §
Purpose of the Study). Until the 19t century, even though there were separate regional
developments, the Arab territories held together. This fact favored connections between them
and therefore circulation of information, exchange of theories and practices. To give an
example, the reforms started by the Egyptian khedive Muhammad ‘Ali had a strong appeal on
other Arab territories, such as Tunisia, whose sovereigns took inspiration from Europe but
also the Egyptian reform experience and the Ottoman tanzimat, in order to modernize their
regency. The evidence lies for instance in the 19th-century-school missions to Europe, which
were a diffused trend witnessed in Egypt from 1826 on, as well as in other parts of the Arab
world such as Tunisia and the Syro-Lebanese region. However, at the beginning of the colonial
period and more than ever after national independences, the Arab states started to close
themselves in their national boundaries. This situation fostered national or local debates,
besides unique developments in every country. Hence, in the Egypt of the “Liberal
Experiment”, during the 1930s there was a flowering of a lively scientific debate that revolved
around the Arabic language, the reform of its script and continued to involve the country and
other Arab states (e.g. Syria, Lebanon, Iraq, Saudi Arabia, Algeria) until the 1970s. A
remarkable number of scholars moved to Egypt from Syria and Lebanon to participate in this
debate and enriched it with their own views. Not only, the presence of foreign institutes in the
countries - e.g. the American University at Cairo from 1919 - boosted the opening to new
theories in the field of language teaching and learning and therefore affected the Arabic
language itself. This scientific contamination was carried out through scholarly discussions
and scientific journals, to cite one the Magalla al-tarbiya al-hadita “The Journal of Modern
Education”, printed from 1928 by the American University at Cairo, which dealt with
education and psychology, included translations from original American materials and
infused Egyptian scholars with new ideas and theories on education that originated outside
Egypt, such as the principles by famous American educators like John Dewey, Paul Monroe
and William Chandler Bagley. This syncretism was not present though in countries like

Tunisia and Algeria during the colonial period. In the 1930s these territories still lived under
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the French control and developed much diverse debates on language. Moreover, after national
independences the Arab countries once characterized by unity, began to proceed on separate
paths, which produced likewise different arabization policies and debates on language
learning and teaching. The succession of such different historical happenings is the reason
that justifies the peculiar chronological division of the historical background.

The criterion at the basis of the chronological division here proposed is neither historical nor
geographical, though it is to be found in the evolution of Teaching Arabic as a Foreign
Language as a subject. The historical excursus begins with the chapter entitled “The Early
Period”, which discusses Arabic language learning and teaching until the rise of colonialism in
the Arab region. It analyses the innovations witnessed in the same field and carried out by the
Arab reformers of the 19t century, for instance the foundation of brand new institutes that
provided Arab students with up-to-date and modern teaching methodologies. This section
continues until “The Colonial Period”, when the language panorama of some Arab countries
(i.e. Morocco, Algeria and Tunisia) radically changed and bilingualism inserted itself in a
region mostly dominated by Arabic for centuries. The end of the colonization and the
independence of the Arab nations are described in the chapter entitled “Open Doors”, which
testifies to the opening and the lively debate on Arabic language, instruction and language
teaching witnessed in the Arab countries after the undoing of colonialism. This period
represents the turning point of the whole historical excursus, since it lays the foundation for
the birth of TAFL during the 1960s in the Arab world. Therefore, the chapter “The Birth of a
New Branch” illustrates this history by sketching the creation of the institutes that first
promoted the Teaching of Arabic as a Foreign Language as a branch of the Arabic language
studies in the Arab world and the theories formulated by the scholars that frequented these
scientific poles. The following chapters are dedicated to the “Growth (1970s)” and
“Development (1980s)” of this branch, which evolved into a subject taught today at university
level. Thus, the sections highlight the main achievements in TAFL together with the
proliferation of studies, researches, scientific treatises and a description of the increase of
interest in the Arabic language, which «developed from being a scholarly language studied for
religious and, at times, commercial reasons in the 16t and 17t centuries to serving as one of
the main foreign and second languages in the 21st century» (Nielsen 2009: 147). Another
chapter entitled “New Challenges 1990s” analyzes the debates and scholarly publications
produced during the Nineties within the Arab world. It also puts in the limelight brand new
topics, which injected new life in the discussions on Arabic language, TAFL and paved the way

to globalization. The last chapter of the historical background is dedicated to “The Present
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Period (2000-2015)”, it examines the evolution of the subject in conjunction with today’s
historical happenings and describes its gradual specialization fostered by scholars, who have
explored more subfields and applications in depth, multiplying the research branches of a
subject that has become nowadays a full-fledged matter discussed in international

conferences and by a wide range of scholars and educators all over the world.
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CHAPTER 1
THE EARLY PERIOD

The chronological limit of the early period is set between the end of the 18t and the
beginning of the 19t century, when the so-called period of decadence (inhitat) drew to a close
and the Arab world saw the rise of renewal movements. This convention allows us to consider
an extended time span in which the learning and teaching of Arabic as a Foreign Language
(AFL) presented some common features. Pre-modern and modern language teaching
orientations and methodologies are analyzed in general so that the reader can understand the
trends during the centuries that preceded the birth of Teaching Arabic as a Foreign Language.
During the early period, the learning of Arabic as a Foreign Language (AFL) was characterized
by some common aspects: it was often fostered by contacts between speakers of different
languages. These situations happened regularly and implied translation, interpreting and, to
some extent, language teaching. Translation was provided in two ways: either by an
interpreter who had learned the Arabic in its natural environment and could speak it, or by
means of a lingua franca. The language was learned and taught on the field by simple
communication and language exchange, as it happened almost everywhere during the early
period. The teaching approach was mainly practical and aimed at training students for real
communicative situations.

This paragraph aims to clarify the dynamics of language contact in the Arab world, the
contextual learning of Arabic and to a lesser extent the attitudes towards foreign languages

and teaching methodologies, these last being functional aspects for the general discussion.

Contact between people speaking different languages always existed and history is plenty of
these examples. The purposes of this contact are to be found in commerce, politics and not
least the desire to know the “Other” and its culture.

From the very beginning of their journey of conquest and expansion, Arabs came into contact
with foreign speaking people, naming them ‘agam, a collective term meaning “barbarians”,
also “non-Arabic speakers”. As a matter of fact, the most characteristic sign of these people’s
barbarousness was the ‘ugma, an “incomprehensible and obscure way of speaking” (cf.
Gabrieli 1986: 206), which contrasted with what is reported in the Qur’an as lisan ‘arabi

mubin “clear Arabic language” (Q XVI, 103). These people were primarily identified by Arabs
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with their neighbors, the Persians, also called a‘agim (plural of a‘gam “stranger; barbarian;
non-Arab”). Similarly, the Muslims of al-Andalus called al-‘agamiyya® “non-Arabic” the
Romance dialects of their neighbours, who lived in the north of the Iberian Peninsula (Lévi-
Provencal 1986: 404). However ‘agam and al-‘agamiyya were not the only terms used to
identify the “Other”. On a different setting in place and time, Arabs used another appellation
to name the non-Arab indigenous populations of North Africa. This term was barbar (singular
barbari, plural barabir or barabira), a contemptuous epithet (Pellat 1986) meaning “barbarian;
savage; uncivilized”. Later, during the Middle Ages, Arab authors recognized these people
with the more specific name of (A)maziy?, which probably represents a rationalisation of
records from a previous era (cf. Chaker 1986).

Conquest was not the only opportunity of contact for Arabs. As a matter of fact, commerce
was another very important purpose to meet the “Other” and his language. To give a prime
example, the ports of Maghreb were visited by the ships of the maritime republic of Amalfi
since 850 AD (Balard 2002: 11). The Mediterranean basin and its trade routes fostered
cooperation and exchange between Arabs and traders of different proveniences. After Amalfi,
others took the route of North Africa and the Middle East. Among them one could find
merchants from Venice, Genoa, Pisa, Barcelona and Marseille, who started sailing in this
direction from the 11t century on (cf. id.).

On the language contact between Arabs and these foreigners we know that translations and
interpreters served for communications and trade agreements between the parties. These
skills were mainly provided by non-Arabs such as slaves, refugees and renegades coming
from outside the Arab world (Lewis 2004). These people were, in a sense, early learners of
Arabic as a Foreign or Second Language, for they not only mastered their mother tongue, but
also could provide translation from and into Arabic, because they learned the local dialect on
the field by natural contact with its speakers.

However, languages and language contact have always been subject to social changes and the
resulting political decisions; sometimes language contact was drastically reduced by historical
conjunctures. It is the case of the Fatimids in Egypt, who limited the free movement of

foreigners in the country and imposed on them residential segregation in temporary homes

I During the Middle Ages this word acquired a different meaning (Lévi-Provencal 1986: 404), which is
summarized today by the Spanish word and expression aljamia and literatura aljamiada. Both terms come from
the Arabic al-‘agamiyya and today they indicate the Romance languages (i.e. Mozarabic, Judeo-Spanish,
Portuguese and Spanish) that were written with the Arabic characters during the Muslim occupation of the
Iberian Peninsula.

2 The term (A)maziy is presented among Arab authors (e.g. Mazig in Ibn Khaldun) as the mythical common
ancestor of all Berbers tribes (Chaker 1986).
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(Balard 2002). This policy forced foreign merchants to stay inside the residential areas, so
that there were limited opportunities for language contact.

Soon the situation changed. As a matter of fact, the Ayyubid sultans allowed foreign
merchants to lodge, store and sell in fundugs “hostelries” and have more favorable residential
conditions in comparison with their predecessors (id.). This fact promoted the birth of
permanent colonies in Egypt, ideally allowing foreigners to interact with Arabic speakers and
their mother tongue. During the Middle Ages, these hostelries were widespread around the
Mediterranean sea and concentrated in towns open to international trade: Venetians had two
in Alexandria and Cairo, as well as Pisans in Alexandria and Damietta, etc. (see Mack 2002;
Balard 2002). This condition persisted until the Early modern period, since in the 17t-
century-Tunis one could still find the fundugs of French, English and Jews (see Sebag 1989:
24). The relative proximity of foreigners to Arabs meant not only exchange of goods, but also
language contact and cultural contaminations to which foreigners were irretrievably exposed,
being hosts in the Arab world.

History provides abundant evidence of language contacts and interactions between cultures.
One can suppose that, during these contacts, Arabic languages was learned and taught to
some extent in the places and at the times mentioned. As Titone (1980) points out, the need of
teaching a foreign language can be dated back to the beginning of time, when men started
communicating between groups speaking different languages. However, it would sound
anachronistic to speak about Teaching Arabic as a Foreign Language (TAFL) as subjects with
respect to the time span analyzed above. In this period, the AFL acquisition process remained
restricted to real necessity and true cases of interaction (e.g. refugees, renegades or slaves
learning the language of their hosts through direct contact), so that there was no
methodological awareness for the teaching and learning of foreign languages. The language
was learned by whom was in need to learn it and it was often the case of non-Arabs who came
to the Muslim lands for different purposes (Lewis 2004).

On the contrary, from its point of view, Arabic pedagogy displayed a rich range of theories and
philosophies, since Arab medieval scholars and educators such as Ibn Sahntn, al-Céhiz, Ibn
Sina and al-Gazall brought significant contributions to this field. For Arabs, learning Arabic
language properly often meant being able to read, write, develop a good handwriting, know
grammar, poetry, aesthetic style and elegant speech. It was often a question of learning by
heart and memorization, even though some scholars preferred deductive reasoning (e.g. al-
Gahiz) and insisted on the enjoyable side of learning (cf. Giinther 2006). Teaching took place

verbally (al-ta‘lim al-masmii‘) or through providing an example (cf. ibid. 375), while didactic
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techniques often regarded reading and writing, e.g. pupils used to dictate to each other;
advanced pupils used to write letters to adults or copy them from the board, in order to get
familiar with them (cf. ibid. 379). This situation persisted for centuries and kept the study of
Arabic framed in a precise context: that of religious studies.

The pictures above outlined clarify that there was little room for the teaching of Arabic as a
foreign or second language in the Arab world at the beginning of the Early modern period.
Even though contacts with foreign speakers happened frequently and language learning
occurred every time a foreigner took on the study of Arabic on the place, the political and
socio-historical conjuncture did not favor the development of a discipline that remained

scarcely considered in the Arab context until the second half of the 20t century.

With respect to interpreting, the 19t century was characterized by the decline of Levantines
and dragomans (Lewis 2004: 27), who were employed respectively by embassies and the
Sublime Porte for translations. Two new phenomena were soon ready to substitute these
classical figures. Form one side European powers such as France, the United Kingdom, the
Austrian Empire and Russia began to send their students to the Arab world, so that they could
learn Arabic on the field and then come back with thorough knowledge of the target language,
from the other side the Ottoman Turks - together with the governors of their regencies - felt
the necessity to learn foreign languages. This was a historical landmark. For the first time one
could speak about Arabic Language Learning not only as a subject learned by whom happened
to learn it through direct contact, though also by foreigners and people who generally planned
its study for diverse purposes. Arabists began to systematically set off for the Arab world in
order to learn the language of its speakers. It was not only a question of politics: e.g. the
embassies needed to substitute the untrustworthy figures of the Levantines; it was also the
desire to know the “Other”, its language and its culture. In this period the language learning
and teaching already underwent a long history in Europe, for the continent had passed
through many language-teaching phases and knew various celebrated scholars and thinkers.
Among the teaching approaches that were diffused in Europe one could find the practical
approach, then called “direct” or “natural method” and the grammar-translation method.
These approaches were later translated in Arabic respectively tariga mubasira and tariqa al-
targama or tariqa nahwiyya.

The first was rooted in history, widely diffused and characterized by an extremely practical
kind of teaching that favored the oral ability and penalized grammar and literature. The

teacher was often a native speaker who fostered communication pertaining to real life
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situations with his student. A typical lesson would start with the teacher talking in the target
language and the disciple listening to him. To this, brief explanations would follow and then
the teacher expected from the student to repeat the contents of the lesson also resorting to
mnemonic acquisition (Titone 1980: 24). Of particular concern are those scholars who
endorsed this method and enriched its principles with thoughts and lessons learned, which
mainly derived from personal theoretical speculations and their own teaching experience.
Among them we find for instance: the French philosopher and writer Michel de Montaigne,
Jan Amos Komensky, also known as Comenius and less known names such as Luneaud de
Boisgermain and the Abbé Pluche (id.). All these scholars and thinkers were against
grammarism, thus favoured a practical kind of teaching based on oral activities, use of
language rather than application of rules, repetition, copying and then inductive reflection.

As regards the grammar-translation method, it was an approach widely diffused during the
first half of the 19t century in Europe, to such an extent that the Egyptian writer and teacher
Rifa‘a Rafi‘ al-Tahtawi (1801-1873) left trace of it in his famous autobiography and travel
account. Rifa‘a al-Tahtaw1 had - in fact - the opportunity to learn French in Paris during the
first school mission sent to France by the Egyptian khedive Muhammad ‘Al1 in 1826. During
his visit, al-Tahtaw1 observed, read and translated, beside leaving an account on how foreign
languages were taught to him and precisely French: firstly the alphabet is presented, then it is
followed by words and verbs, through which one learns to write; secondly words are kept in
mind and then they are pronounced (cf. al-Tahtawi 2011: 199). In his account and
autobiography Tahlis al-ibriz fi talhis Bariz (The Quintessence of Paris), al-Tahtawi declares
that he studied also conversation (muhatabat wa-muhawarat) and after finishing a handbook
of simple sentences he took on a more important topic, namely grammar (nahw), which he
considers of paramount importance and pursues its study by examining many books (id. 200,
219). Thanks to al-Tahtawi’s accurate description, we clearly infer that he learned both
through the natural and the grammar method. Some years later, when the scholar came back
to Egypt in 1831, he was appointed translator from French at the School of Medicine3 (al-
madrasa al-tibbiyya bi-Misr), then founded the School of Translators (Madrasa al-mutargimin)
in Cairo in 1835. The first cycle of graduate students ended in 1839, but only ten years after
the school closed down and re-opened a century later. In this, he took inspiration from his

treasured discoveries made in France. The grammar-translation method was mainly an

3 The School of Medicine was created in Abu Za‘bal, in the outskirts of Cairo, then moved to downtown in 1837 at
Qasr al-‘Ayni. In 1925 the Qasr al-‘Ayni Hospital joined Cairo University.
4 Cf. http://alsun.asu.edu.eg/article.php?action=show&id=1#.Vv-lyz_tjnw
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artificial approach. It aimed at the systematic study of grammar, while language was codified
and arranged into fixed rules learned by heart. Among its exponents we find Johann Franz
Ahn, Heinrich Ollendorff and the influent German scholar Karl Plotz (see Titone 1980 for a
complete discussion on the topic).

The two approaches coexisted together in the same period and scholars endorsed one or the
other thinking, sometimes opposing either the natural method or “unnatural” grammarism.
This last was the case of the American scholar George Ticknor (1791-1871), who expressed
his innovative positions in the Lecture on the Best Method of Teaching the Living Languages,
which was delivered before the American Institute in 1832. So, while the Arab world was
awakening, Europe and North America were passing through a change in the methodologies
of language learning and teaching. On the one hand, Language Teaching was entering the
recently-established institutes of higher education in Tunisia and Egypt, mainly influenced by
European (i.e. French, English and Italian) experience, theories and experts, who were called
to serve the new type of instruction. The teaching methods employed were both traditional
and innovative, for the use of blackboards and free class discussion (hurriyya al-nigas) are
attested (cf. Ben Youssef 2007). On the other hand the West was preparing itself for a
transformation brought by brand new ideas in disciplines such as linguistics and psychology,
which revolutionized the filed of Language Teaching during the 19t century and the Colonial

era.

The Colonial Period

While the first schools of foreign languages and secular instruction were founded in Cairo in
1835 and in Tunis® in 1837, other parts of the Arab world were being subjected by European
powers. The very first military and political subjugation was that of the French expedition to
Algeria in 1830, which officially opened to the colonization of the Arab territories. After the
occupation of Algeria, one had to wait until the end of the 19t century to see other Arab
territories fall into the hands of foreign powers. On May 12t 1881 it was the turn of Tunisia,
when the bey Muhammad al-Sadiq bin Husayn surrendered to the French and signed the
Treaty of Bardo (mu‘ahada Bardii), also called Treaty of “Ksar Said” (mu‘ahada qasr al-sa‘id).
After only one year, in 1882, the British entered in Egypt and established their control on the
country. In the meanwhile other Arab countries were enjoying freedom, a condition that did

not last for a long time though. Between 1911 and the end of the 15t World War the Middle

5 Ecole Polytechnique du Bardo (madrasa al-sand’i wa al-‘uliim al-harbiyya bi-Bardii) was founded in Tunis in
1837. The school provided students with the teaching of Arabic and foreign languages such as Turkish, Italian,
French and English, besides training them in the military discipline.
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Eastern region was split between the main European powers. However, there were some
Arab states that resisted the colonial conquest: Saudi Arabia was one of them. In 1902 King
‘Abd al-‘Aziz ibn Sa‘ud proclaimed himself emir of Riyadh. A period of internal conflict
followed and after the unification of Hijaz and Najd, in 1932 the Kingdom of Saudi Arabia was
founded.

The colonization of North Africa and the Middle East was a period marked by great turmoil
and transformation. Radical changes affected the language panorama of the Arab world,
which entered a new phase. In the time span that goes from 1880 to late 1950s, the European
colonial powers enacted very different policies, in which language issues were also included.
These policies produced likewise sociolinguistic phenomena in the territories under the
control of colonizers. Arab countries passed from the purity of a language panorama
dominated by Arabic and quasi-untouched by other languages to the intrusion of foreigners
and their languages both in politics and in peoples’ everyday lives. The main events that led to
this situation should be traced and clarified, in order to contextualize a more urgent matter:
that of innovation in teaching.

The French hold on colonies brought asymmetrical relations between languages (Tullon
2009: 39), but also real competition between Arabic and French and their cultures dividing
countries like Tunisia into two factions, pro and con this influence (see Maamouri 1983;
Perkins 2004). Even though the politique d’assimilation in Tunisia was different from the one
perpetrated on Algeria, French direct rule aimed at spreading the language in the country.
French became therefore the language of education both in schools and at university level.
Louis Macheul, the Director of Public Instruction from 1883 to 1908, encouraged the
assimilation of French attitudes by Tunisians (Perkins 2004: 62, 64). Franco-Arab schools
were created and after the first decade of French control on Tunisia, thousands of Tunisians
were exposed «to an array of new ideas [that] brought them into direct contact with the
French population» (id.).

On the Egyptian stage, British indirect rule did not eradicate kuttabs, as the French attempted
to do in North Africa. On the contrary, they used them as quasi-state schools, introducing non-
religious subjects (Heyworth-Dunn 1968). This does not mean that they did not start an
education policy in the country. Lord Cromer, the British consul-general in Egypt between
1883 and 1907, started his own, especially in 1888 and 1892. He aimed at substituting Arabic
with English in instruction, Anglicising the educational system and raising the general level of
education in village schools (see Williamson 1987; Abugideiri 2010). However, the education

matter represented only a little part of his policy. His main objective was to keep Egyptian

50



graduates with a low profile, so to avoid the creation of a group of people whose education
“unfits them for manual labour” (Marlowe 1970; Williamson 1987).

Despite the fact that French and British rules differed in their intrinsic nature, the effect on
the Arabic speaking communities was somewhat similar, since they both aimed at imposing
their superiority on their subjects. As Versteegh (2006: 8) points out «both colonial powers
[the British and the French] (...) felt the responsibility to introduce European language and
culture to the regions under their administration». In essence, Europeans’ alleged superiority
was a pretext to impose their language.

However, inside the language conflict, one should specify that Arabic language had a decisive
symbolic role in the fight against the oppressor. As a matter of fact, Tunisians gathered
around Islam and its language, Arabic, which became the most important means for identity
claims and aggregation during the French occupation. Tunisians opposed to colonisers as well
as to the Franco-Arab schools. During the Protectorate people did not stop the protest, which
spread all over the country soon after the beginning and the whole course of the Protectorate
(Perkins 2004; Facchin and Pacifici 2010).

The situation in Egypt was slightly different. British indirect rule fostered community
alienation and despite Lord Cromer’s language policy and efforts of anglicising the school
system, English did not permeate the Egyptian society in the way that French did in the
Maghreb region. Thereof, British and French rules produced two different language scenarios
in the countries they subjected: from one side the presence of bilingualism in the Maghreb,
from the other side Arabic with no other fierce competitors in Egypt. This aspect is at the
basis of the different kinds of arabization (ta‘rib) policies that were carried out by Arab

countries after they gained independence.

During colonisation language teaching remained a discipline connected to the political events
and historical happenings described above. In the Maghreb region, for instance, French
imposed itself as the language of domination, leaving Arabic to the cultural and vernacular
spheres. As Tullon (2009) states the two languages developed asymmetrically. While French
was taught as the language of modernisation and occupied a privileged place in education,
Arabic - in all its varieties - was often illegitimately considered the language of tradition and
therefore downgraded. In Tunisia the Lycée Carnot, current Lycée pilote Bourguiba, embodied
the best example of French public education, while kuttabs still attracted those families who
opposed to the foreign domination. From a pedagogical point of view, French was taught as a

Foreign Language to both Tunisians and the other language minorities, above all Italians, who
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entered in the French assimilation policy scheme just like Tunisians. Arabic, instead,
continued to be taught to Tunisians in the traditional way, while non-Arab communities in the
country started to learn it as a Foreign/Second Language. During the colonial period,
interpreting from and into Arabic was a necessity and this led not only Tunisians to learn the
language of their rulers, though also French to study Arabic. Its knowledge was perceived as a
rare skill that not many people could master in Europe (Bendana 2008). However, Europeans
did not limit themselves to the study of Classical Arabic, though they started to learn Arabic
colloquial varieties, namely Arabs’ L1. The first researches on the topic were carried out by
foreign dialectologists and as a result «dialectology became associated with the divisive policy
of the colonial authorities, and the dialectologist was regarded as a tool of imperialism»
(Versteegh 1997: 132; see also Maamouri 1983; Haeri 2000). Arabs, from their point of view,
did not show particular interest in their mother tongues, which they considered a “degraded
form” of the Arabic language. With respect to Tunisia during the colonial period, Maamouri
(1983: 13) affirms that they were often not even aware that a duality existed. In general, the
study of dialects was felt to threaten Classical Arabic and therefore the uniting factor of the
Arab world together with religion. Colonisers were perceived as oppressors with different
grades of intolerance depending on the rule in question, namely British, French, Spanish or
[talian. Nonetheless in the previous period some Arab intellectuals such as Rifa‘a al-Tahtawi
still judged Europe as an advantage rather than a danger, a position totally contrasting with
the one of the Algerian emir Abdel Kader (1808-1883), who was an obstinate opponent of the
French rule in his country. It was only with the occupation of Tunisia and then Egypt that the
political thought of the Muslim communities changed (Hourani 1983: 103) and with it the
relationship of Arabs with their language.

Colonisation was a peculiar period for the history of the Arab countries since it forced Arabs
to face those issues that had begun to renovate during the previous period, but were still work
in progress. Since the rise of the nahda Arabs searched for a way to cope with advanced and
modernised Europe. However modernisation often did not mean embracing westernisation
and setting tradition apart. Innovation in teaching inserted itself in the intellectual debate of
that period despite the colonial domination and the difficulties that Arab peoples passed
through. It affected and influenced subjects such as Teaching Arabic as a Foreign Language,
Arabic Language Education and Foreign Language Teaching in general. More than ever, this
historical conjuncture was characterised by open debate on modernisation among the Arab

society, which compared itself with the European occupying forces. To give an example, the
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existence of a national higher education institute in Egypt was a topic discussed by famous
intellectuals such as Jurji Zaydan, Mustafa Kamil, Muhammad ‘Abduh and Sa‘ad Zaghloul.

At the end of the 19t and the beginning of the 20t century innovation in teaching influenced
many fields: other institutes were established and Arab authors published some relevant
works and translations. These institutes showed a renewed interest in the Arabic Language
Education and at the same time the Teaching of Foreign Languages. Both in Tunisia and in
Egypt, the creation of new institutes corresponded to an update in the field of instruction and
teaching methodologies. In Tunis, schools were built over the two centuries. In 1896 the
Khaldounia (madrasa al-haldiiniyya) was established by the Tunisian reformer Béchir Sfar
and aimed at providing a curriculum totally in Arabic, in which sciences and modern subjects
were included. After this foundation, other schools followed: in 1911 the Ecole supérieure de
langue et littérature Arabes, in 1922 the Centre d’études de droits de Tunis introduced the
study of foreign languages. In the same period a renewed interest in learning Arabic as a
Foreign Language is attested. This interest involved both foreign scholars and foreign
communities in the Arab countries, who sometimes fostered it in function of the colonising
mission and expansion of the West (see i.e. Kalati 2003). Therefore, the Haut Comité
Méditerranéen et de I'Afrique du Nord and the Centre des Hautes Etudes d’Administration
Musulmane were created in France, respectively in 1935 and 1936. Moreover, from 1935 on,
an examination in Arabic language was established in order to recruit the civil inspectors of
the French colonial administration (Bendana 2008). In this period, scholars of non-Arab
origins contributed to enrich the panorama of the publications in Arabic language. To give an
example, one can mention the famous German linguist and orientalist Gotthelf Bergstrasser,
who wrote al-Tatawwur al-nahwi li-I-luga al-‘arabiyya in 1929.

The colonial period was also a fertile moment for the exchange of teaching methodologies. In
the year 1908, Cairo University (gami‘a al-Qahira) was officially inaugurated under the name
of “Egyptian University” (al-gami‘a al-misriyya), which remained until 1940, when the
institute was renamed “King Fu’ad I University of Cairo” (gami‘a Fu’ad al-awwal) for a short
period of time after taking today’s current denomination. For the first official lectures of the
Egyptian University, King Fu’ad availed himself of foreign professors, especially Italians, since
he had a strong predilection for Italy. Among these professors we find famous arabists such as
Ignazio Guidi and Carlo Alfonso Nallino or other well known names like Gerardo Meloni and
David Santillana. These professors held various courses in the Egyptian institute from its very
first days. It is peculiar to stress that the language used by these professors in their lessons

was Arabic, but what is really striking is that they brought a new kind of teaching to Egypt, of
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which students were enthusiast. As Baldinetti (2002) points out, Egyptian students were
struck not only by the good language knowledge of those professors, but also by their
preparation, completeness of their researches and teaching methods. Despite this fact, around
1910 Egyptian students began to protest for two reasons, which are interesting from a
pedagogical point of view. Students lamented the absence of exams and at the same time the
kind of teaching methods that obliged them to merely take down notes and learn by heart the
concepts transcribed. The students’ protests were soon contained, though this event shows
maturity among Egyptian students, who claimed a better instruction and quality in teaching.
The creation of institutions of secular education and the foreign control on the Arab homeland
injected new life into the debate around modernisation in the Arab society. In this period,
Arabic language coexisted with the study of other foreign languages in the curricula of the
institutes and schools of recent creation. This coincided with the update not only of teaching
methodologies, but also of Arabic Language Education and language teaching in general. As a
matter of fact, these subjects took part in the debate on modernisation and by the end of the
19t and the beginning of the 20t century underwent a significant transformation within the
Arab world; Arabic Language Education (ta‘lim al-luga al-‘arabiyya) developed as a modern
subject, characterised by a more practical approach.

The debut of ta‘lim al-luga al-‘arabiyya as a modern subject was modest and the first three
decades of the 20t century registered a likewise interest in Arabic Language Education and
Arabic language teaching in general. A group of scholars that gathered around the table of the
Arab League Educational Cultural and Scientific Organization (ALECSO) at the beginning of
the 1980s tried to describe this start (see ALECSO 1983). According to this group, hereafter
called “ALECSO Board of Scholars”, the researches on the topic remained confined to the Arab
regional boundaries (id.) and this situation may have led to a paucity of publications.
Furthermore, according to Muhyi al-Din Sabir, the ALECSO director-general between 1976
and 1988, Arab scholars’ attention to education and teaching came with a certain delay if
compared with other foreign countries (cf. id.).

The ALECSO Board of Scholars identified the first trace of this renewed subject (talim al-luga
al-‘arabiyya) with the publication of al-Durts al-nahwiyya “Grammar lessons” in 1903 by Hifni
Nasif and other authors such as Muhammad Diab, Mustafa Tamuh and Mahmud ‘Omar (see
Nasif 1903a). The book can be considered both a grammar reference and a workbook; it
shows a new practice in drafting and an innovative presentation order of topics, together with
a variety of exercises at the end of every chapter, which are mainly devoted to the acquisition

of morphological rules and syntactic structures. Despite the innovative nature of this and
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other works by Nasif (e.g. Nasif 1903b), the books were targeted at Arabic language speakers
- not foreigners - who pursued an in-depth knowledge of their language. Even though the
Board itself admits the difficulty of circumscribing the birth of the literature on Arabic
language teaching methods (turugq tadris al-luga al-‘arabiyya) and despite the fact that there
may have been other significant works on the topic before the publication of al-Durts al-
nahwiyya, the book represents a good example of a subject characterized by a renewed and
more practical approach, which is explanatory of the change of times. The works by Nasif (i.e.
Nasif 1903a and 1903b) are not the only fruits of the first decades of the 20t century though.
In general, until the 1930s authors wrote their essays by deriving information from their
practical experiences (ALECSO 1983: 13), presenting a wide range of scientific themes that
went from Arabic language teaching methods to education, from school system to children

psychology (see Tawfiq 1924).
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Chapter 2

OPEN DOORS

The first half of the 20t century was a period of opening for the Arab world. Researches,
studies, theories and approaches on modern language teaching started to circulate within the
Arab nations that gained independence from colonial powers and partially in those countries
that were still subjected. The debate and the desire of renewal that generated among scholars
and educators in this period prepared the ground for the birth of Teaching Arabic as a Foreign
Language, which grew on the scientific bases and from the theoretical contaminations that
took place in the region between the two world wars. During the 1920s and the 1930s some
Arab states gained independence from colonial powers and were soon ready to face social
issues and host scientific debates within their new boundaries. Their status of newborn-
national entities allowed them to reunite people under the symbols of traditions like the
Arabic language and Islam and at the same time explore modernity through the opening to
contaminations of theories and philosophies that originated outside the Arab world.

In particular, Egypt lived a radical change in this period. As a matter of fact, in 1922 the
country gained independence from Britain and only two years after the Wafd Party, which
won the elections, started the well-known “Liberal Experiment” (see i.e. al-Sayyid Marsot
2007). Furthermore, many intellectuals came back to Egypt after a period of study in Europe.
Among them one could find for instance Muhammad Husayn Haykal, Taha Husayn, Ahmad
Lutfi al-Sayyid, etc. (cf. Camera D’Afflitto 2006: 156). The country was at the center stage of a
lively scientific debate, which revolved around Arabic language in general and specifically
language reform, the relationship between MSA and ‘@mmiyya and their development (e.g.
Abbas 1934; Aysa 1934; Wafi n.d.).

In this period there was an increase in the number of books and articles published in various
regions of the Arab world such as Egypt, Iraq and Syria. These publications focused on the
teaching of writing (ta‘lim al-kitaba), reading (ta‘lim al-qira’a), dictation, language reform
(Cislah al-luga), teaching styles (asalib al-ta‘lim) and Arabic language teaching (tadris al-
‘arabiyya), beside secondary school instruction, children literature and pedagogy (cf. ALECSO
1983:13).
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The debate that animated Egypt in that period was initially fostered in 1934 by a group of
intellectuals, who wrote an article entitled Hal al-luga al-‘arabiyya fi haga ila ’islah “Does the
Arabic language need a reform?” (Majalla al-Hilal 1934). In the article the authors analyzed a
series of topics related to the reform of the Arabic script. The group was formed by famous
names such as Taha Husayn, Mansour Fahmi, Muhammad Kurd Ali and Ali Abdel Raziq, who
conveyed their ideas through a famous Egyptian journal: al-Hilal “The Crescent”, founded in
1892 by Jurji Zaydan. After a few years, the debate was still felt as an important issue, so that
Bahi al-Din Barakat (1889-1972), an Egyptian intellectual and Minister of Education, formed
an intellectual circle (Nadi Barakat), which concentrated again on the reform of Arabic script
and published a relevant number of articles on the Journal of Modern Education (Magalla al-
tarbiya al-hadita) in February 1938. Soon, in the month of May of the same year, other
intellectuals came up with some articles on the topic, which were published on al-Hildl, in a
sort of debate that went back and forth from one journal to the other. This debate continued
to involve Egypt and other Arab states such as Syria, Lebanon, Iraq, Saudi Arabia and Algeria
until the 1970s. To this, one should add the “language question”, a transversal dispute that has
kept scholars and literates busy for a long time until today (e.g. Boussofara-Omar 2006; den
Heijer 2012). The dispute revolves around the question of diglossia (izdiwagiyya al-luga) and
asks whether Modern Standard Arabic or its colloquial varieties should be the official
language of Arabs. This age-old and ceaseless debate (Ryding 1991) together with that on
language reform left little room for other research issues such as applied linguistics. The
questions “what to teach?” and “which variety?” preceded “how to teach?” and therefore the
discussions on approaches and methods for Arabic language learning and teaching. This fact
postponed the birth of new research focuses like Teaching Arabic as a Foreign Language,
which appeared in the 1960s when the world order was changing and with it the teaching and
learning of languages, despite the fact that the debates cited above were still left open. These
last did not limit Arab scholars in their discovery of modernity though. Doors were left open
and the 1930s were therefore decisive years for teaching innovation and scientific
contamination of methods, approaches and theories. Egypt was for another time the stage of
this process and the aforementioned Egyptian Journal of Modern Education played a key role
in it.

The first copy of Magalla al-tarbiya al-hadita was printed in 1928 by the American University
at Cairo, established in 1919. The journal dealt with education and psychology, it was the first
of its kind in Egypt. In the first numbers it included mostly translations from original

American materials, while from the 1950s it published researches by Egyptian psychologists
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(cf. Abou-Hatab 1992) and educators. The journal was a vehicle for the transmission of new
ideas and theories on education that originated outside Egypt. Principles by famous American
educators like John Dewey (1859-1952), Paul Monroe (1869-1947) and William Chandler
Bagley (1874-1946) were presented. To give two examples, we firstly cite the article written
by Muhammad al-Tayyib Hasan in 1934 entitled Kayfa tutabbaqu nazariyyat al-duktiir Giin
Dyii ‘ala al-ta‘lim fi Misr “Dewey’s principles applied to Egyptian schools” (al-Tayyib Hasan
1934); secondly, during the reign of King Faysal I of [raq (1921-1933) the American educators
Monroe and Bagley took part in the commission for the study of Iraqi instruction conditions
and the result of their experience was reported in the journal. However, theories and
approaches from the United States such as Dewey’s experiential education or the “lecture
method”! (see Boktor and Galt 1933) were not the only sources of knowledge, which Egyptian
scholars were learning about in that period. The Journal of Modern Education exposed the
Egyptian readers to an array of new ideas and practical experiences coming from other
teaching contexts, to cite a few: Mexico, Turkey and Italy?. Information did not proceed only
on a one-way route, though it came to Egypt from all over the world. Scientific contamination
became therefore inevitable, so that new theories inserted themselves in the Egypt of the
“Liberal Experiment” and forced Egyptians to face modernity.

The doors that opened during the twenty years that go from the 1920s until the end of the
1930s could not be shut down later. The process was already started, so that the following
decade (1940-49) witnessed an increase of scientific contaminations, brought by translations,
open debates and foreign influence in the update of teaching methods. Egypt and Iraq were
again at the center stage of these phenomena. The debate insisted on some themes that were
already discussed in the previous decade and as the ALECSO Board of Scholars later reported
(1983: 16), the publications of this period focused on the relationship between MSA and the
colloquial varieties, but also the simplification of the Arabic language, its advancement with
respect to the requirements of the time, the teaching of reading and writing, literature,
grammar (nahw) and Arabic language teaching methodologies. Nonetheless, other topics such
as language vocabulary lists (qa’ima li-I-mufradat al-lugawiyya) captured the interest of

scholars. In Iraq, in particular, authors dedicated their attention to Arabic language teaching

1 The lecture method is a teaching method, where the teacher usually gives an oral presentation and the learners
listen to him.

2 Ahmad Attia Allah (1906-1983), an Egyptian scholar from Aswan, wrote for instance an article entitled Masif
al-talamid fi Italya “Italian children and summer resorts”, which was published in 1933 on al-Tarbiya al-hadita
(see Attia Allah 1933). In his article the author informs the reader of a summer camp (namely the Colonia marina

“Edoardo Agnelli” of Marina di Massa near Florence) in which the workmen'’s sons spent their holidays.
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methodologies for Arab pupils (i.e. al-Husri 1940; al-Najjar 1940). These authors published
their own works, but also regularly contributed to enrich the debate on the periodical Magalla
al-mu‘allim al-gadid “The New Teacher”, directed by Matta Akrawi (1901-1983) and printed
in Baghdad from 1935. Beside the Iraqi journal, other periodicals fostered the debate during
the 1940s: Sahifa dar al-‘ulim, Magalla al-tarbiya al-hadita and Sahifa al-tarbiya, all published
in Cairo.

Scientific contaminations began to spread in the Arab world by means of translations of
Western scholarly books, contact between scholars of different proveniences, open debate
and the expertise acquired by Arab scholars who travelled abroad. In particular in 1946
Muhammad Khalfallah Ahmad translated “How the Mind Works” (Burt 1934) written by the
British educational psychologist Cyril Burt (1883-1971). After two years, in 1948 the book al-
Tifl fi al-madrasa al-ibtida’iyya “The children we teach: seven to eleven years” (Isaacs 1932)
by the famous British psychologist Susan Isaacs (1885-1948) was translated in Egypt. [saacs
was influenced by Melanie Klein and from the pedagogical point of view she was convinced
that independence was very important in children’s acquisition process and that knowledge
could be acquired through playing. These and other theories were made available to Arabic
language scholars and psychologists who read them and took part in the scientific and
cultural opening that Egypt and other Arab countries passed through in that moment.
Methods of teaching and learning Arabic were also brought into question in this time span.
The scholars of this period left the link with the past, which bound them to a kind of teaching
that favored the talented (ALECSO 1983: 16). They started to draw their attention to those
scientific methods that allowed them to discover and unveil the nature of things (cf. id.). This
is the reason why the 1940s saw a commitment for experimental researches and many
authors dedicated their attention to the study of psychological questions, pupils’ cognitive
development (numi al-tilmid), students’ learning interests (muyil al-tullab) and educational
psychology in general (ALECSO 1983). Another focus was then modern teaching approaches
(turuq al-tadris). For instance, the work by al-Disuqi (1940) reflected the preference for
teaching (talgin) and in-depth study (mutala‘a) over the abundance of grammatical
explanations (katra al-qawa‘id). Thereupon, the language teaching methods that could be
found in the Arab world during this period were - to cite a few - the “indirect method”, the
“whole-word method” and the “phonetic method”. The first is translated in Arabic with al-
tariqa al-gayr mubasira and it is a method proposed by Hamza in 1949, who explained it
being the use of Arabic in the study of other subjects. It would correspond to today’s “Content

and Language Integrated Learning” (CLIL), a learning methodology recently created that
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fosters language inputs through the teaching of subjects that are directly presented to
students in the Second Language. The whole-word method is translated in Arabic with al-
tariqa al-kulliyya “the global method” and is attested in the work by al-Qawsi (1948), where
the co-authors Sumaya Fahmi and Muhammad Sa‘id Qadri left a report concerning the use of
the method according to their direct experience on school pupils, which was carried out in the
early 1940s. This method consisted of a global reading that put emphasis on the word as the
smallest chunk of meaning in the language acquisition process rather than isolated sounds or
letters, as it happened with the phonetic method. This last is translated in Arabic either
literally with al-tariga al-sawtiyya or with al-tariqa al-Guz’iyya “the partial method”. It
originated in the late 19t century, when the newborn science of phonetics was considered
indispensable for the teaching and learning of languages. It focused on the spoken word
rather than the printed page and on the sound rather than the letter (Gideon 1909). It was at
first exclusively oral and gave paramount importance to pronunciation. It relates to names
such as Henry Sweet, Sievers, Trautmann, Helmholtz, Passy, Rambeau and Klinghardt (Titone
1980: 74). The phonetic method was diffused in Iraq until the late 1930s, when educators
involved in Iraqi instruction - such as Muhammad Fadhil al-Jamali (1903-1997) and Matta
Akrawi - took over the previous generation of educators3, argued the teaching methods used
at school and discarded the phonetic method in favor of «the “progressive” ideas of John
Dewey; namely, reading using the whole-word method» (Simon 2004: 194).

Although the target students of the debate on Arabic language teaching methods were mainly
Arab pupils, the discussion outlined above represents an insight on the approaches and
theories that influenced the field of Arabic language learning and teaching during the first half
of the 20% century. Moreover, it prepares the ground for another discussion, the one on
Teaching Arabic as a Foreign Language, which grew on these scientific bases and from the
theoretical contaminations that took place in the Arab world during the period that preceded
its birth.

Another particular trend was witnessed in this period: a special interest for the applied
dimension of Arabic language teaching, as it happened in the work by al-Murshidi (1948). The
scholar wrote a book on elementary school examinations entitled Imtihanat al-sahada al-
ibtida’iyya fi al-luga al-‘arabiyya “Tests for primary school certificate of Arabic”. The book is

particularly explanatory of the change of times, since it represents a movement towards a

3 Sati al-Husri (1882-1968) represented this generation. Al-Husri was a Syrian writer, educator and influential
Arab politician of the 20t century. He introduced the primary school curriculum in Iraq for the first time in 1923.
The curriculum was based on Arabic instead of Turkish; it did not give importance to local dialects and it used
the standard phonetic method for reading (cf. Simon 2004: 73).
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thematic specialization of the issues discussed by scholars, a trend frequently witnessed in

the following decades.

The 1950s were peculiar years for the Arab world as some of its nations that had been
striving to gain independence from the foreign occupying forces, now obtained it. This was
the case of Libya in 1951, Tunisia, Morocco and Sudan in 1956. The former colonies were left
with a particular sociolinguistic panorama and in the period soon after their independence,
they started arabization (ta‘rib) policies that mainly aimed to eradicate the language of the
colonizers, especially in the Maghreb region, where arabization presented a special challenge
(Altoma 1974: 286) and took the shape of a status planning rather than a corpus planning (cf.
Maamouri 1983: 27).

Other Arab states were facing internal political reorganizations. For instance, in the 1950s
Egypt was living a radical change for another time. In 1952 the Revolution led by the Free
Officers Movement (haraka al-dubbat al-ahrar) led to the overthrow and abolishment of the
Egyptian monarchism. In the following years, and above all with the Suez Crisis of 1956 and
during the government of Gamal Abdel Nasser (1956-1970) Egypt took on a leader role in the
history of contemporary Middle East, which put it at the center stage of politics and economy
in the region. Furthermore, in the 1950s Egypt saw the re-opening of a famous institute: the
School of Translators founded by Rifa‘a al-Tahtawi, which was destined to play a strategic role
in the very early phase of Teaching Arabic as a Foreign Language birth (see § The Birth of a
New Branch). After a long silence, in the year 1951 the School opened its doors again, when
Taha Husayn - Minister of Education in that period - encouraged Professor of Semitic
languages Murad Kamil to re-open the “School of Languages” (Madrasa al-alsun), which was
later integrated into Ain Shams University as Faculty of Languages (Kulliyya al-alsun) in 1973.
In the same period, another part of the Arab world was experiencing the end of an era. In
1953, the first King of Saudi Arabia ‘Abd al-‘Aziz ibn Sa‘ud died, leaving the Kingdom to his
two sons, Sa‘ud and Feisal. The brothers entered in a period of open dispute that lasted until
the accession of Feisal to the throne in 1964. During the 1950s many ministries were created,
above all the Ministry of Education in 1953. Moreover, in the year 1957 the first Saudi Arabian
university was founded under the name of King Sa‘ud University (gami‘a al-malik Sa‘ud).
Later, the university would be the stage of the First International Symposium on Teaching
Arabic to Non-Native Speakers (al-nadwa al-‘alamiyya al-ula li-ta‘lim al-‘arabiyya li-gayr al-

natiqin bi-ha), which was held in 1978.
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From the point of view of the scholarly production, the 1950s saw both a quantitative and a
qualitative increase of publications regarding Arabic language learning and teaching (ALECSO
1983). As Khater (1963: 13) affirmed: after the Revolution of July 1952, Egypt saw a great
deal of attention to research work and the teaching of Arabic was one of the areas in which
this research was being conducted. The same situation should be traced for other Arab states.
Authors concentrated on reading, grammar, Arabic teaching styles, beside some new themes
such as teachers training (’i‘dad al-mu‘allim), adult education (ta‘lim al-kibdr), reading skills
(maharat al-qira’a), the role of libraries in education and pronunciation problems like
communication disorders (amrad al-kalam). Not only, experimental and applied researches
began to proliferate in this period (ALECSO 1983). Such researches were dedicated to topics
like examinations (ihtibarat), vocabulary lists (Aqil 1953; Bailey 1953) and spelling mistakes
(al-ahta’ al-’imla’iyya), (ALECSO 1983: 39).

Theories and approaches continued to arrive in the Arab world and cross its doors, which
were left open. For instance, works by French linguist Joseph Vendryes and the famous
psychologist Jean Piaget permeated Egypt through translations. The American educator
William Gray (1885-1960) came to Egypt in the early 1950s in order to give some lessons on
reading methodologies at the Institute of Education in Cairo (ma‘had al-tarbiya bi-I-Qadhira). In
the same period, the United Nations Educational, Scientific and Cultural Organization
(UNESCO) dedicated its attention to Egypt, requesting a study that aimed at drafting a report
of the existing methodologies for reading and writing in the country. The study was carried
out by Mahmoud Rushdi Khater (1954), a prolific Egyptian scholar, who dedicated his career
to literacy (mahw al-ummiyya), adult education and language testing. Khater started to
analyze the textbooks available in Egypt in that period; he categorized them according to the
target of learners (children or adults) and the methodologies employed in the books, namely
the phonetic and the whole-word method#* (cf. ALECSO 1983: 32), which were the most
diffused in that period. In this regard, it is important to mention a scholar that stands out from
the other authors: Ibrahim Imam, who published an article on Sahifa al-tarbiya “The Journal
of Education” in 1953 where he encouraged the use of the language through speaking and
repetition. This example represents a change of trend in the language teaching approach,
which shifted from a reading/writing-oriented philosophy to the communicative one on the

theoretical level. Nonetheless, the methods identified by Khater were still subject of

4 These methods are called by Khater itself respectively the “analytical” or the “alphabet method” and the
“global” or the “sentence method” (Khater 1963: 3).
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discussion among scholars (Abdelmajid 1956; al-Tunisi 1958; Barakat 1959) and one had to
wait the following decades to see a renewal in the field of teaching methodologies.

In the meanwhile Europe and North America were passing through a revolution in the field of
language teaching. The Second World War favored the birth of new teaching methods, which
tried to cope with the changes produced by the new world order. Among the new methods
that emerged in this period one can find the Army Specialized Training Program (ASTP),
which was a military program of the United States Army that aimed to provide officers with
communicative language skills during wartime and precisely from 1943 on. The ASTP
provided a more marked focus on real communication and three teachers, who took care of
different aspects of the language: oral production, grammar and cultural knowledge, namely
area studies.

To conclude, the first half of the 20t century was particularly interesting with respect to the
field of language teaching, since it was marked by scientific contamination, and opening to
new theories in the Arab world and by transformation and innovation, especially in North
America. Hence, the excursus outlined above aims to help readers to understand the cultural
atmosphere witnessed in the Arab world before the birth of Teaching Arabic as Foreign
Language as a modern branch of applied linguistics, so that they can have a clearer context

when approaching the following paragraphs.
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Chapter 3

THE BIRTH OF A NEW BRANCH

Between the end of the 1950s and the beginning of the following decade, colonizers
definitively left the territories under their control in the Arab world. The last Arab state to
obtain independence was Algeria in 1962 after a period of great tension and severe internal
conflict with France. As a result the new independent Arab nations acquired a renewed
centrality on international scale and their political leaders became to be known as in the case
of Gamal Abdel Nasser or Habib Bourguiba.

The Arab world was living a radical change. The Free Officers Movement fomented
revolutions in the region and took over Arab monarchies in Iraq (1958), Yemen (1962) and
Libya (1969). Nasser represented the Arab world’s center of political gravity (Osman 2013
[2010]) and a reference point of these claims. This fact brought Egypt to assume a leading role
in the whole region. In 1958 Egypt and Syria merged in one state, which was called United
Arab Republic (al-gumhuriyya al-‘arabiyya al-muttahida), abbreviated UAR. The United Arab
Republic had a short life since it existed until 1961, though it represented a first step towards
a larger unitary pan-Arab socialist state. With the Conference of Belgrade of 1961, Egypt and
other Arab countries® adopted non-aligned positions, which detached both from NATO and
the Warsaw Pact. However pan-Arab and socialist sentiments were very strong in many Arab
countries and this could not avoid generating tensions on international level. The United
States and the Soviet Union had already entered the Cold War era and the Arab world did not
remain untouched by the emergence of two power blocks. Egypt had tense relations with
Saudi Arabia, which opposed to pan-Arabism with pan-Islamism. In 1964 the accession to the
throne of Feisal in the Kingdom of Sa‘ud marked the beginning of a new era, which was
characterized by economic growth, projects of vital importance and reforms such as the one
concerning education. Feisal was a modernist leader and at the same time pan-Islamist since
he feared the diffusion of pan-Arabism in his country, a trend that spread rapidly in the Arab
world at that time. In this period Saudi Arabia saw an exceptional development, which was

possible thanks to oil revenues and the raise of its prices. Oil had become a strategic resource

5 Algeria, Iraq, Lebanon, Morocco, Saudi Arabia, Somalia, Sudan, Tunisia and Yemen.
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for the reconstruction of European economies after the Second World War and its revenues
allowed the Kingdom to consolidate the state of 1932 (cf. al-Rasheed). In the same period the
United States began to strengthen their role in the Middle Eastern region. According to the
Eisenhower Doctrine in fact the defeat of France and Britain in the Suez Crisis of 1956 created
a vacuum in the Middle East (cf. al-Rasheed 2004: 158).

The proliferation of ideologies such as Feisal’s pan-Islamism, Arab nationalism, Nasserite pan-
Arabism and socialism influenced those authors, who wrote on Arabic language learning and
teaching during the 1960s. Husayn Sulayman Qura’s positions (see § 2) are a prime example
since they reflected the civic nature of the Nasserite project, which was mainly a non-Islamic
political and developmental program that emphasized civic notions such as social equality
and identification with the poor (cf. Osman 2013 [2010]: 60).

From the point of view of scholarly publications, authors focused on the teaching of writing,
reading, grammar, teaching styles, adult education, literature teaching, children literature and
the role of libraries in education (ALECSO 1983). In addition the 1960s saw the birth of new
themes such as the Teaching of Arabic as a Foreign Language (ta‘lim al-‘arabiyya li-gayr al-
natiqin bi-ha) and Arabic language assessment (tagwim al-luga al-‘arabiyya). Scholars began
to draw their attention to specific themes such as language skills (maharat), especially those
involving reading and the development of literary taste (tadawwuq adabi) in the student (see
§ The Idea of Language), a topic bound to literature teaching.

An important phenomenon was the debate on the language reform and its simplification,
which continued to interest the Arab world during this decade and now involved traditional
centers of higher education such as al-Azhar (§ami‘a al-azhar). As a matter of fact its journal,
the Magalla al-azhar, got involved in the debate and the scholars that wrote for it expressed
the university point of view on the topic. In this debate took part also Tamam Hassan (1918-
2011), an eminent Egyptian linguist, who wrote an article entitled al-Nahw wa-I-mantiq
“grammar and logic”. The debate continued not only on al-Azhar Journal, but also on the other
journals active in that period: for instance Magalla magma‘al-luga al-‘arabiyya “Journal of the
Arabic Language Academy”, Magalla al-magalla “The Journal of Journals”, Magalla magma“
Dimasq “Journal of the Damascus Language Academy” and the Iraqi Magalla al-ustad “The
Professor’s Journal” (ALECSO 1983). In a sense, the debate influenced also the first scholarly
productions on Teaching Arabic as a Foreign Language (i.e. Mekki 1966), which aimed to
analyze Arabic language teaching from a new perspective, though were still linked to this age-

old discussion.
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The 1960s were also a period in which Arab scholars inquired about modern language
approaches and practical achievements carried out outside the Arab world. For instance
Hijazi (1966) wrote about famous educators such as Pestalozzi, Frobel, Russeau, Montessori,
Parkhurst and reported a series of methods that were used in the teaching of reading. Other
scholars presented the Gestalt theories that originated in Germany in the first decades of the
20t century (Abdelmajid 1961) or some applications of the structural and communicative
methods. The traditional teaching approaches like the whole-word and the phonetic method
were placed side by side with new ones. The use of radio and television in the teaching of
languages was introduced and some scholars (e.g. Mekki 1966) wished it were employed for
Arabic language learning and teaching or maintained what Khater (1963: 13) pointed out:
«the teaching of language (...) should not be confined to the book, it should extend its arms so
as to embrace [the] new media as well», such as the press, the radio and television. In the
same period the School of Languages of Cairo proposed a solution to avoid heterogeneity in
the class of Arabic as a Foreign Language, which is and was a diffused trend (Muhammad
Ahmad 1980; Elfiky 1980). The solution was called “the movable classes” system (al-fustl al-
mutaharrika) and aimed to place students at the most appropriate level, by upgrading or
downgrading them with a certain flexibility according to their knowledge of language
(Muhammad Ahmad 1980: 56). Even though this solution may seem quite obvious today, it
represented a “best practice” in the field of teaching at that time.

For what concerns Arabic language testing in the Arab world, it remained bound to the field of
literacy development and therefore it was targeted to native speakers. However, from the
second half of the 1960s on, Arab scholars began to dedicate much attention to the matter of
tagwim “assessment” (Mujawer 1966; ALECSO 1983: 82), which acquired a new
terminological significance. As a result, other tests were published in the Egyptian city of Sers
el-Layyan and Saudi Arabia in this period (Khater n.d.), while western translations on the
topic entered the Arab world and started a change in it. Translations informed Arab readers
on assessment techniques (turuq al-taqwim), tests for the measurement of language skills
such as listening (’isga’), speaking, writing, handwriting (taqdir al-hatt), composition (’intag
maktiib), grammar, expression and literary taste (tadawwugq adabi), (cf. ALECSO 1983: 87). In
the meanwhile in the United States, the first Arabic Proficiency Test was produced under the
direction of Peter Abboud and other four contributors: Raji Rammuny, Salman al-Ani, Sami
Hanna and Bill Cowan (cf. Rammuny and May 1974). Peter Abboud was a scholar born in
Palestine in 1931, who studied in London, Cairo, Austin and then started teaching Arabic at

the University of Texas from 1961 on. In 1966, he headed a workshop at Columbia University
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dedicated to Arabic instructional and testing materials in which it was recommended the
preparation of an Arabic proficiency test (cf. McCarus 2012), which was realized as early as
1967.

Between the end of the 1950s and the mid 1960s, there were the first discussions on a new
branch of applied linguistics: the Teaching of Arabic as a Foreign Language, together with the
appearance of books and articles dedicated to it. This phenomenon can be explained with the
convergence of various factors, both historical and social. The increase of importance of some
Arab nations, their economic centrality during the 1960s and the following decades, brought
many people to the study of Arabic. Not only, mass media began to give great attention to the
Middle Eastern political scenario, especially to themes such as the Arab-Israeli conflict,
together with the migration phenomenon, which affected North Africa and made Arabic one of
the major migrant languages in Europe. After the decolonization the world order changed and
the Arab region entered the international panorama enjoying temporary stability. In this
period, globalization «has given Arabic a far more prominent position in Western societies
than was the case earlier» (Nielsen 2009: 147).

In the same time span Foreign Language Teaching lived a general development, together with
the proliferation of new teaching methods. Peoples entered the globalization era and felt the
necessity to communicate between each other on the international level. As a result, a series
of language teaching approaches were created, all supported by scientific researches and
scholars, who dedicated their attention to linguistics and its practical applications. Teaching
Arabic as a Foreign Language (TAFL), as we know it today, is a product of these times; it is a
subject that sprung from the contact between the reflections made by Arab scholars after
national independences and those made by the rest of the world, especially by those scholars
who operated in the nerve centers of Arabic language studies and applied linguistics outside
the Arab world.

A first conference on the teaching of Modern Standard Arabic was organized in August 1958
at Harvard University by Charles Ferguson (Muhammad Ahmad 1980; Belnap and Haeri
1997), which was followed the year after by the “Symposium on teaching Arabic to non-
Arabs” (nadwa ta‘lim al-luga al-‘arabiyya li-gayr al-‘arab) held at the Instituto de Estudios
Isldmicos en Madrid under the direction of the Egyptian Ministry of Education. The

Symposium gathered arabists from the Arab world, the United States and above all Europe®. It

6 Among the lecturers we cite a few: Laura Veccia Vaglieri from Italy, Charles Pellat from France, Robert B.
Serjeant from the United Kingdom, Bertold Spuler and Hans Wehr from Germany, Fernando de la Granja
Santamaria and Elias Terés from Spain (cf. Majalla al-ma‘had 1959: 439).
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placed great attention to the works started the previous year at Harvard, so that Ferguson
was invited and took part to the debate that generated, which revolved around themes such
as for instance the variety of Arabic to be taught, the creation of a vocabulary list for Arabic,
the identification of a method for Basic Arabic (al-‘arabiyya al-asasiyya), a simplified version
of the language that would serve for teaching to non-native speakers. The end of the
Symposium marked the creation of a permanent committee Comité d’Enseignement de I’Arabe
aux Non-arabes (lagna tadris al-luga al-‘arabiyya li-gayr al-‘arab), composed of the meeting
lecturers (cf. Majalla al-ma‘had 1959). The Arab nations did not defer their commitment on
the issue though and in May 1960 the School of Languages of Cairo (Madrasa al-alsun) started
a project that aimed to group various experiences in the field, included that of Madrid
Symposium. The report that was issued by the School described a series of problems linked to
TAFL and a particular emphasis on the importance of textbooks was put (cf. Muhammad
Ahmad 1980: 43). For this reason a commission for the drafting of textbooks was arranged
with the participation of the School Dean Muhammad Mursi Rashid and Helmi Nasr, a scholar
destined to be known later as the founder of TAFL in Brazil. In a short period of time, the
School of Languages found itself at the center stage of the debate on TAFL and this was not a
case. First of all the School was the first institute that started the study of foreign languages
with a modern approach both in Egypt and in the Arab world and at the same time it was a
pole of Arab studies (cf. ibid.). Secondly it could count on a commission of experts that drafted
textbooks for TAFL with the help of the facilities and the teaching tools owned by the School
(cf. ibid.).

The discourse on publications - which were few in number - is firstly interesting from a
terminological point of view. Teaching Arabic as a Foreign Language can be translated in
Arabic with different expressions (see § Models for Language Education and Arabic), among
which ta‘lim al-luga al-‘arabiyya li-gayr al-natiqin bi-ha “teaching of Arabic to non-
arabophones” seems to be nowadays the most common. However, this early phase witnessed
different terminological choices for the classification and denomination of the subject. The
authors that wrote in the 1960s named the newborn branch either al-luga al-‘arabiyya li-I-
aganib “Arabic for foreigners” (Mekki 1966; Rashid 1967) or ta‘lim al-luga al-‘arabiyya li-gayr
al-‘arab “Arabic language teaching to non-Arabs” (Shalaby 1966; al-Hadidi 1967). The two
formulations originated from different contexts, although they aimed to convey the same
concept. On the one hand, the first is expression of the political changes that took place after
the Second World War, which established the new world order. In this new era, the nation

states were closed sets that had relations and interacted with other state entities, which
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distinguished themselves by politics and language. In addition, the choice of the first
formulation seems to reflect the contemporary use of the term aganib “foreigners” (sing.
agnabi), which represents the “otherness” in the new world order. For instance, Mekki (1966:
80) uses the term in connection with foreign institutes, organizations and students, who
started to visit Egypt for study purposes. In a sense, these students represent the outsider
group as opposed to Egyptians. On the other hand, the second formulation may have different
origins. However, it recalls the classic opposition between ‘agam “non-Arabic speakers” and
‘arab, where the former term is a synonym of gayr al-‘arab “non-Arabs” and contrasts with
the latter.

The first publications on TAFL tried to analyze methods (kayfiyya), problems (muskilat) and
proposed a simplification (taysir) of Arabic language teaching to “non-native speakers” (cf.
ALECSO 1983: 86). In a sense, these publications were influenced by the debate on the Arabic
language reform during the previous decades within the Arab world. According to the ALECSO
Board of Scholars the first work dedicated to TAFL appeared in Cairo in 1964 and may be
identified with Salah Abdelmajid al-Arabi’s book “Language laboratories” (ma‘amil al-lugat).
Two years before, Sati‘ al-Husri published “Fundamentals of teaching” (durds fi usul al-tadris)
in Beirut, in which he debated many topics, included the Teaching of Arabic as a Foreign
Language (cf. ALECSO 1983: 89). However, the first publications entitled to TAFL appeared
two years after, for another time in the Egyptian capital, which was the center stage of the
new trends in the Arab world. In 1966, Ahmed Shalaby, an estimated Egyptian scholar who
obtained his Ph.D. at the University of Cambridge, published “Arabic language teaching to
non-Arabs” (ta‘lim al-luga al-‘arabiyya li-gayr al-‘arab). In June of the same year Magalla al-
magalla “The Journal of Journals” published an article entitled “Arabic language simplification
for foreigners” (taysir al-luga al-‘arabiyya li-I-aganib), written by al-Tahir Ahmad Mekki, a
famous Egyptian scholar born near Esna in the Luxor Governorate in 1924.

Mekki was not a TAFL specialist, he was prevalently involved in the field of Arabic literature,
especially the literature of al-Andalus. As a consequence, his article was influenced by his
main field of expertise and interest, as he identified three historical phases for the TAFL and
the first begins in Toledo, at the Escuela de Traductores, when Arabic was studied during the
12t century. The history of TAFL continues with the colonial period and then quickly goes to
the third phase that coincided with the end of the Second World War. After citing a series of
efforts made by foreigners (hay’at agnabiyya) in the field of Arabic language learning and
teaching in which he mentions Harvard University and the University of Michigan, Mekki

states that the Arab nations have made little efforts in this direction (cf. Mekki 1966: 80),

69



despite the increase in the number of students learning Arabic. In a sense, the article can be
considered a manifesto of the new branch to which it is dedicated, not because its diffusion or
success, but for the principles and aims that it contains, which represent Mekki’s line of
thought and ideological objectives (see § 2). According to the author, in fact, the study of
Arabic is functional for the knowledge of culture (cf. Mekki 1966: 81). This knowledge can be
inferred through authentic readings, well-structured textbooks and can be imparted by
teachers, whose training represents the most important step for the future of education and
TAFL. Mekki describes how the teaching of Arabic to foreigners should be and as a
consequence he proposes a method divided into two levels, which seems to follow the
principles theorized by phoneticians (see § 3). The article is written with an enlightened
approach since the author discusses Arabic language learning and teaching from a brand new
perspective, putting the stress on themes such as the unbreakable bond between language
and culture and the way of thinking (tariqa al-tafkir), which - he says - varies from language
to language (cf. Mekki 1966: 85).

After one year, in 1967, TAFL obtained the attention of other scholars for another time.
Ahmed Shalaby published a second book entitled “Arabic language teaching according to the
most modern methods” (ta‘lim al-luga al-‘arabiyya wifqan li-ahdat al-turuq). In the same year,
Ali al-Hadidi published his scientific guide for TAFL teachers “The problem of Arabic language
teaching to non-Arabs” (muskila ta‘lim al-luga al-‘arabiyya li-gayr al-‘arab), in which he spoke
about the newborn branch, the importance of Arabic on the international level and other
didactical issues such as grammar terminology and the different skills involved in the Arabic
language acquisition process. In the work there is also a general attention to the best practices
carried out in Western Europe and the United States. The author reported new teaching
approaches like the language study through the radio in Australia, to which one should add
the others described by Muhammad Mursi Rashid in the book preface. In this part Rashid
speaks about some methods in connection with Foreign Language Teaching in general. These
are: the grammar-translation method (tariga al-targama), the direct method (al-tariqa al-
mubasira) and the aural-oral approach - called also audio-lingual method - (in Arabic al-
tariqa al-sam‘iyya al-safawiyya or al-sam‘iyya al-nutqiyya), which is a method developed
around the Second World War that starts from the sounds and then shifts to reading and
writing (cf. Rashid 1967). In essence, the approach is founded on the notion that language is
basically a matter of listening and speaking. It favors the aural acquisition and production

activities in the target language.
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To conclude, one can affirm that TAFL was started by scholars that were specialized in very
different disciplines such as history, literature and dedicated partial attention to this new
branch. However, Mekki, Shalaby and al-Hadidi had a common feature, which brought them to
explore the field of Arabic language learning and teaching from a new perspective: they all
experienced otherness and had a relation with it in a moment in which the world was
changing and the Arab region appeared on the international scene in the form of independent
nation states. Al-Hadidi obtained his Ph.D. in the United Kingdom, he had experience in
teaching Arabic to foreigners in Egypt at Ain Shams University and abroad; Shalaby studied at
the University of London and then obtained his Ph.D. at the University of Cambridge. Mekki
was specialized in the literature of al-Andalus; he could be considered an expert of the
Spanish world” since he studied and taught Arabic abroad and precisely at the University of
Madrid and the Pontifical Xavierian University of Bogota, Colombia.

The motivations that brought these scholars to start their teaching experiences abroad are
expression of the positive opening that Arabic and Teaching Arabic as a Foreign Language
lived in that period. The new branch began to spread outside the Arab world and this allowed
Arabs to realize a twofold objective that represented one of their strongest desire in that
historical moment. According to Badawi (1980: 22) the diffusion of Arabic language teaching
on international scale allowed Arabs to claim their identity, independent status and start
cooperation with the former oppressors, who had been controlling their territories. Not only,
it allowed building more solid bridges with those Muslim countries already reached by Islam
but not yet by Arabic. Thus TAFL landed in Europe, North America and other places where
Arabic was taught from a considerable time, but a new methodological awareness was
reawakening scholars who started to carry out new applied researches on the field (Abboud
1968; Kalati 2003 and 2004). At the same time Arabic and TAFL reached remoter places
where the need of Arabic language learning was relatively recent: Arabic began to spread for
instance in Asia and South America, TAFL in the Muslim states of Africa. As a matter of fact
there is a multitude of similar stories that saw the birth of TAFL in various countries, such as
Brazil, Chile, Korea or Nigeria (see i.e. Hunwick 1965; Hakim 1966; Hee-Man and el-Khazindar
2006; Gomes de Araujo 2008). For instance, in 1962 Helmi Nasr, from the School of Languages
of Cairo, arrived in Brazil and officially started the teaching of Arabic at the University of Sdo
Paulo one year after. In 1965 the Korean Ministry of Education agreed to the opening of a

department of Arabic language and literature at Hankuk University of Foreign Studies. In the

7 In his article Mekki (1966) cites a series of Spanish scholars, such as the Majorcan philosopher Ramon Llull (d.
1315), the arabist Miguel Asin Palacios (1871-1944) and Federico Corriente Cérdoba.
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same year, the Nigerian university of Ibadan organized a Seminar on the teaching of Arabic.
Even though Arabic teaching as a foreign language was a matter of non-Arab institutes before
the 1960s, I would like to conclude by saying that the branch of TAFL, as we know it today,
was born both inside and outside the Arab world at the same time. The new branch sprung
from the exchange and dialogue between the new independent Arab countries and the rest of
the world in a peculiar historical landmark, characterized by the reorganization of the world’s
economical and political equilibrium. The mid 1960s saw the appearance of the first
stronghold of TAFL in the Arab world: the Institut Bourguiba des Langues Vivantes (ma‘had
Burqiba li-I-lugat al-hayya) of Tunis®. In 1964, the Bourguiba School - often mentioned with
the acronym of its French name “IBLV” - was officially established for the diffusion of Arabic
and with the practical aim of teaching it to foreign students, so that they could discover the
Arab-Islamic culture (hadara ‘arabiyya ’islamiyya) and its human values (giyam insaniyya), (cf.
Sieny and al-Kassimi 1980).

The 1960s were decisive years for TAFL, for they represent a landmark that signals the
dawning of a new branch both within the Arab world and outside of it. This situation can be
summarized by what the French arabist Charles Pellat said at the Madrid Symposium in 1959:
“we are starting a revolution in the field of Arabic language teaching and - as we know - every
revolution has its own philosophy and action program. Our duty is to take care of its future

directions” (Majalla al-ma‘had 1959).

8 Another story can be mentioned in this instance. In 1955 Professor Khalil Mahmoud Asakir (‘Asakir) was sent
from Cairo University to South Sudan and precisely to the “Maridi Institute” (ma‘had Maridi), where he was
asked to teach Arabic to non-Arab speakers. As a matter of fact, the teaching of Arabic was directed to local
language speakers other than Arabic and was included by Yusuf el Khalifa Abu Bakr (1980) in the examples of
early TAFL experiences carried out in Sudan and the Arab world in general. However, this experience places
itself between TAFL and arabization (ta‘rib) and for this reason it was decided to dedicate less space to it within
this research.
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Chapter 4

GROWTH (1970s)

The death of Gamal Abdel Nasser on September 28t 1970 left the Arab world with no political
leader and at the same time it marked the end of an era. After years of a highly liberal
intellectual atmosphere, Egypt entered a new phase: the president Anwar Sadat - who
succeeded Nasser - steered the country away from the Nasserite project and replaced the
civic nature of the Egyptian state of the 1950s and 1960s with a quasi-Islamic one (cf. Osman
2013 [2010]: 90). Not only, his foreign policy marked the end of Egypt’'s leader role in the
Arab world. The political vacuum that created was firstly filled by King Feisal of Saudi Arabia,
then by Saddam Hussein in Iraq, who both tried - in vain - to replace Nasser (Campanini
2006: 174).

Teaching Arabic as a Foreign Language, the new branch of applied linguistics that flourished
during the 1960s in Egypt now suffered a setback in the country. As a result it crossed the
Suez Canal eastward and Cyrenaica westward to spread across other corners of the Arab
world. Hence, during the 1970s Saudi Arabia, Sudan, Tunisia, Libya and Lebanon saw the rise
of TAFL, which lived a considerable development as the number of publications increased and
conferences were organized within the Arab world. The undisputed Arab capitals of the new
branch were Riyadh and Khartoum, together with the Syro-Lebanese region and Cairo, which
stayed in the background though. Tunisia - from its point of view - saw the appearance of the
first work on TAFL only in 1979, even though the Bourguiba School published dedicated
textbooks (Ben Ismail, Ben Saleh, Alayed 1966; Ben Ismail 1974) and continued to train
foreign learners of Arabic during the summer sessions for the whole decade. In all these
places Arab scholars debated TAFL, started new projects, experimental studies and had the
opportunity to create institutes, which dedicated their attention to this specific research field
both from theoretical and practical points of view.

Except from Bourguiba School - which mainly pursued practical objectives -, the first
institute dealing with TAFL theory within the Arab world was established in Sudan. The
reason why such a decision was taken in a remote country of the Arab world is to be found

both in historical and linguistic factors. From the one hand, Sudan was passing through a
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fertile moment at the beginning of the 1970s. As a matter of fact, after the military coup of
1969 and throughout the first half of the following decade, the country lived a period of
secular government, which was brought by Gaafar Nimeiry, a Free Officer, who initially
pursued socialist and pan-Arabist policies. From the other hand, the country displayed a
peculiar linguistic situation, characterized by the coexistence of Arabic with a multitude of
other local languages, which produced linguistic phenomena such as language transfer®. The
concurrence of these two factors favored the birth of an institute dedicated to Teaching Arabic
as a Foreign Language. In 1974 the Khartoum International Institute for Arabic Language
(ma‘had al-Hartum al-duwali li-I-luga al-‘arabiyya) was founded by ALECSO, after the petition
of the Sudanese Government that asked to build a TAFL center in order to cure the problem of
language transfer (tadahul lugawi) in the countryl0. The Institute (hereafter referred to as
Ma‘had al-Hartum) aimed at training learners of Arabic as a Foreign Language, made available
a dedicated library and provided a diploma in this specific field. Between its foundation and
1976 Ma‘had al-Hartum played a key role in TAFL, training the first TAFL ambassadors (Al
Naqa 1985a), who graduated in 1976 (Qasim 1992: 115) and attracting Arab scholars from
Egypt and Tunisia, who were employed as teaching experts. Among them for instance
Mahmoud Kamel Al Naqa, Rushdi Ahmed Taima and Mohamed Ben Ismail, later known for
their contributions to the field and for animating the debate during the following decade (see
§ Development 1980s).

In the same year there was the foundation of the Arabic Language Institute of King Sa‘ud
University, which was renamed during the reign of Feisal “University of Riyadh” (gami‘a al-
Riyad), until 1981 when it went back to the original name. King Feisal reigned until 1975,
when he was murdered by his nephew Feisal bin Musa‘id. During his tenure, the Organization
of Arab Petroleum Exporting Countries (OAPEC) - of which Saudi Arabia was a member -
declared an oil embargo against the United States and other industrialized countries that
supported Israel in the Yom Kippur War. These events, later remembered as “1973 oil crisis”,
put Saudi Arabia and other Arab states in the limelight on international level. Not only, they
increased the world’s attention towards the Arab emerging economies and raised the interest

for Arabs’ culture and their language, which was added to the official languages of the United

9 Language interference, or language transfer, reflects the influence or the action of a given language system on
another. It often deals with linguistic item borrowings (words, rules, categories, meanings, etc.), which are
imported from one language into the other (cf. Berruto 2011: 289). In Sudan, language transfer regards Arabic
and other local languages like Nubian, Beja and Fur, as in the case of Khartoum Arabic (Dickins 2007). The
Khartoum International Institute for Arabic Language was founded in order to cure this situation.

10 Cf. http://alecsolugha.org/
74



Nations in 1973. As a consequence of the political turmoil of the early Seventies, Teaching
Arabic as a Foreign Language witnessed a boost, which was followed by a debate felt
necessary for the creation of simplified, modern and up-to-date methods for Arabic language
teaching (Souissi 1979: 7). In this historical conjuncture, the Arabic Language Institute
(ma‘had al-luga al-‘arabiyya bi-gami‘a al-Riyad) - today called Arabic Linguistics Institute
(ma‘had al-lugawiyyat al-‘arabiyya) - was created with the intention to be an internationally
and scientifically pioneering institute for the diffusion of the Arabic language, the teaching of
Arabic and Islamic culture (taqadfa ’islamiyya) to non-native speakers. As a matter of fact the
Institute - hereafter abbreviated Ma‘had al-Riyad - provided two programs for AFL learners,
the first intensive during the day and the second extensive through night classes. Moreover,
the Institute aimed at training teachers in the newborn branch of TAFL and fostering
researches, studies and textbooks in this specific field by following an objective method
(Abduh 1979a). At its opening, Ma‘had al-Riyad started with more than hundred enrolments
from various countries (Fouzan 2014). Its first Director was Mahmoud Esmail Sieny, a Saudi
scholar born in Medina in 1942, who obtained his Ph.D. at Georgetown University
(Washington) in 1972 and later became an influential scholar in the field of applied linguistics
and Teaching Arabic as a Foreign Language, for he animated the debate in Saudi Arabia since
the 1970s.

One year after, in 1975 (1395 H), another TAFL center was established in Saudi Arabia. The
Institute of Arabic Language (ma‘had al-luga al-‘arabiyya li-gayr al-natiqin bi-ha) was founded
in Mecca as an offshoot of the College of Shari‘a and Islamic Studies!!, which represented the
very first nucleus of Umm al-Qura University, established in 1981. The Institute (hereafter
Ma‘had Umm al-Qura) displayed the same objectives as Ma‘had al-Riyad, although its mission
today leans towards the teaching of Arabic and Islamic law, an aspect that has characterized
the nature of Teaching Arabic as a Foreign Language in Saudi Arabia since its birth. Courses of
Arabic for religious purposes have been organized in the Kingdom (Fouzan 2014) since the
dawn of TAFL and dedicated textbooks were issued. Not only, TAFL Saudi scholars, for
instance, have usually stressed the eternal link of Arabic with Islam (al-Kassimi 1979; Sieny
and al-Kassimi 1980; Bahjat 1980), a question that did not concern authors from other Arab
countries (e.g. Qura 1972 [1969]; Souissi 1979). As a matter of fact, the TAFL orientations
produced in Saudi Arabia differed from those of other Arab countries such as Egypt and

Tunisia, where there was a more diffused secular approach to this branch. At the end of the

11 Cf. https://uqu.edu.sa/en/instarab/AboutUs
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1970s Egypt managed to overcome the deadlock and new life was injected to the debate on
TAFL. In 1979, the American University in Cairo established the Master of Arts in Teaching
Arabic as a Foreign Language and the influential Arab scholar Essaid Mohammed Badawi was
appointed its director. By the end of the decade also Jordan and Libya built their own research
institutes. From one hand, in Jordan, the Language Center (markaz al-lugat) was established
at Yarmouk University (gami‘a al-Yarmuk) in Irbid in 1979. Later, the Center became famous
for its Arabic-language program for foreigners (see § Development 1980s). From the other
hand, the North African country of Muammar Gaddafi did not remain untouched by Teaching
Arabic as a Foreign Language. Since the 1970s Libya showed a notable interest for applied
linguistics and specifically for TAFL. Ridha Souissi (1979: 153) reported that in 1973 Libyan
scholars published the work entitled “Towards expression” (nahwa al-ta‘bir), which followed
the structural principles in language teaching (Souissi 1976 [1973]). As for TAFL, three
institutes were particularly active in the Libyan panorama and started to organize Arabic
language teaching sessions for foreigners. These were the International Relations Center!?,
the Islamic Call Society!? (Jam‘iyya al-da‘wa al-’islamiyya) and above all Al Fateh University
(gami‘a al-fatih), currently University of Tripoli (gami‘a Tarabulus) founded in 1957 as a
branch of University of Libya (al-gami‘a al-libiyya), which fostered AFL courses through a
dedicated Division (su‘ba ta‘lim al-luga al-‘arabiyya li-l-aganib), (Algmati 1992).

These institutes were created with the scope of carrying out researches on TAFL, training
teachers in the new branch (Badawi 1992: 47) and above all for the diffusion of Arabic and its
cultural values. As the Tunisian Minister of Education Mohammed Mzali affirmed at the end of
the 1970s: the diffusion (nasr) of Arabic had a twofold objective: firstly to affirm Arab
identity, secondly to legitimate Arabic and place it side by side with the other foreign
languages in class. In this sense, the teaching of Arabic to foreigners pursued the objectives
outlined by the Tunisian Minister, as it represented the key that opened the doors to the
world, which - in that period - was asking the Arab nations for a civil dialogue based on give-
and-take interplay (cf. Souissi 1979: 7). This was particularly true for some Arab countries.
For example, during the tenure of King Khaled (1975-1982), Saudi Arabia became the point of
reference for the United States foreign policy. In 1979, the Islamic Revolution in Iran and the
Soviet intervention in Afghanistan started to worry King Khaled who feared the growth of
Shiite unrest in his Kingdom. These political events lead the King to strengthen his strategic

alliance with the United States and catapulted him to the atmosphere of the following decade,

12 Cf. http://www.foreign.gov.ly/ar/diplomatinstitute.php
13 Currently World Islamic Call Society, website: http://www.wicsociety.ly/
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when the subterranean tensions created by Feisal emerged and the region started to lose

again its stability.

Institutes set themselves as leading centers of TAFL and fostered the diffusion of the Arabic
language, which became study object of an increasing number of foreigner learners. From
their point of view, Arab scholars called for teaching methods renewal, which should bring
simplification in the field of Arabic language teaching and boost the production of up-to-date
teaching materials. TAFL remained in fact underdeveloped until 1978 and needed
implementation. Scholarly production focused on the problems related to Arabic language
teaching in Europe and North America, recent methodological trends, teaching styles and
their psychological implications, writing, reading skills, grammar, vocabulary lists (al-kalimat
al-sa’i‘a) (Borg 1976), the role of libraries, teachers’ training, teaching Arabic through radio
(Bakr 1975) and new technologies (al-tiknuligya al-hadita). Some works displayed also the
Basic Arabic project (Farukh 1973), which echoed those experiences conducted in other
languages (i.e. Basic English and francais fondamental). Not only, the Basic Arabic project (al-
‘arabiyya al-asasiyya) reflected the aims of the Madrid Symposium, which were reiterated in
the Arab world in 1973 at the Conference of Brummana (Lebanon), where scholars from the
Arab world and above all Europe gathered to discuss the problems linked to Arabic language
learning and proposed solutions to them. As its English and French brothers, Basic Arabic was
a simplification method (Cochran 1958) and aimed to limit and select lexical material, so that
to ensure a quick and thorough knowledge of the language (cf. Titone 1980: 170). Of note in
this field, the frequency list by Dawud Abduh, a Palestinian scholar that put together the 3,000
most diffused words in Arabic and published them in Riyadh in 1979. The work was directed
to both foreign and first language users (cf. Abduh 1979a). It was not the first of its kind
though, as the author himself mentioned the other lists from which he derived his own. These
lists were all issued between 1940s and 1950s (Brill 1940; Aqil 1953; Bailey 1953; Landau
1959), aimed to lexical material selection and therefore simplification. Similarly, other TAFL
works (Esmail [Sieny] 1975; al-Kassimi 1979) dealt with this matter as they continued to be
still influenced by the traditional debate on Arabic language reform previously described in
this chapter. In this light, theoretical discussions, the Basic Arabic project and frequency lists
represented together the wide general objective of making Arabic easier to foreign learners.
Therefore, during the early 1970s TAFL was boosted by a few publications. Of note also, the
9th Conference of the Arab Teachers Syndicate (ittihad al-mu‘allimin al-‘arab), which dealt

with TAFL and was held in Khartoum in 1976, in a country that played a pioneering role in the
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field of TAFL in this early phase and especially after the creation of Ma‘had al-Hartum. The
conference hosted scholars that spoke about TAFL and its practical applications, for instance:
the lectures by Mahmoud Kamel Al Naqa, Ali al-Hadidi on grammar in the AFL class, Ali
Mahmoud Farid on TAFL teachers’ training and Youssef al-Khalifa on Arabic as language of
culture and communication (cf. ALECSO 1983: 134). The Conference of Khartoum, however,
dealt with many other themes such as teachers’ training, Arabic language teaching in general
and was not focused on Arabic as a Foreign Language only.

In 1978 a revolution was ready to upset the new branch. As a matter of fact this year was
crucial for the growth of Teaching Arabic as a Foreign Language, as a series of dedicated
meetings were organized and researches on the issue were published. The cities in which the
new branch flourished were Riyadh and Cairo, even though other works were issued in Tunis,
Beirut and Rabat by the end of the decade. In this period, the scholars’ interest in TAFL
increased, but the most important event was the First International Symposium on TAFL, held
in Riyadh in March 1978 (see under). Books, articles and colloquia followed this meeting,
which was a watershed in the history of Arabic language teaching. In addition, it was
witnessed the growth of thematic specialization of researches, which already started in the
1950s and now became notable, since scholars began not only to produce applied or
experimental researches, but also carried out in-depth studies dedicated to specific fields, e.g.
teaching of stories (tadris al-qissa), literary taste, etc. The interest in Arabic language testing
considerably increased: scholars aimed to measure various language skills, above all reading.
Among these scholars, one could find again Mahmoud Rushdi Khater, who remained the main
protagonist of this research area. Tests were developed in the field of literacy (Khater 1971;
Taima 1971), pedagogy (Barada 1974; Mujawer 1974a) and Arabic language teaching in
general. Experimental researches such as the “Curriculum design for TAFL” (Tasmim manhag
li-ta‘lim al-luga al-‘arabiyya li-I-aganib) by Fathi Younis were published in Cairo in 1978. Of
note also two publications dedicated to Arabic language testing: the first, “Arabic foreign
language test design” (Tasmim ihtbarat al-luga al-‘arabiyya bi-wasfi-ha luga agnabiyya)
published by Sieny in Riyadh in 1977; the second, the “Arabic language test for non-Arabs”
(Ihtibar al-luga al-‘arabiyya li-gayr al-‘arab) published by the Arabic Language Center of the
University of Riyadh the year after (Ma‘had al-Riyad 1978). The work published by Sieny was
based on scientific parameters for test construction, such as clear objectives planning (qa‘ida
tahdid al-hadaf), validity (sidq), reliability (tabat), etc., (see § Chapter 10). It contained a wide
range of items, which were constructed for all four language skills and displayed the use of

visual material, in compliance with the structural approaches. The scholar was mainly
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influenced by foreign studies on English language testing (i.e. Robert Lado, Paul Pimsleur,
David Payne Harris, J.B. Heaton), but also by Mohammed Mujawer’s experience on objective
tests (ihtibar mawdi 7) published in Kuwait in the mid 1970s (Mujawer 1974b). At this point
in time, it is important to highlight the fact that Sieny’s commitment for the testing of Arabic
as a foreign language came after two notable experiences carried out by the Arab scholars
Peter Abboud and Raji Rammuny in the United States in 1967 and 1974 respectively. The first
experience saw the creation of the first Arabic Proficiency Test (APT) for foreign learners ever
written, previously discussed (see § The Birth of a New Branch). The second experience was
started after 1973, when the American Association of Teachers of Arabic (AATA) appointed a
Test Committee to re-evaluate the 1967 APT in the light of the Arabic language teaching
profession trends of that period (cf. Rammuny and May 1974). The Committee directed by
Raji Rammuny decided to build a new APT rather than revising the old one. The new APT was
realized in 1974 and aimed to assess students’ levels of proficiency in both Medieval
(Classical) and Modern Standard Arabic, in order to place learners in the classes appropriate
to their level (Rammuny and May 1974). As McCarus (2012: 191) pointed out «the test was
remarkable in that it included not only the taped aural comprehension component but also a
written component-both translation and free composition in Arabic». As a matter of fact the
APT aimed to assess listening, writing and reading skills, together with other aspects such as
grammar and vocabulary. With respect to lexicon, the Committee used two famous vocabulary
lists to check the frequency of lexical items. These were: McCarus and Rammuny’s Word Count
of Elementary Modern Literary Arabic textbooks of 1968 and Landau’s renown A Word Count of
Modern Arabic Prose (1959)14. The test was then adopted by the CASA (Center for Arabic
Study Abroad) program and - by the end of the 1970s - distributed to a wide range of testees
representing 48 different Arabic programs (cf. RaRmmuny 1980a). In 1977 the AATA decided
to re-examine the APT and put equal emphasis on all language skills, in compliance with the
recent trends in foreign language teaching, which focused more on oral comprehension and
communication. The test was revised in 1979 and other times in the following decades (see

Rammuny’s report on APT in al-Batal 1995).

Terminology
The flourishing of TAFL in the Arab world by the end of the Seventies also brought the

terminological proliferation of TAFL formulations. These were limited to a little number until

the previous decade, but witnessed an increase in this period. For instance, among the

14 Also consulted by Dawud Abduh (1979a).
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expressions used by scholars during the 1970s one could find numerous slight variations of
the same concept (see also § Arabic Language Learning and Teaching). The most used ones
were “teaching Arabic to non-native speakers” (talim al-‘arabiyya li-gayr al-ndtiqin bi-ha;
talim al-‘arabiyya li-I-natiqin bi-gayri-ha) or its slight variations like “teaching Arabic to non-
Arabs” (tal‘im al-‘arabiyya li-gayr al-‘arab; talim al-‘arabiyya li-gayr abna’i-ha; talim al-
‘arabiyya li-gayr ahli-ha). In this case the expressions distinguished between Arabic speakers
and the rest, who were called gayr al-‘arab, literally “non-Arabs”, gayr abna@’i-ha “not its sons”
or gayr ahli-ha “not belonging to its family”. Other expressions were a calque from European
languages such as “teaching Arabic as a foreign language” (tadris al-‘arabiyya ka-luga
agnabiyya; talim al-‘arabiyya li-I-aganib), where the focus was either on the foreign language
or foreigners. The last formulation used was “teaching Arabic to speakers of other languages”
(taltm al-‘arabiyya li-I-natiqin bi-l-lugat uhra), probably an adaptation of the English
“Teaching English to Speakers of Other Languages” (TESOL), which began to spread in the
United States from the second half of the 20t century on (cf. Arbi 2001: 18).

Methods

As regards teaching methods, the traditional ones resisted together with brand new
approaches as it happened in the previous decade. However, some scholars like Bazergan and
Erwin (in Bakalla 1980) put in the limelight the damages that traditional methods such as the
grammar-translation one produced in the Arabic language class. It was maintained that this
method put too much emphasis on grammar and did not leave room for the development of
other language skills like listening and speaking. Scholars, from their side, did not want to
ferry problems and inefficient teaching techniques to the new branch of TAFL and therefore
they started to discuss the matter both in conferences and in their publications. For example,
it was proposed to learn grammar through exercises and not theoretical explanations.
Structural methods (i.e. aural-oral and audio-visual) were inserted in the curricula of the
TAFL institutes established in the Arab world (cf. Alosaili 2002: 338); they became popular
and captured the attention of many Arab scholars, who began to write on language teaching
through radio, television, drama and theater. The technological progress introduced new
devices, which - in a short period of time - entered the class of foreign languages and forced
teachers to learn how to use them. Among them for example: the beamer, overhead projector,
radio, cassette player (musaggil), language laboratory, television and computer. From 1966
on, for example, the Egyptian Broadcasting Corporation (hay’a al-’ida‘a) decided to start a

program for the diffusion of the Arabic language and Islamic culture on air, which was
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directed to foreign language learners and continued to be broadcasted throughout the 1970s.
The project was written by a commission of experts composed by known scholars like
Mahmoud Rushdi Khater and Muhammad Qadri Lutfi. The program was in MSA, it presented
the language of everyday life and was organized in three levels (beginners, intermediate and
advanced). Readings were presented through the whole-word method and with the help of a
printed booklet initially distributed in the Arab world and later shipped to West African and
South East Asian countries, where the program was broadcasted. In the year 1977, another
radio project entitled “Arabic through radio in Gambia” (al-‘arabiyya bi-lI-radyii li-Gambya)
was started by the Gambian government in cooperation with King Sa‘ud University, the
WFAIIS - World Federation of Arab Islamic International Schools (al-ittihad al-‘alami li-I-
madaris al-‘arabiyya al-’islamiyya al-duwaliyya) and the TAFL experts Ali al-Kassimi and
Mohammed Hasan Bakalla, later known for their contributions to the field. The project was
organized into programs directed to non-Arabic speakers who wanted to learn Arabic and
was conceived to serve other West African countries like Senegal, Mali, Guinea and Nigeria
(al-Kassimi 1979). Some years later, in 1979, the Joint Program Production Institution of the
Gulf Cooperation Council (mu’assasa al-intag al-baramigi al-mustarak) produced the
children’s television series “Open Sesame” (iftah ya simsim), which had educational purposes
and later became popular in the field of Teaching Arabic as a Foreign Language (e.g. Alosh
1984; Stansfield and Galloway 1993; Mahomed 1998).

Among TAFL structural methods produced within the Arab world, the most famous was that
of the textbook “From the Gulf to the Ocean” (Min al-halig ila al-muhit) written by Hardan in
1979. However, another method was destined to become popular for the following decades. It
is the case of the teaching method used at Bourguiba School in Tunis, which came to be known
by generations of learners of Arabic and was put on paper and explained in a programmatic
article issued at the end of the 1970s. The article published in Sieny and al-Kassimi (1980)
was a declaration of the method used in the class of Arabic as a foreign language; it examined
the “what” (mada nudarrisu) and “how” (kayfa nudarrisu) of Arabic language teaching. The
contents were therefore in Modern Standard Arabic and concerned the language of everyday
communication and mass media. Later, this choice became a distinctive feature of the
“Bourguiba School method” (tariga ma‘had Biirqiba) and was exemplified by the Bourguiba
textbook series “Contemporary Arabic” (al-‘arabiyya al-mu‘asira), published and re-edited
various times from the Seventies onwards. With respect to the method, it was made clear that
this should follow neither the translation method nor the traditional one. Grammar would be

practiced in a natural way (tariqa tabi‘iyya) with exercises, not explained through theory.
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Hence, a concrete approach was presented, where the Arab proverb Ia hayr fi ‘ilm bi-la ‘amal
“theory without practice is empty” was taken as a motto. The Bourguiba School method
favored good pronunciation (nutq salim), the use of language laboratory, audio-visual tools
and Arabic as the only vehicular language, so that students could think in the language they
studied. Moreover, the method put listening and speaking skills first, and then developed
reading and writing. This choice was inspired by both the natural approach in language
learning witnessed through history and by a new scientific awareness in the children’s
language acquisition process (cf. Sieny and al-Kassimi 1980: 225). Last but not least, another
important feature of the method was flexibility, which allowed it to develop according to
political and societal changes, in compliance with the pendulum swings of foreign language
teaching discipline. Nonetheless, the declared method sometimes did not correspond to the
reality of the situation, since a certain use of French as vehicular language was witnessed?>.

In the late Seventies, another approach was implemented to the teaching of Arabic as a
foreign language. This was the case of the Community Language Learning (CLL), a teaching
philosophy experimented by the psychologist Charles A. Curran (1913-1978) at Loyola
University of Chicago at the end of the Fifties (cf. Curran 1976). CLL originated from the broad
concept of Counseling, namely the “client centered therapy” by Carl Rogers (1902-1987), of
whom Curran was a disciple (Rogers 1951). In the United States, CLL was implemented to
Arabic during the late Seventies and this experience was reported in an article by Karin
Ryding, which was issued on Al-‘Arabiyya Journal in 1978 (Ryding Letzner 1978). Ryding is an
American arabist, later known for her influential contributions in the field of Arabic language
and linguistics (e.g. Ryding 1991, 1993, 2006, 2010, 2013). In 1978, she affirmed that the
focus of CLL was to make the learning process meaningful, where the teacher was a knower
and developed a sense of self-responsibility among learners (cf. Ryding Letzner 1978).
Furthermore she reported that CLL lowered AFL learners’ anxiety towards the language and
increased their security. Ryding’s students, in fact, declared that after CLL classroom activities
they felt relaxed and reassured (cf. id. 14). Nevertheless, the Community Language Learning
approach was rarely taken into consideration in the Arab context and by TAFL Arab scholars,

who rather concentrated in this period on the structural philosophies.

15 In the travel journal “Orientaleggiando”, Baldissera (2007: 22) reported his experience at the Bourguiba
School as young student: «E mi ritrovai (...) a seguire lezioni molto piu leggere, dove si faceva un certo uso anche
del francese». My translation: “And I found myself following lighter lessons, where there was a certain use of
French [as vehicular language]”.
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Wider Debates

As previously anticipated, until the late 1970s no conferences entirely devoted to the field of
TAFL had been organized in the Arab world. It was only in March 1978 that the First
International Symposium on Teaching Arabic to Non-Arabic Speakers (al-nadwa al-‘alamiyya
al-ula li-ta‘lim al-‘arabiyya li-gayr al-ndtiqin bi-ha) was held at the University of Riyadh -
former University of Sa‘ud (see § Open Doors). The Symposium gathered arabists from the
United States, Europel®, Turkey, Kenya and above all Arab countries such as Saudi Arabia,
Egypt, Sudan, Tunisia, Kuwait and Lebanon. Moreover, it gave them the opportunity to meet
and discuss the new branch in a fully-dedicated event within the Arab world. For this reason,
the Symposium of Riyadh can be considered a watershed in the field of Teaching Arabic as a
Foreign Language and even though the Harvard Conference of 1958 and the Madrid
Symposium of 1959 were the first of their kind in the field of TAFL, they were organized
outside the Arab world and gathered arabists that mainly came from Europe and North
America. The Symposium of Riyadh dealt with many topics such as Arabic language teaching
methods and materials, reading, writing, grammar, lexicon, culture and the actors of the
teaching and learning process: the teacher and his students. The lectures presented were
published two years later in the “Proceedings of the First International Symposium on
Teaching Arabic to Non-Arabic Speakers” (al-Sigill al-‘ilmi li-l-nadwa al-‘alamiyya al-tula li-
ta‘lim al-‘arabiyya li-gayr al-natiqin bi-ha) in three volumes (Bakalla 1980; Sieny and al-
Kassimi 1980; Shalagani 1980). The editors were four scholars, who later became eminent
personalities in the field of TAFL, and Arabic language and linguistics in general: the Director
of Ma‘had al-Riyad Mahmoud Esmail Sieny, the Deputy Director Mohammad Hasan Bakalla,
and the professors of applied linguistics Ali Muhammad al-Kassimi and philology Abdelhamid
Shalagani at the Unversity of Riyadh (currently King Saud University). These scholars were
also lecturers and - beside them - one could find other names, later known for their
contribution to the field of Arabic language teaching: Essaid M. Badawi, Wallace M. Erwin,
Salih J. Altoma, Raji Rammuny, Hiisein Atay, Raja Tawfiq Nasr, Mohammed EIl Khouly, Bruce
Ingham, Peter and Victorine Abboud.

In general, the majority of these scholars highlighted that at the end of the 1970s Teaching
Arabic as a Foreign Language was still a field under development, needing implementation
(see e.g. Sieny and al-Kassimi 1980; Elfiky; Saleh; Abdelaziz in Shalagani 1980). Researches,
studies, experimental projects, teachers’ training and textbooks on TAFL were scarce or

lacking and combined efforts were needed. Nonetheless, these milestones were not set for the

16 Scholars from Europe came from the United Kingdom and Netherlands.

83



sake of TAFL only, though - to a larger extent - their achievement could allow Arabs to spread
(nasr) their language and their culture outside their homeland. Therefore, scholars called for
proper teachers’ training and the renewal of Arabic language teaching methods. Many of them
pointed out that until that moment Arabic language educators had been teaching in the
traditional way, without carrying out any thorough examination of their method or bringing
changes to it (Sieny and al-Kassimi 1980: 155). During the first years of opening, TAFL centers
recruited AFL educators, who were not specialized, although they could count on a good field
experience. Basically, they were university professors, instructors of Arabic as L1 or foreign
languages like English (Alosaili 2002: 264) or French. In a sense, they had no scientific
language teaching philosophy (manhag), and this fact made the call for renewal of the
teaching methods even more urgent and impelling. In particular, scholars were concerned by
a phenomenon, which saw teachers use L1 textbooks in classes of Arabic as a foreign
language. Many Arab scholars took stances against this practice and thanks to the debate that
generated in Riyadh they demonstrated a general raising of awareness on the fact that
teaching methods and techniques devoted to first language learners distinguished themselves
from those used in the foreign language class (e.g. al-Kassimi 1979; Souissi 1979; Bakalla
1980; al-Hardallo and Altoma in Sieny and al-Kassimi 1980; Hiliaoui 1980). To this extent, the
need for specific training in TAFL was felt and for this reason instructors were sent abroad, in
order to gain expertise in foreign language teaching in the United Kingdom, the United States,
etc. (Alosaili 2002).

Dedicated studies on TAFL methods, researches and practical experiences began to
proliferate only at the end of the decade and the Riyadh Symposium was an excellent
opportunity for the discussion of new practices and exchange of ideas. For instance, Peter
Abboud presented a new orientation in his contribution entitled “Some preliminary remarks
on teaching Arabic as a foreign Language” (Abboud 1980). The scholar, who had been
teaching Arabic language and linguistics at the University of Texas since 1961, was part of an
interesting phenomenon witnessed among the Symposium lecturers. A considerable part of
them (e.g. Raji Rammuny; Victorine Abboud; Salih J. Altoma) were in fact Arab scholars who
settled abroad, especially in the United States, and started their careers there. For this reason,
they were inevitably influenced by the debate on TAFL that existed in North America in that
period; thus, their lectures brought new ideas to the discussion that created in Riyadh.
Different perspectives and views were presented. In particular, Peter Abboud proposed a
method (tariqa) that placed great emphasis on reading and writing skills, inclining towards

the former. Language skills were ideally placed in a pyramid and reading was on its top. In
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this method, however, the focus of teaching was completely different from that of the
traditional method, which also based on reading and writing, though aimed at translation and
grammar rules memorization. The method proposed by Abboud - instead - encouraged
students to express their ideas through language and this through reading and learning
written texts. Not only, it gave importance to examinations (ihtibar), which - in the scholar’s
opinion - should come after the teaching phase and should define the level achieved
(mustawa tahsili) by the student (cf. Abboud 1980). The method was clearly exemplified by a
famous textbook that was published ten years before in 1968 and came to be known as “the
orange book” among generations of learners of Arabic because of the color of its cover (cf.
Nielsen 2009: 153). “Elementary Modern Standard Arabic” by Abboud and McCarus (1968a,
1968b) followed in fact the audio-lingual method (also called aural-oral approach) and
according to Nielsen (2009) it illustrated «the transition from the grammar-translation
method toward the audiolingual approach». As Akar stated, the textbook paid more attention
to listening and speaking skills, but concentrated on the literary language. It signaled a shift in
the philosophy of teaching (cf. Akar 2013: 563), which carried TAFL from philology to
communication (Nielsen 2009).

Another brand new point of view was discussed by Raji Rammuny, a scholar of Arab origin,
later known for his significant contributions to Arabic language teaching and testing (see e.g.
Rammuny 1979, 1980b, 1994). Rammuny moved to the United States, began to teach Arabic
at the University of Michigan in 1966 and contributed to the publication of “Elementary
Modern Standard Arabic”. Thus, in the context of the Symposium, he drew the attention to a
brand new orientation: the communicative practice (tadribat ittisaliyya), which was used in
the United States in that period and consisted in promoting both written and oral production
in order to allow students to master the language properly (isti‘mal sahith) (Rammuny 1980c:
174) and know the Arab-Islamic culture. According to the scholar, there are many ways to
boost this process: for instance, through the use of audio-visual tools, language games or
simple exercises, which he classified in mechanic, abstract or communicative. While the first
two categories are pattern drills, communicative exercises implied the use of free activities,
which linked language study to real life situations and left room for invention and creation.
These positions show that the scholar was influenced by the new trends in language teaching
saw in the United States in that period and precisely by the communicative approach and the
theories by famous scholars such as Noam Chomsky and ].P. Guilford. The communicative
approach was developed from the 1970s on and it showed a general deconstruction of the

previous theories on language learning and teaching. For example, while during the 1960s
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mastering a language meant accuracy and grammar knowledge, the communicative approach
shifted the focus of language study to social conventions and the appropriate use of language
in a given socio-cultural context. It concentrated on the language acquisition process rather
than the language itself. This renewed approach favored a transformation inside the
classroom walls: the student became an active protagonist of the acquisition process and the
teacher a facilitator rather than a leader, as it happened in the structural approaches, e.g. the
aural-oral method. The theories that supported this change of trend in language teaching
were - indirectly - those formulated by Noam Chomsky and above all the American linguist
and anthropologist Dell Hymes, who theorized the concept of communicative competence in
1972. The scholar identified the communicative competence as the ability to choose the
appropriate linguistic form in a way that it results consistent with social norms affecting
behavior in specific situations (cf. Hymes 1972; Serra Borneto 2005 [1998]). Except from Raji
Rammuny, Arab scholars that gathered at the Symposium of Riyadh did not seem touched by
the communicative approach, for they rather concentrated on structural methods. Even
though a series of teaching methods were reported by Abdelaziz (1980) in translationl’ (see §
Glossary) and relevant theories by psychologists and linguists from North America or Europe
were presented (i.e. John B. Carrol, William F. MacKey), the branch of TAFL was too young to
absorb new concepts quickly and the world still remained a semi-closed system. One had to
wait the internationalization of TAFL to see contamination of theories and free exchange of
thoughts between Arab scholars and the rest of the world.

Nonetheless, two noteworthy methods on Arabic language teaching were proposed at the
Symposium. The first was presented by Tunisian scholars of the Bourguiba School, while the
second by Mujahid Mustafa Bahjat, from the Ma‘had Umm al-Qura of Mecca. Both methods
represented the Arab response to the change of times and - as a consequence - the
transformation of language teaching methods. In particular, the scholars from Tunis
presented the Bourguiba School method (already discussed above), which promoted the use
of Modern Standard Arabic in real life situations. The method refused translation, theoretical
analysis of grammar, encouraged the use of language laboratory, audio-visual tools, Arabic as
the only vehicular language, and put listening and speaking skills first leaving reading and
writing to a later stage. The second method presented by Bahjat distinguished itself for the
I[slamic leanings, which confirmed the typical inclination of TAFL theories produced in Saudi

Arabia and contrasted with the secular orientation of the Bourguiba School method. In “The

17 The list of language teaching method provided by Abdelaziz (1980) was taken from the works of the Canadian
linguist William Francis Mackey (1918-2015).
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I[slamic spirit in teaching Arabic to non-native speakers” (Al-ruh al-’islamiyya fi ta‘lim al-
‘arabiyya li-gayr al-natiqin bi-ha), the author wrote down the teachers’ guidelines for non-
Arab Muslim learners in which not only language was taught. According to Bahjat (1980)
Islam should be included both in the curriculum and in the teaching method (manhag al-
ta‘lim), an aspect upon which many other Arab scholars agreed, as they highlighted the
eternal link of their language with religion.

Another scholar who lectured during the Symposium was Essaid Mohammed Badawi, who
became Director of the TAFL Program at the American University in Cairo by the time when
the Proceedings were published. In his article Badawi debated many topics!8, and outlined the
birth of Teaching Arabic as a Foreign Language affirming that the top priority of the institutes
recently established in Khartoum, Riyadh and Cairo was to define the linguistic realities of
Arab societies of those days, besides investigating the training needs of AFL learners!®
(Badawi 1980: 30). Badawi’s point of view partially summarizes the Riyadh Symposium
recommendations, which were pronounced during the meeting and issued two years later in
its Proceedings (Bakalla 1980). The recommendations reflected the lines of thought, choices,
linguistic and ideological orientations that the Riyadh group of scholars wanted to follow. For
instance, Modern Standard Arabic (al-fusha al-hadita) was preferred as the official language of
teaching and textbooks instead of colloquial varieties. An Islamic orientation (rih ‘islamiyya)
was established as teaching objective for Arabic to non-Arab Muslim learners, so that they
could gain access to the sacred scripture and to an in-depth knowledge of Islamic culture (cf.
Bakalla 1980: 334). With respect to networks, the recommendations wished a more effective
cooperation between the TAFL institutes recently established, so that scholars could take part
in conferences, seminars, periodic meetings, where practical problems could be sorted out,
information and data exchanged. From the point of view of teaching methods, the Riyadh
group of scholars encouraged teachers to train in the new branch of TAFL, concentrate on the
functional aspect of grammar rather than the theoretical one and use audio-visual tools in the
Arabic language class. Last but not least, in the recommendations it was highlighted the need
for more researches, in order to produce new radio programs, frequency lists and investigate

training needs, language and cultural problems of AFL learners.

18 Besides TAFL, the author debated also the diglossic issue together with the matter of Mixed Arabic, which he
called “common Arabic” (‘arabiyya mustaraka). In this sense, Badawi was influenced by different perspectives
since he cited T.F. Mitchell (1919-2007), an important British linguist, who left an enduring mark in the debate
on diglossia and Mixed Arabic or Educated Spoken Arabic (see e.g. Mitchell 1986).

19 With respect to the typology of Arabic language learners, Saleh (in Shalagani 1980) informed about the their
heterogeneous provenance during the 1970s. In particular, the places of origin reported by Saleh were North
America, Europe, the Soviet Union, Far East and other countries such as Pakistan, Iran, Somalia and Eritrea.
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In the same year, only a few months later, Arab scholars proved to be reactive, as they put into
practice the Symposium recommendations by participating in a follow-up interview
published on Feisal Journal (Magalla al-Faysal). The Journal was printed for the first time in
Riyadh in 1977 and was dedicated to the defunct King Feisal. In this particular occasion, it
showed its commitment for the matters outlined in the Symposium recommendations, by
publishing two articles in September and December 1978. The first was a colloquium with
different experts, who explained the principles of TAFL textbook drafting. Among them one
could find Fawzan Ahmad Tuqan, TAFL Program supervisor at the University of Jordan,
besides some participants of the Riyadh Symposium such as: Ahmed Ouali Alami from
Morocco, Raja Tawfiq Nasr from Beyrut University College — now Lebanese American
University - and the Director of Ma‘had al-Riyad Mahmoud Esmail Sieny. In the article,
scholars highlighted that TAFL textbooks existing at that time were inappropriate??, besides
few in number, an aspect also confirmed by al-Kassimi (1979: 100). In particular, Sieny
(1978) affirmed that many bodies and researchers tried to face the problem in the Arab world
until then, though their efforts were individual and needed to be integrated. Of note, Ouali
Alami (in Sieny 1978: 77) affirmed that grammar should not be considered as a single subject,
a point of view also shared by Saleh (1980: 133), who considered grammar a means (wasila)
not a language objective itself. According to Ouali, grammar should be learned in context and
deducted from sentences and texts. As a matter of fact, language is mastered through listening
(samf). In this sense, it seems that Ouali Alami inclined towards the aural-oral approach
refusing the grammar-translation one.

The second article was written by Muhammad Mubarak and was dedicated to the training of
TAFL teachers, which was a topic that particularly concerned Arab scholars at that time. In
the article Mubarak posed a series of preliminary questions, which were answered again by
some of the organizers and lecturers of Riyadh Symposium. The scholars consulted were
Mahmoud Esmail Sieny, the Deputy Director of Ma‘had al-Riyad Mohammed Hasan Bakalla,
Hiisein Atay from Ankara University and the Gambian scholar Hatab Bojang. According to

these scholars the TAFL teacher should have a wide knowledge of the Arabic language,

20 puring the 1970s both Tugan (in Sieny 1978) and al-Kassimi (1979) attested a widespread phenomenon that
saw the use of Arabic L1 textbooks for the teaching of Arabic to non-native speakers. In particular, al-Kassimi
reported that the Ministries of Education of certain Arab countries used to ship Arabic L1 texbooks to African
countries (i.e. Gambia). These books - which were conceived for Arabic-speakers (kutub li-abna’ al-‘arabiyya) -
resulted to be useless for Foreign Language (FL) learners, since the training needs of L1 learners are radically
different from those of FL ones. This aspect is clarified by al-Kassimi himself (1979: 99), who points out that
while L1 textbooks should provide a contrastive analysis between Modern Standard and colloquial Arabic, TAFL
textbooks should carry out a type of analysis that highlights the differences between Modern Standard Arabic
and the foreign language itself.
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together with an insight on modern linguistics (‘ilm al-luga al-hadit), applied linguistics (ilm
al-luga al-tatbiqi), and educational and psychological studies linked to teaching (Mubarak
1978: 70). In addition, Bakalla reiterated in the interview that it was necessary for the teacher
to use the new audio-visual tools (aghiza sam‘iyya basariyya) for teaching. This affirmation
linked him to the structural methods that were used in that period and that were discussed
above.

By the end of the 1970s Arab scholars managed to create a lively scientific debate around the
branch of Teaching Arabic as a Foreign Language. Their main point of reference was
represented by the work “The problem of Arabic language teaching to non-Arabs” written by
Ali al-Hadidi and issued in Cairo in 1967. The book paved the way for the following discussion
on TAFL and it became influential during the 1970s, since it was considered an essential
reference for whom wanted to carry out in-depth studies on the teaching of Arabic to
foreigners. Nonetheless, the work by al-Hadidi represented one of the rare TAFL references
that scholars could find in bookshops. Theoretical essays written in Arabic on either foreign
language teaching or TAFL were in fact few in number. This situation brought Arab scholars
to turn west to the publications issued by their North American and European colleagues,
from whom they took large inspiration for their research activities. To give an example, in
1978 two other conferences on TAFL were organized in cooperation with foreign (non-Arab)
institutes. The first was held in Cairo and was entitled “Arab-German Symposium on Teaching
Arabic to Non-Native Speakers” (al-nadwa al-‘arabiyya al-almaniyya fi ta‘lim al-‘arabiyya li-
gayr al-natiqin bi-ha). The second was organized by the universities of the Socialist People’s
Republic of Libya and the University of Michigan. The Seminar was held at Ann Arbor
(Michigan) in July of that year and was entitled “The Present and Future of Arabic and Islamic
Studies”. During these meetings, scholars had the opportunity to reiterate what was said in
Riyadh a few months earlier. They discussed for example TAFL research projects, studies on
teaching tools such as Muhammad Awny’s one (cf. ALECSO 1983: 139) and generally inclined
towards the use of audio-visual materials (cf. RaRmmuny 1977), which literally captured Arab

scholars’ interests.

Scholarly Production
At the end of the 1970s, some important publications were issued in three different countries

of the Arab world: Lebanon, Saudi Arabia and Tunisia. Their authors were Raja Tawfik Nasr,

Mahmoud Esmail Sieny, Ali al-Kassimi, who participated in the Riyadh Symposium and Ridha
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Souissi, a Tunisian scholar who studied in France. All these books promoted the structural
approaches.

The first work was published in Lebanon in 1978 by Raja Tawfiq Nasr. The Teaching of Arabic
as a Foreign Language: Linguistic Elements was a programmatic book that provided
instructions on Arabic language teaching through a marked scientific approach. According to
the author, the work is his personal response «to a felt need by teachers of Arabic as a foreign
language (...) [that he] sensed in the Middle East, East Africa, North Africa, Europe, the U.K.
and the U.S.» (Nasr 1978: xii). In addition, the scholar took official stance on Arabic language
learning and teaching methods, since he inclined towards the aural-oral approach, a trend
also witnessed among other scholars (Souissi 1979; al-Kassimi 1979; Rammuny 1980c). As a
matter of fact, Nasr favored oral mastery, practical learning of grammar, pairwise language
comparisons?!, pattern practice exercises aimed to develop basic automatic habits, and the
teaching of lexicon through the use of images, which recalls the method used at Université
Saint-Joseph (Lebanon) and that of one of the most famous “TAFL method”, the textbook
“From the Gulf to the Ocean” previously mentioned.

In that year other two books were issued by Ma‘had al-Riyad, one written by its Director
Mahmoud Esmail Sieny and the other by Ali Muhammad al-Kassimi, a complete scholar born
in Iraq in 1942, who has published many works on different topics, i.e. applied linguistics,
education, translation studies, human rights, literature and literary criticism. The first work
represented an applied research in the field of TAFL and was entitled “On methods of teaching
Arabic to non-native speakers” (fi tara’iq tadris al-‘arabiyya li-gayr al-natiqin bi-ha), while the
second further developed the Saudi debate on TAFL that came after the creation of Ma‘had al-
Riyad and the organization of Riyadh Symposium. The work by al-Kassimi was entitled “New
directions in teaching Arabic to speakers of other languages” (Ittigahat hadita fi ta‘lim al-
‘arabiyya li-I-natiqin bi-I-lugat al-uhra) and displayed a wide range of topics: from
epistemological issues (e.g. arbitrariness, polysemy of languages, etc.) to Arabic applied
linguistics, experimental researches, teaching tools (i.e. textbooks, maps, etc.) and innovation
(e.g. computer-aided instruction) in the field of TAFL. The author’s dissertation on Teaching
Arabic as a Foreign Language was then enriched by his numerous readings of Arab, European
and North American works, like those by Burrhus Skinner, John B. Carrol, Robert Lado, Dawud

Abduh, Husayn Qura, Mohammed Bakalla, Wilga Rivers, William Francis Mackey, Charles Key

21 wWith “pairwise language comparison” I refer to those exercises that highlight significant sound features in a
given language such as in the case of Modern Standard Arabic: sayf and sayf “summer” and “sword”; hal and hal
“time being” and “maternal uncle”, etc.
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Ogden and L.A. Richards. In his work, al-Kassimi dissociated from literal translation (targama
harfiyya) and to a certain extent those approaches that did not favor speaking and
comprehension. In particular, he reported the approaches used in TAFL until that time such as
the grammar-translation method, which concentrated on grammar and asked learners to
merely memorize rules (1980: 56). In this way, no possibility was left either for
communication (ittisal) or skill progress (tanmiya al-maharat). He did not refuse grammar
explanations a priori though and he embraced the audio-visual orientation (ittigah sam‘T
basari), namely the audio-visual method, which - he affirmed - is not linked to any language
teaching approach, a perspective derived from his readings?2. The audio-visual method was in
fact a teaching aid that played a method (Titone 1980), which reversed the traditional way of
teaching and put listening and speaking skills first, followed by reading and writing (al-
Kassimi 1979: 194). The audio-visual method saw a phase of growth after the Second World
War, when old posters and illustrations were substituted in classrooms by new technological
tools like the radio cassette player and television. As a result, al-Kassimi and other scholars
(Souissi 1979; Bakalla 1980; Rushdi 1980) encouraged the use of both the language
laboratory (muhtabar al-luga) and audio-visual tools in the AFL class (1979: 106), for
instance audiocassettes (Sarit musaggal), movies, videotapes or simple pictures. Not only, the
author reported technological innovation in the field of TAFL such as the use of radio in
language teaching and Computer-aided Instruction (CAI), which was specifically inspired by
the experiences of eminent scholars like Victor Bunderson and Victorine Abboud. This last, in
particular, taught Arabic at the University of Texas at Austin since 1966 and can be
considered a pioneer of CAI for Arabic (see e.g. Abboud 1971 and 1978), as she produced
«sophisticated Arabic computer-assisted instruction programs (...) [since] the late sixties and
early seventies, long before the word computer became a household term» (Abboud 1995).

For what concerns Tunisia, the country saw an increasing interest in Arabic linguistics
between 1976 and 1979. Summer sessions on this subject were organized at the Bourguiba
School and gathered experts from the Middle East, North Africa, Europe and North America.
However it was only in 1979 that “Structural teaching of Arabic as a living language” (al-ta‘lim
al-haykali li-1-‘arabiyya al-hayya) by Ridha Souissi was printed. The book was considered by
the author himself the first Tunisian example of theoretical and applied research on Teaching

Arabic as a Foreign Language (cf. Souissi 1979: 14). Specifically, the work was an adaptation

22 In this particular case, al-Kassimi derived this perspective from Wilga Rivers’ Teaching Foreign Language
Skills, a comprehensive text that provided a complete overview on language teaching thinking and methods
through history.
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to Arabic of the French version Enseignement structural des langues vivantes by the same
author, which was published three years before in Tunis, in 1976. In this light, the French
version represented the fruit of the author’s ten-years experience in the field of education,
applied linguistics, and teaching Arabic and French as foreign languages, both in Tunisia and
abroad. Ridha Souissi, in fact, obtained his Ph.D. at Sorbonne in 1970; this allowed him to have
access to modern language teaching theories and linguistic facts (mu‘tayat alsuniyya),
especially those of French background, e.g. frangais fondamental, the Bonjour Line method for
children?3, the theories by Ferdinand de Saussure, Jean Piaget, Gaston Mialaret, Bernard
Quemada, etc. When his colleagues encouraged him to translate his work of 1976 into Arabic,
Souissi decided to pursue a twofold objective: from the one hand to ferry linguistic theories to
Arabic and inform its readers on the most up-to-date language teaching trends and methods;
from the other hand to adapt the work on Arabic language peculiarities, and therefore face
new issues that put Arabic in connection with those theories coming from Europe and North
America.

In his work, Souissi reported theories and took stances. For instance, the scholar affirmed that
it is the vision that we have on language that influences the way we study it (Souissi 1979:
80). Therefore, if a teacher considers the language a set of words and rules, he will be led to
teach it through traditional methods (turuq taqlidiyya), which foster translation, and the
memorization of grammar rules and vocabulary lists. In this sense, the scholar dissociated
himself from these methods, to fully embrace the structural approach (tariga haykaliyya),
which based on the concepts of lexical sets (magmii‘at mu‘gamiyya) and language structures
(hayakil). According to the structural approach, in fact, language consists of structures,
organized in lexical sets. These theories, were derived by Souissi from its readings and
precisely those regarding the teaching of French abroad and the méthodologie structuro-
globale audio-visuelle (SGAV) also called Zagreb-Saint-Cloud method from the name of the
institutions where it was theorized: the University of Zagreb and the Ecole normale supérieure
de Saint-Cloud of Paris. The method was in fact developed by the Croatian scholar Petar
Guberina (1913-2005) together with Paul Rivenc of the Centre de recherche et d’étude pour la
diffusion du frangais (CREDIF), an organization for the diffusion of the French language,
established in 1959 and integrated into the Ecole de Saint-Cloud. The SGAV method
distinguished itself from the aural-oral approach firstly for the fact that the former was of

European origin, while the latter was developed in the United States between 1940s and

23 The Bonjour Line was a method for the teaching of French as a foreign language to children. It was realized in
France by the Centre de recherche et d’étude pour la diffusion du francais (CREDIF) during the 1960s.
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1960s. Secondly, SGAV put great emphasis on comprehension, while the aural-oral approach
was content with providing learners with auditory patterns, leaving comprehension to a later
stage. Despite their differences, both methods are considered today part of structural
approaches. In this, Ridha Souissi seemed to incline towards a structural approach that
preferred comprehension and placed great importance on oral expression. As the scholar
stated: the purpose of Arabic language teaching should allow learners to communicate and
use Arabic as a living language, free from registers, styles, socio-linguistic variations,
“unaffected by colors or perfume” (cf. Souissi 1979).

The scholar’s positions on the structural approach pervade his whole work, to such an extent
that he can be considered a proponent. In this sense, Souissi distinguished the structural
approach from the audio-visual method (tariga sam‘iyya basariyya)?*, which - he affirmed -
represents the tools and aids that the teacher can use to carry out the lesson in compliance
with the teaching method. Audio-visual tools, in fact, are not the aim of the teaching process,
though they support it (Souissi 1979: 89). These affirmations link the Tunisian scholar to Ali
al-Kassimi, who made similar utterances in the same period (see al-Kassimi 1979). However if
the former favored the structural method, the latter inclined towards the eclectic method
(tariqa intiqa’iyya) - which combines various teaching approaches according to training
needs - aided by the use of audio-visual tools. Therefore, according to Souissi, the aim of
structural teaching is to enable students to freely communicate in real situations. This aim is
pursued through lessons, exercises, pattern drills (tamarin haykaliyya) like pairwise language
comparisons (tamyiz samT) and audio-visual tools. In this process, speaking and listening
skills are given more importance and thereof developed before reading and writing, which are
considered on a second stage. As regards teaching tools: books, class posters (lawha al-
muhadata) and images are placed side by side with modern audio-visual tools, such as the
radio cassette player, flannel board (lawha wabariyya), movies and the language laboratory
(mahbar). The purpose of this last is to immerse students in an authentic auditory
environment (bi’a sam‘iyya tabi‘iyya), which is clarified by Souissi through a historical
recollection. The author recalls the situation in which Tunisian students found themselves at
the time of the early Tunisian school missions to the European capitals, where they learned
the language on the field. However, in absence of an authentic auditory environment, Souissi

affirmed that it is necessary to recreate an artificial one (bi’a sam‘iyya istind‘iyya), which can

24 Unlike al-Kassimi (1979), who preferred to use the term “orientation” (ittigah) in connection with the audio-
visual method, Souissi chose to call it “method” (tariqa). Even though it is known that aural-oral and audio-visual
methods are teaching aids that play a method (Titone 1980), today there is a wide consensus on the use of the
term “method” in connection with these aids. This fact would legitimate Souissi’s use of the term.
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be represented by the laboratory itself, where students are trained in good pronunciation, and
accurate listening and the teacher corrects their mistakes (cf. Souissi 1979). In this light the
teacher is essential to the learning process; he is defined by the scholar an “emitter” [sic]
(batt), while the student as a receiver (mutaqabbil). In this process, both cooperate to pursue
the development of language automaticity (aliyya alsuniyya), by acquiring basic speech habits
(‘adat kalamiyya). Teacher is therefore committed to motivate (taswiq) students, encourage
their free expression (ta‘bir al-hurr), so that they can use language automatically (isti‘mal
tilga’t). Again, this discussion links Souissi to another scholar: Raja Nasr, who spoke about
basic automatic habits in his work of 1978. This connection clarifies that both Souissi and
Nasr read similar publications, but - at the best of my knowledge - there is no evidence of any
exchange between the two scholars. Even though the TAFL scene in the Arab world was not
particularly crowded during the 1970s and most of the scholars knew each other thanks to
co-authoring and participation to conferences and meetings, the course of TAFL in Tunisia
seemed to be partially separated from the rest of the region, influenced more by the French
debate on foreign language teaching. For example, in the 1970s, an experimental project
concerning French language teaching was started in Tunis. The positive results achieved
encouraged the Tunisian National Institute of Education Sciences (al-ma‘had al-qawmi li-
ultim al-tarbiya) to adapt the project to Arabic. In 1976, the dialogic method (tariqa
hiwariyya) entered the Arabic language class in schools for the period of two years (cf. Souissi
1979). The dialogic method aimed to emphasize the function of the dialogue in the learning
process, for it represented the cornerstone of the lesson fostering not only oral
communication, but also written production. The adaptation example mentioned above shows
an exchange between the fields of foreign and first language teaching. In this sense, the debut
of Teaching Arabic as a Foreign Language had to take inspiration from other experiences -
somehow, included those carried out in cognate or even specular fields such as the teaching of
foreign languages to Arabs. In the meantime, however, Arab Scholars demonstrated a general
raising of awareness on the fact that teaching methods and techniques devoted to first
language learners distinguished themselves from those used in the foreign language class (e.g.
al-Kassimi 1979; Souissi 1979; Bakalla 1980; Sieny and al-Kassimi 1980). Thus, TAFL was not
only a mere copy of foreign theories on language teaching, but it also started to develop
together with them, bringing its own contribution.

Nonetheless, during Seventies TAFL still remained a branch under development. In this time
span, many of its scholars denounced the scarcity or lack of dedicated publications, articles,

textbooks and practical experiences, which began to proliferate only at the end of the decade.
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Still, while this scarcity was reported, scholars produced the first significant works on TAFL,
which today are considered its essential bases. Scholars expressed their views at symposia
and meetings; they called for proper teachers’ training, the renewal of Arabic language
teaching methods, their support with organic didactical material and their simplification
(taysir), which remained a critical theme in the whole debate (see e.g. Esmail [Sieny] 1975). In
this period the branch of Teaching Arabic as a Foreign Language elevated to the status of a
subject, or as Bakalla (in Mubarak 1978: 70) put it “an independent field” (maydan mustaqill),

which started to proceed on its own path.
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Chapter 5

DEVELOPMENT (1980s)

The talks on Teaching Arabic as a Foreign Language organized in the Arab world at the end of
the 1970s represented a great impulse for the subject. These had a positive effect on the
following decade, which was characterized by a proliferation of activities. In this light Saudi
Arabia kept a leader role in the field of TAFL: Mecca, Riyadh and Medina became the center
stages for brand new projects, research units, publications and talks.

This trend was also confirmed from the political point of view. As a matter of fact, two
historical landmarks opened a window for Saudi Arabia’s leadership ambitions in the region.
The first was the exclusion of Egypt from the Arab League after the Egyptian president Anwar
Sadat and the Israeli Prime Minister Menachem Begin signed the Camp David Accords in 1978
and the Egypt-Israel Peace Treaty the year after. The second event was the collapse of the
Pahlavi regime in Iran, which was considered the most suitable ruling power in the region by
the United States.

The dream of leadership kept Saudi Arabia busy during the whole decade or at least until
Egypt re-entered the Arab League in 1989 with a new president, Hosni Mubarak, elected in
1981. Nonetheless, right from the beginning of the Eighties the region started to lose again its
stability. In 1980 the war between Iran and Iraq was put in the limelight by the mass media, to
such an extent that less attention was paid to the Arab-Israeli conflict and the question of
peace in the Middle East. In 1982 King Khaled died and the Crown Prince Fahd accessed to the
throne. In the first years of his tenure (1982-2005), Saudi Arabia saw an increasing number of
foreigners entering the country both for work and study purposes. In 1985 the population of
foreign origin was esteemed around 4 millions, mainly coming from other Arab states (i.e.
Egypt, Lebanon, Palestine, Syria, Jordan) and South East Asia (cf. al-Rasheed 2004). The
number of students entering university also increased and a considerable flow of non-Arab

Muslims from Asia and Africa started to ask for Arabic language training.

In this time span, the Arabic language gradually crossed its traditional boundaries, since it

became the official language of organizations like the United Nations, African Union, UNESCO,
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World Health Organization (WHO), Food and Agriculture Organization (FAO). For this reason,
in this period, some scholars inquired whether Arabic would become an international
language. Of note the article by Turki Rabih (Rabih) issued on Feisal Journal in 1981 and
entitled Hal tusbih al-luga al-‘arabiyya fi al-qarn al-hamis ‘asar al-higri luga ‘alamiyya min
gadid? “Will Arabic become again an international language in the 15t Hegira century?”. This
article, together with other scholars’ contributions summarized the atmosphere that the
Arabic language was passing through during the 1980s. For example, Al Naga (1985a)
highlighted how Arabic left the Arab region, to spread over other countries in such different
and unusual contexts like industry, airports (e.g. London, Paris and Ziirich), etc. In these
places, MSA was prevalently the choice, even though colloquial varieties were sometimes
preferred, as in the case of the Gulf Spoken Arabic classes that were organized in Karachi in
the 1980s for prospective Pakistani workers, who wanted to settle in the Gulf (Badawi 1992:
55). The worldwide raising of interest in Arabic put the language on the path of globalization
and internationalization. New centers were created abroad, e.g. Argentina. These dynamics
then led Arabic to what we know as being today: one of the main foreign and second languages
in the 215t century (Nielsen 2009: 147), as already stated before.

With respect to Teaching Arabic as a Foreign Language, the cities of the Arab world that saw
its flourishing during the 1970s, now witnessed the birth of research units and the creation of
Master’s Degrees dedicated to TAFL at university level. In this time span, Khartoum, Riyadh
and Cairo saw the growth of some institutes and the birth of brand new ones. In particular,
the interest in TAFL expanded in Saudi Arabia, where dedicated researches, theoretical and
practical studies and textbooks were published. The country received a flow of experts from
the other Arab countries, who started to write on TAFL asking their colleagues for more
participation and update. This trend was witnessed already at the end of the Seventies, when
the Symposium of Riyadh and the correlated debates put Saudi Arabia at the center stage of
the newborn branch. In the 1980s, the country also saw many Institutes grew in size and
fame. For instance, in the holy city of Islam, Mecca, the Ma‘had Umm al-Qura gained a new
centrality. The Umm al-Qura University (gami‘at umm al-qura) was officially founded in 1981
during the tenure of King Khaled and the Institute dedicated to Arabic language diffusion now
displayed a new research unit (wahda al-buhiit) and a numerous series of publications
dedicated to TAFL, which were inserted in a book series (silsila dirasat fi ta‘lim al-‘arabiyya li-
gayr al-natiqin bi-ha). Among the scholars that published in Mecca one could find the famous

Egyptian linguist Tamam Hassan, Mahmoud Esmail Sieny, Rushdi Ahmed Taima (also written
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Toeimah, in Arabic Ta‘ima) and Mahmoud Kamel Al Naqa (al-Naqa), later known for their
contributions to the field of TAFL.

Two other noteworthy personalities linked to Ma‘had Umm al-Qura were its Directors:
Abdallah al-Jaraboa (al-Garbii) and ‘Abdallah al-Abadi (al-‘Abadi). At the beginning of the
1980s al-Jarboa promoted the drafting of the Basic textbook for TAFL, which was an objective
pursued since the early Sixties in Egypt (see Muhammad Ahmad 1980). In order to achieve
this milestone, the Institute Director appointed two commissions: one chaired by Tamam
Hassan for the analysis of the existing Arabic language vocabulary lists and the other for the
close examination of the TAFL textbooks printed until that moment. The results obtained by
the two commissions were then analyzed and implemented by a third commission composed
by Taima and Al Naga, who worked on the realization of the Basic textbook for TAFL, finished
in 1983.

In Saudi Arabia, the Ma‘had Umm al-Qura was not the only Institute that gained new
centrality during the 1980s. The Ma‘had al-Riyad kept a considerable role in the TAFL
panorama especially in connection with textbooks, workbooks and practical handbooks
publication (e.g. Abdelaziz and Sulayman 1982, 1988; Sieny, Abdelaziz, Salih 1982; Sieny
1983; Sieny and Shaaban 1985; Sieny, Abdelaziz, Sulayman 1989, 1995 [n.d.]; Sieny,
Abdelaziz, Husayn 1985, 2012 [1988]). However, in the meanwhile other centers were
founded and started to publish on Teaching Arabic as a Foreign Language in Mecca, Riyadh
and Medina. For example, it was the case of the Center of Islamic Education (al-markaz al-‘ali
li-I-ta‘lim al-’islami ) of Umm al-Qura University and the Arabic Language Teaching Institute
(ma‘had ta‘lim al-luga al-‘arabiyya) of Al-Imam Muhammad Ibn Saud Islamic University in
Riyadh (gami‘a al-’imam Muhammad bin Sa‘id al-’islamiyya). In 1985 the first Institute
published a complete study on the history of TAFL in some Muslim countries of Asia such as:
Turkey, Iran, Afghanistan and India. The book was edited by the Center’s Director Mahmud
Hassan Zaini and written by Abdessalam Fahmy (‘Abd al-salam Fahmi), who taught at Umm
al-Qura University. In the same year (1405 H), Abdelfattah Ibrahim! wrote “Writing Arabic for
AFL learners” (al-Kitaba al-‘arabiyya wa-salahu-ha li-ta‘lim al-luga li-gayr al-natiqin bi-ha).
The book was published by the Center of Islamic Education and represented a complete work
that explored the writing skill in all its aspects, problems and simplification included
(Ibrahim 1985). In Mecca, also the Constituent Council of the Muslim World League (rabita al-

‘alam al-’islami) showed interest in TAFL during this time span. The second Institute was

1 The complete name of the scholar is ‘Abd al-Fattah Mahgib Muhammad *Ibrahim.
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affiliated to Al-lmam Muhammad Ibn Saud Islamic University, which was founded in Riyadh in
1974 and aimed at the diffusion of Arab-Islamic studies. At the beginning of the year 1981
(1401 H) the Supreme Council of the University decided to create a center dedicated to TAFL,
which was called “Teaching Arabic to non-Arabs Institute” (ma‘had ta‘lim al-luga al-‘arabiyya
li-gayr al-‘arab)?. The first name of the Institute was then modified to the current one in 1985;
it aimed at training foreign students in Arabic, applied linguistics and teachers in TAFL.
Originally the Arabic Language Teaching Institute was established to sort out an urgent
problem: foreign students enrolled at the University often had difficulties in following the
lessons (al-Dukhayl 1992). In this sense, the Institute tried to help them, so that they could
gain access to specific subjects through Arabic and continue their studies. This purpose was
completely different from those at the basis of Ma‘had al-Riyad and Umm al-Qura constitution.
Furthermore, in a time when an increasing number of foreigners were entering Saudi Arabia
for work, the Institute aimed at training workers in the language of their hosting country.
Night classes were therefore arranged for this type of learners, who were taught everyday
language through the four language skills and were organized in six levels (see § Chapter 9).
For non-Arab Muslims information on the Islamic culture was provided, while for non-Arab
non-Muslim learners the focus was both on culture and literature (ibid.). In 1982 (1402 H),
experts started to work on a textbook series for foreign learners of Arabic at the TAFL
Institute of Riyadh. In this they took inspiration from various experiences, namely those of
Ma‘had al-Riyad, al-Hartum and Umm al-Qura (al-Hamid 2004 [1986]). The series was
published in 1986 (1407 H) after nearly four years of discussions and became famous in the
following decades, during which it was reprinted and the number of its volumes increased.

To these institutes one should add the Arab Bureau of Education for the Gulf States (ABEGS)
(maktab al-tarbiya al-‘arabi li-duwal al-halig), which was founded in Riyadh in 1975. The
Bureau’s mission was partially related to TAFL though; it aimed to support cooperation
between its member states, develop educational policies, beside fostering the diffusion of
Arabic and its learning3. In particular, in the field of pedagogy, ABEGS published a series of 12
books entitled “I love Arabic” (Uhibbu al-‘arabiyya), which were directed to young AFL
learners. The series was prepared by Mahmoud Esmail Sieny, Nasif Mustafa Abdelaziz* and

Mukhtar Taher Husayn (Muhtar al-Tahir Husayn) and it saw frequent republications until

2 Cf. https://units.imamu.edu.sa/colleges/TeachingArabicLanguagelnstitute/profile /Pages/default.aspx
3 Cf. http://www.abegs.org/eportal/about/index

4 Here | refer to Nasif Mustafa ‘abd al-‘Aziz. This scholar should not be confused with Muhammad Hasan
Abdelaziz (Muhammad Hasan ‘abd al-‘Aziz), who is a Kenyan scholar that lectured during the Riyadh
Symposium.
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today, confirming itself a successful series (see Sieny, Abdelaziz, Husayn 2012 [1988]). In
addition, some Arab universities like al-Azhar or the Islamic University of Medina (al-gami‘a
al-’islamiyya bi-Madina al-munawwara) started to receive more and more students, especially
non-Arab Muslims, asking for Arabic language training (al-Khatib in ALECSO 1992). This
phenomenon brought the universities to start debates on TAFL, like the one on lexicon and
teachers’ training held in Medina in 1981.

The great demand of Arabic language teaching and learning all over the world and now in
some Arab countries in particular led to the specialization of the TAFL institutes founded in
the Seventies, the commitment of other stakeholders and the birth of new dedicated
institutes. This phenomenon characterized the Eighties, when more foreign learners started
to study the language at various education levels. Arabic now entered high schools in Europe,
e.g. France, Netherlands, Germany (Reid and Reich 1992; Gandolfi 2006) and the migration
flows from the Arab world got Western societies more willing to know the newcomers’
cultures. As a consequence teachers needed to be trained and professionally prepared in this
specific field. The scope of TAFL scholars still remained the same, namely to spread their
language and culture, in line with the principles that moved the TAFL institutes founded in the
previous decade. Furthermore, besides the classic debates on Arabic language simplification,
TAFL problems and teachers’ training, the 1980s saw the raising of new issues and
discussions, which were partially outlined or touched in the previous decade and were now
placed side by side with the classic ones. Throughout the decade and in particular from the
mid 1980s on, the TAFL focus shifted to brand new themes like curriculum development,
Arabic language teaching methods, listening comprehension, etc. Some works (Taima 1982,
1986; Sieny, Abdelaziz, Husayn 1985; Al Naga 1985a, 1985b; Abdelaziz and Sulayman 1988)
were particularly representative of this new phase of TAFL, for they examined the field from a
new perspective.

Besides Saudi Arabia, other TAFL Institutes, Master’s Degrees, programs and research units
were created in this time span in Arab countries such as: Egypt, Sudan, Tunisia, Mauritania,
Iraq, Kuwait, Morocco, Jordan, Algeria, Oman and Qatar (cf. Al Naga 1985a: 27). From its point
of view, Egypt enriched its panorama with the foundation of the TAFL Centre of Alexandria, in
1984. The Centre was established at Alexandria University to meet the increasing demand of
training in Arabic language that came from foreign universities®. It focused on teaching Arabic

and its culture, especially the Egyptian one to foreign students.

5 Cf. http://arts.alexu.edu.eg/tafl/?page_id=43
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During the early Eighties the Ma‘had al-Hartim kept a key role in the field of TAFL, as it
improved its activities, which revolved around TAFL, but also general linguistic issues,
language interference in South Sudan, arabization, etc. In the early Eighties the Ma‘had
introduced a TAFL Master’s Degree and scholarships from 1989 on. It also started to print a
scientific journal dedicated to TAFL from 1982, which was named “Arab journal of language
studies” (Magalla al-‘arabiyya li-I-dirasat al-lugawiyya).

In Tunisia, the research unit led by Ridha Souissi was particularly active in this time span, to
such an extent that in 1980 it organized the “North African Forum on Arabic language
teaching” (al-multaqa al-magribi li-turuq tadris al-luga al-‘arabiyya). The Forum was held in
Tunis and gathered many scholars from Tunisia, Algeria and Morocco, who partially discussed
the theme of TAFL. Always in Tunisia, the Bourguiba School kept a leader role in TAFL, as it
published a new textbook series (silsila gadida) (al-Gafsi 1986), which substituted the elder
one (silsila qadima). Moreover, in 1981, ALECSO organized a meeting in order to find common
measures on the Arabic language and Arab-Islamic culture diffusion abroad. During the
meeting, the creation of the International Cooperation Board for Arab-Islamic culture
development (gihaz al-ta‘awun al-duwali li-tanmya al-taqafa al-‘arabiyya al-’islamiyya) was
advanced. The Board was then established in 1983 and was placed side by side with Ma‘had
al-Hartum, as the ALECSO’s operating arms in the field of TAFL. The International
Cooperation Board aimed to spread the study of Arabic in Europe and the Americas, besides
creating TAFL centers abroad and supporting those countries that presented peculiar
phenomena such as language interference and asked for Arabic language training mainly for
religious purposes, i.e. Sudan, Somalia, Djibouti and Mauritania. The diffusion of Arabic in
these countries was planned firstly in the instruction system, then through mass media
(television, radio, newspapers), but also cinema, theater and the publication of books,
magazines and translations from Arabic (ALECSO 1992: 130).

In Mauritania for example, the demand of Arabic language training was urgent, so that in 1988
the Management School (al-madrasa al-’idariyya) in Nouakchott (Nuwaksut) tried to cope
with this request by introducing a TAFL program®, which started from listening, speaking,

good pronunciation and gradually introduced more complex tasks (Bin al-Bara 1992).

6 For the sake of precision, Mauritania was not untouched by Arabic language teaching to non-Arab communities
in the past, like many other African countries. For a long period, Arabic was mainly learned for religious
purposes and teaching methods encouraged the study of grammar and the memorization of the Holy Qur’an. In
1941 Arabic was systematically introduced in instruction as El Hadj Mahmoud Ba founded the Salvation School
(madrasa al-falah) in Southern Mauritania, which later expanded to other African countries: Mali, Senegal,
Guinea, Cameroun and Congo (Bin al-Bara 1992: 107). These schools aimed at spreading Islam and Arab culture,
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Since the early 1980s the Yarmouk University Language Center located in Irbid started its
Yarmuk-Viriginia Arabic-language program for foreigners, which served international
students, especially from the United States (al-Makhzumi 1992). In 1986, Qatar University
(gami‘a Qatar) founded the Arabic for Non-Native Speakers Center as an academic unit of the
Arabic Language Department of the University’. In the same period other universities of the
Arab world decided to specialize in the field of TAFL teachers’ training. These were Al-

Mustansiriyah University in Iraq and Mansoura University in Egypt (cf. Taima 1986: 7).

From the point of view of scholars’ knowledge of TAFL problems and issues, the 1980s
registered a general raising of awareness, since authors provided terminological
clarifications®, brought language teaching theories mainly referred to English and French that
originated outside the Arab world and summarized the most relevant positions in the field
(e.g. Ben Ismail 1983; Al Naqa 1985a; Taima 1986). While in the 1970s scholars denounced
that many educators used first language textbooks in the class of Arabic as L2, during the
following decade these problems could be partially sorted out thanks to the increase in
number of dedicated TAFL teaching tools and the proliferation of debates. These aspects gave
the opportunity to scholars to discuss the challenges that Arabic presented with foreign
language learners.

For example, teacher’s training was discussed by scholars during the 1980s. Taima(1986),
Sieny, Abdelaziz and Husayn (1985) published works that aimed at helping TAFL teachers in
the Arabic language classroom. These publications were explanatory of the time, since they
aimed at bridging the gaps on teachers’ training that were highlighted by experts and debates
in the previous decade. Shortage of highly qualified instructors, small number of suitable
methodological books and few field researches still characterized the TAFL teachers’ training
panorama by the mid 1980s. Experience showed that institutes did not manage to satisfy the
pressing training demand of this particular type of teachers (cf. Madkour 1985). In 1983
Tamam Hassan turned to ALECSO to organize a TAFL teachers’ training session in the Arab
world. According to him, this session should instruct the cream of teachers on problems and
solutions in the class of Arabic as a foreign language, for the sake of the Holy Qur’an, Arab

identity and learners (cf. Hassan 1983: 71). Only two years after ISESCO published a research

though did not focus on pure TAFL. For this reason it was decided to dedicate less space to them within this
research.

7 Cf. http://www.qu.edu.qa/artssciences/anns/

8 For instance, Rushdi Ahmed Taima (1986) distinguished between the terms of second and foreign language,
which were used interchangeably by scholars.

102



on teachers’ training entitled “Evaluation of training programs for teachers of Arabic to non-
Arabic speakers” (Taqwim baramig ’i‘dad mu‘allimi al-luga al-‘arabiyya li-gayr al-natiqin bi-
ha). The book was written by Ali Ahmed Madkour and aimed to examine the programs for
TASL teachers’ training and precisely those offered by six TAFL institutes®, namely Ma‘had al-
Hartim, Ma‘had al-Riyad, Ma‘had Umm al-Qura, the American University in Cairo, the Arabic
Language Teaching Institute of Al-Imam Muhammad Ibn Saud Islamic University and the
University of Minnesota, which was taken as a basis for comparison. Special attention was
also given to the in-service training summer institutes organized by ISESCO in Sierra Leone
and Malaysia in 1984 (cf. Madkour 1985: 12). As an output, the study established the profile
of the AFL teacher, who had to be prepared from the linguistic, professional and cultural
points of view. Furthermore, he judged the quality of the aforementioned training programs.
To this extent Madkour highlighted a diffused asymmetry in the programs that he analyzed,
for they displayed different durations and admission requirements. Not only, he pointed out
that these programs put the emphasis on language structural details rather than developing
the four language skills. This observation underlines the fact that in 1985 TAFL showed a
renewal from the theoretical point of view, while classroom practice was still far from putting
into effect the recommendations proposed by scholars during the debates and symposia held
at the end of the 1970s and the beginning of the following decade. This dichotomy was
highlighted also by Ridha Souissi’s research unit at the Forum of Tunis, five years before in
1980. In specific, Abdelrazzak Hiliaoui (al-Hilyawi) affirmed that although the Bourguiba
School method was based on precise instructions, trainers followed the method they
considered most suitable (cf. Hiliaoui 1980: 109). For another time theory did not go hand in
hand with practice and this because at the beginning of the 1980s TAFL was still in its period

of adjustment.

Wider Debates

At the beginning of 1980s the growth of TAFL previously witnessed did not stop and scholars
had the opportunity to further discuss TAFL problems and issues in symposia and meetings
within the Arab world and outside of it (e.g. Jakarta, Paris, Islamabad). In particular, 1981 was
a strategic year for TAFL, as 1978 was during the Seventies. In this sense, one can affirm that
the four years that went from 1978 to 1981 were the most prolific, fertile and important

period for the growth and the consequent development of this field. As a matter of fact in

9 The original English summary of the work by Madkour specifies “TASL teacher training institutes”. However I
prefer using the expression “TAFL institutes” in order not to generate confusion.
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1980 and 1981 a series of meetings were organized around the Arab world. In these debates,
scholars further analyzed the themes that were currently debated in the field of foreign
language teaching, those that closely concerned the Teaching of Arabic as a Foreign Language
and their development as independent branches of what became now a full-fledged field.
Matters such as the Arabic language simplification or the TAFL Arabic textbook design still
represented research focuses. In the year 1980, the cities of Riyadh, Khartoum and Rabat
were theater of debates, update and development. For example, a Symposium on the
simplification of TAFL was organized in Riyadh between 9t and 10t February 1980 (Al Naqa
1985a: 25). In October of the same year ALECSO organized a first Symposium on the topic of
TAFL basic textbook (kitab asasi) in Khartoum, which was followed by other two of the same
kind in January 1981 and August 1982. The theme of TAFL textbooks had already been
analyzed during the Seventies by Arab scholars (i.e. Sieny 1978; Muhammad Ahmad 1980;
Sieny and al-Kassimi 1980), though it was now brought to a further stage. As a matter of fact,
the meetings in Khartoum, together with discussions and experiences on the field gave birth
to TAFL basic textbooks during the 1980s, proposed by Taima and Al Naqga in 1983, then by
Badawi and Younis in the same year.

The Symposia of Khartoum were not the only occasions where to discuss the matter of TAFL
textbooks though. In 1980, in fact, a Symposium entitled “TAFL textbooks writing”(nadwa
ta’lif kutub li-ta‘lim al-‘arabiyya li-I-natiqin bi-I-lugat al-uhra) was held in Rabat, Morocco. The
meeting was organized by ALECSO and focused on the issue of TAFL textbooks, which was a
theme frequently debated in the previous decade by many authors (Sieny 1978; al-Kassimi
1979; Muhammad Ahmad 1980). Among lecturers one could find international scholars from
Europe, South East Asia and renowned names in the field of TAFL from the Arab world, such
as Mahmoud Ismail Sieny, Ibrahim al-Hardallo, Yusuf el Khalifa Abu Bakr, Ahmed Ouali Alami
and Ali al-Kassimi, who participated in the Riyadh Symposium two years before. Of note, the
contribution by Dawud Salam on the role of frequency (takrar) in the word selection process
for vocabulary list construction (ALECSO 1983: 140). In general, scholars spoke about
principles of TAFL textbook drafting, methods, lexical choices and frequency, textbooks
readability (inqgira’iyya) (e.g. Taima 1980), the preparation of teaching materials, exercises
and the use of visual aids in books. In this instance, the Tunisian scholar Mohammed Moada
(Muwa‘ada) debated the use of audio-visual tools in the AFL class and Ali al-Kassimi
promoted the use of images in the TAFL textbook (ALECSO 1983: 140). Both contributions
highlight the structural orientation of some scholars at the beginning of 1980s, at a time in

which foreign language teaching trends were moving towards the communicative approach.
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The recommendations of the Rabat Symposium wished that scholars produced and studied
vocabulary lists for Modern Standard Arabic. At the same time they encouraged to present a
functional-notional syllabus that contained themes connected to the Arab-Islamic culture and
contemporary times (cf. Taima 1982). These were soon applied two years later by one of the
Symposium lecturers: Rushid Ahmed Taima, who denounced the insufficiency of teaching
materials and added that both the word selection and the choice of cultural contents for TAFL
textbooks often did not lay on scientific foundations, though on chance (Taima 1982: 19).
Therefore the scholar prepared a useful tool for TAFL textbook creation and test construction,
which contained a list of the most diffused words in MSA, beside the most important themes
and cultural aspects. On this topic also Al Naga expressed his point of view: he affirmed that
neither TAFL courses nor textbooks took into consideration the students’ real training needs.
In 1985 the scholar analyzed the training interests of Muslim learners of Arabic through a
survey and then proposed a sample program for them. According to Al Naqa, the work would
serve for the planning of Arabic language programs, which have to satisfy the learners’
training needs and interests.

The topic of learners’ training needs was also debated at the TAFL Symposium of Doha, Qatar
(nadwa manahig ta‘lim al-luga al-‘arabiyya li-gayr al-natiqin bi-ha) in May 1981. In particular
Sulayman al-Wasiti (al-Wasiti) presented a paper on the training needs of foreign learners of
Arabic (al-Wasiti 1981), which connected him to the experiences carried out in Saudi Arabia
and Kuwait by Elfiky and Saleh respectively (cf. Shalagani 1980). The Doha Symposium was
organized by ABEGS and was part of a series of meetings, which were held in Kuwait City10
and Medina in the same year. The lecturers’ speeches were then inserted in the proceedings of
the meetings, which were issued by ABEGS itself and presented in three volumes entitled
“TAFL symposia facts” (Waqa’i nadwat ta‘lim al-luga al-‘arabiyya li-gayr al-natiqin bi-ha). The
Symposia of Kuwait City and Medina were dedicated to TAFL teachers’ training, but also to
other topics. Of note the lectures presented by Ali al-Kassimi, Tamam Hassan on Arabic
language peculiarities, Mahmoud Esmail Sieny on foreign language teaching methods,
Mohiaddin Alwaye on TAFL problems, Hamdi Qafisheh (Qafisa), Tawfiq Shawashi (al-Sawasi)
on frequent mistakes among AFL learners, Ali Muhammad Elfiky on the textbooks and
methods used at Ma‘had Umm al-Qura, Abdelrahman Husayn (‘Abd al-Rahman Husayn) on his
teaching experience at the TAFL Institute of Al-Ilmam Muhammad Ibn Saud Islamic University

in Riyadh and Ali Ahmed Ali Al-Khatib (al-Hatib), an Egyptian scholar born in 1928, who

10 In Kuwait ABEGS cooperated with the Language Center of Kuwait University (§ami‘a al-Kuwayt).
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taught in TAFL training sessions in Kano (Nigeria) during the 1980s. Of note also the lecture
by Al Naga on the Arabic language basic textbook!! (cf. ABEGS 1986). In particular this last
lecture entitled “Proposed plan for TAFL basic textbook writing” was a paper that later
evolved into the Basic course of Arabic co-authored with Rushdi Ahmed Taima (see Taima
and Al Naqga 2009 [1983]).

In 1981 it was also the turn of Mecca and Jakarta, where other talks were organized. In
particular, in Jakarta scholars spoke on the teaching of Arabic as a foreign language, the Arab-
Islamic culture and the creation of TAFL Institutes in Asia that could foster this field and
Arabic language learning. In Mecca the Constituent Council of the Muslim World League
(rabita al-‘alam al-’islami) discussed the diffusion of Arabic and issued a series of
recommendations on the topic (cf. Al Naga 1985a: 26). Other meetings were organized during
the decade. Among them those worth mentioning are: the “Founding conference of the World
Council for WFAIIS examinations” (al-mu’tamar al-ta’sisi li-I-maglis al-‘alami li-imtihanat al-
madaris al-‘arabiyya al-’islamiyya) held in Riyadh in 1986 and the “International conference
on Arabic language teaching development in Pakistan” (al-mu’tamar al-duwali li-tatwir ta‘lim
al-luga al-‘arabiyya fi Bakistan), held in Islamabad in 1988 (ALECSO 1994).

1981 was a crucial year for TAFL, for it inaugurated the beginning of the Eighties as a decade
of renewal and development. If in the previous period TAFL scholars had the opportunity to
gather in the first TAFL symposium of the Arab world held in Riyadh, in the 1980s they could
take part in various meetings around the region: Saudi Arabia, Qatar, Kuwait and Sudan.
There they were able to discuss and carry out in-depth analysis not only on theoretical issues,

but also on practical matters, problems and propose solutions to them.

Methods

As regards methods during the 1980s Arab scholars tried to investigate the best scientific
method for TAFL and for this reason they displayed a wide range of orientations. This search
was based on solid scientific principles, often supported by teaching experience and practice.
Thanks to their expertise scholars could now take stances on teaching approaches, methods
and express their points of view in total autonomy. For example, Tamam Hassan (1983: 91)
maintained that language had to be learned in its natural environment. Other scholars like
Souissi, Hiliaoui (in al-Ma‘had al-qawmi 1981), Sieny, Abdelaziz, Husayn (1985), Abdelaziz
and Sulayman (1988) encouraged the use of oral discussion (mundqasa) in the class of Arabic

as a foreign language. This unusual consideration for speaking activities was not rare among

11 Cf. http://www.abegs.org/aportal/books/books_detail.html?id=5095272711454720
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Arab scholars and did not characterize only those working in the field of TAFL, but also Arabic
Language Education experts (see e.g. Qura 1972 [1969]).

In general, in the 1980s many scholars still favored a type of teaching that inspired to the
structural methods. Even though, these last teaching orientations were losing ground on the
international level, the TAFL centers of the Arab world still based their curricula on these
methods and did not change them for various purposes (cf. Alosaili 1999, 2002) until the
following decades. Nonetheless other scholars showed an evolution, in which they embraced
new theories (Al Naqa 1985b; Sieny, Abdelaziz, Husayn 1985; Taima 1982, 1986) and at the
same time kept the good principles of the structural methods, such as the inclination towards
the use of audio-visual tools (e.g. Ben Ismail 1983; Hassan 1983).

For example, Ben Ismail (1983), Al Naqa (1985a), Taima (1986), Abdelaziz and Sulayman
(1988) maintained that the four classical language skills should be taught and learned in a
specific order, firstly listening and speaking, then reading and writing on a second stage. This
orientation links the scholars to the debate faced by some other TAFL scholars (Souissi 1979;
Sieny and al-Kassimi 1980) during the Seventies, which reflected structural positions. The
same happened with Sieny, Abdelaziz and Husayn (1985), who put emphasis on good
pronunciation, pairwise language comparisons (tuna’iyyat sugra)!?, and the use of flashcards,
audio-visual tools and language rather than explanations on it. In particular the importance of
good pronunciation (nutq salim) was an aspect highlighted by many TAFL scholars especially
those from Tunisia (e.g. Souissi 1979; Ben Ismail 1983; al-Majdub 1988), where the
Bourguiba School method had a considerable impact on the TAFL debate.

Other scholars (Sieny, Abdelaziz, Husayn 1985; Abdelaziz, Sulayman 1988) showed an
inclination towards Total Physical Response (TPR) techniques, a teaching method developed
by James Asher during the 1960s that focused on instructions and orders given by the teacher
to which students replied with whole-body actions; e.g. “take the yellow pen”, “sit down”, etc.
With respect to the communicative approach, a considerable number of authors (Al Naqga
1985b; Sieny, Abdelaziz, Husayn 1985; Taima 1982, 1986) embraced this philosophy in all its
forms. In particular, Sieny, Abdelaziz and Husayn considered the communicative aspects of
language as a learning objective, fostered students’ motivation and the language real and
proper use (luga salima). For them, students’ interests were an essential component of the

didactical planning.

12 “pairwise language comparisons” have different realizations in Arabic. See the § Glossary at the end of this
research for a general overview.
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The focus on students’ interests and training needs was also present among other scholars,
like Al Naga (1985b) and partially in Taima’s notional syllabus of 1982. In particular Al Naqa
not only concentrated on the theme, but also embraced the communicative approach with a
learner-centered orientation, which he translated with the expressions tamarkuz ta‘lim al-
lugat hawla al-muta‘allim or tadris al-luga al-mutamarkaz hawla al-muta‘allim. In this light, Al
Naqa took inspiration from European and North American scholars, who published works
that focused on learners in the language classroom and their training needs (i.e. Gardner and
Lambert 1972; Oller and Richards 1977 [1973]; Finocchiaro and Bonomo 1973; Schumann
and Stenson 1974; Papalia 1976). The learner-centered approach was, in fact, an increasing
trend in language teaching. It aimed to develop functional competence!3 in students rather
than simply a communicative one (Serra Borneto 2005 [1998]).

Moreover, Al Naqa and Taima were aware of the studies on modern foreign languages
conducted in Europe during that period. Both, in fact, mentioned and took inspiration from
the Council of Europe’s experience on syllabus construction. This fact links them again to the
communicative approach, this time with a functional-notional orientation. In general, the
birth of functional-notional syllabi was influenced by the “speech acts theory” by Austin
(1962) and Searle (1969), who maintained that by saying something we do something and
things are done with words. In a sense, Taima’s work of 1982 reminded of the experience
carried out by the Council of Europe during the 1970s, which was cited by the scholar himself
and aimed to develop a unit/credit system for adult language learners. The fruit of this
experience was published in 1975 under the title of The Threshold Level in a European
Unit/Credit System for Modern Language Learning by Adults - commonly referred to as the
Threshold Level (T-Level), (van Ek 1975). However, the book by Taima did not distinguish
between grammatical notions such as time, quantity, frequency etc., but displayed themes,

cultural concepts and lexical items.

As regards Tunisia, the teaching approaches diffused in the country in this time span were

reported by Ridha Souissi, Mohamed Ben Ismail and Abdelrazzak Hiliaouil4. The first scholar

13 The term is translated from the specification made by Rosa A. Scalzo, who spoke about “competenza d’azione”
in Serra Borneto (2005 [1998]: 138). The term cannot be translated into English with “action competence”, since
it would be linked to a concept in the field of human sciences. The translation that I propose is “functional
competence” since it represents an ability that goes beyond the communicative competence, that allows to
interact with other language speakers in an active way in order to achieve objectives (Bach and Timm 1989).
Simply put, it is the “know-how”.

14 The Tunisian scholar mainly dealt with Arabic language teaching methods for native speakers. In particular
Hiliaoui (in al-Ma‘had al-qawmi 1981) highlighted the fact that in the early Eighties some Arabic language
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provided a general overview in his article published on Hawla turuq ta‘lim al-lugat al-hayya
bi-Tiinis “On the modern language teaching methods in Tunis”, issued by the Tunisian
National Institute of Education Sciences in 1981. Souissi affirmed that at the time teaching
methods (turuq tadris or didactique des matieres) became a full-fledged discipline, this was
still lacking in Tunisian universities. At the beginning of the 1980s, the Tunisian scholar
inclined towards structural and sometimes constructivist positions, but most important he
opposed to the traditional teaching methods. Not by chance, Souissi was a scholar influenced
by a French background, e.g. theories by Ferdinand de Saussure, Jean Piaget, Gaston Mialaret,
Bernard Quemada, etc.

In the same period another Tunisian scholar reported the teaching methods known until that
time in Tunisia, the Arab world and Europe. This scholar was Ben Ismail, who divided them
into two categories: the translation method and the direct one. He added that until that
moment the translation method was the most diffused in the Arab world for foreign language
teaching and vice versa in Europe for teaching Arabic (Ben Ismail 1983: 13). The scholar
pointed out that the use of literary texts and word lists that characterized this method did not
favor the language acquisition process. In this light, he analyzed the popular Assimil method
(Schmidt 1975) to demonstrate its inefficacy, for it neither encouraged production activities,
nor a natural acquisition of the language. Then, Ben Ismail presented the direct method, which
he divided into the audio-visual method and another structural one. The first was called
tariqa haykaliyya kulliyya sam‘yya basariyya, “audio-visual structural-global method” and
represented a literal translation of what he heard in France as the SGAV method previously
outlined. According to Ben Ismail the method based on listening, repetition, and it encouraged
good pronunciation and intonation. Not only, it fostered communication and the use of
language in everyday life situations and the target language as the only vehicular language.
This seemed to echo the focus on everyday life (haya yawmiyya) of the Bourguiba School
method, a vision also shared by other scholars not linked to the Tunisian scientific panorama
(Abdelaziz and Sulayman 1988). Not by chance, Ben Ismail can be considered an heir of the
tariqa Birqiba, which he embraced during the years that he spent teaching at the Tunisian
institute. The second structural method mixed the centrality of listening and speaking skills

with a renewed interest in reading and writing. For this reason, it was called by Ben Ismail

educators inclined either towards structural positions (tariga haykaliyya) or Pédagogie par Objectifs (PPO), a
teaching method created by Ralph Tyler in the mid 1930s that gave paramount importance to learning
objectives. However, most of the educators taught Arabic in the traditional way, an aspect also confirmed some
years before at the meeting on Arabic language teaching methods held in Amman in 1974 (cf. Maamouri, Abid,
Ghazali 1983: 76).
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tariga sam‘iyya basariyya safawiyya yadawiyya “audio-visual oral-written method”1>. In a
sense, this last method was the summa of the scholar’s position for he encouraged the use of
all four language skills at once. If used together, the two structural methods were called by
Ben Ismail “dual” (tariqa izdiwagiyya) or “blended” method (tariqa tawlifiyya), (cf. Ben Ismail
1983:17).

Abdelrazzak Hiliaoui made similar utterances in 1980. The Tunisian scholar maintained that
the best language teaching method began with speaking (muhadata), and he inclined towards
the use of audio-visual tools in the language laboratory. Moreover, according to Hiliaoui
grammar had to be taught through exercises and Arabic could be the only vehicular language,
another time an echo of the Bourguiba School method.

The eclectic method was partially embraced by Al Naqa (1985a) in this decade. In general, the
scholar embraced various methodological orientations and its partial inclination towards the
eclectic method seems to justify this fact. The scholar’s positions reminded of those outlined
by Ali al-Kassimi in 1979. In particular, Al Naga maintained that there was no best method for
language teaching, since each way of teaching had its pros and cons. Al Naga named the
eclectic method either tariqa intiqa’iyya or tawlifiyya “blended method”. This last should be
distinguished from the blended method proposed by Ben Ismail, since the Tunisian scholar
intended a convergence of structural methods, while Al Naga referred to the eclectic method

in the strict sense.

Terminology

In 1986, order was put into the mess of terminological proliferation of TAFL formulations and
expressions witnessed in the previous decade. In particular Rusdhi Ahmed Taima (1986)
provided a clarification of the terms used until then and proposed the use of the most proper
one.

The scholar took into consideration for example “teaching Arabic to non-Arabs” (talim al-
‘arabiyya li-gayr al-‘arab) and “teaching Arabic to foreigners” (talim al-‘arabiyya li-I-aganib),
which put the focus either on “foreigners” or “non-Arabs”. According to Taima, both
expressions were selective (mani‘) and not inclusive (gami®), since they excluded some groups
of learners, who were neither “foreigners”, nor “non-Arabs” but still learned Arabic as a
foreign language. Another formulation was defined by Taima as selective. This was “teaching

Arabic to foreigners” (talim al-‘arabiyya li-I-a‘agim), a particular expression found by the

15 Literally, yadawiyya should be translated with “manual”, though I preferred to translate the term with
“written” because Ben Ismail mainly refers to the writing skill.
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scholar in some articles (cf. Taima 1986: 52). The expression employed a particular term
derived from the Holy Qur’'an: a‘agim “foreigner; barbarian”, which was used to name non-
Arabs in the past and usually identified Persians (see § Teaching Arabic to Non-Native
Speakers). The three expressions discussed by Taima were labeled as selective. To clarify his
stance, the scholar relied on his teaching experience (i.e. at Ma‘had al-Hartim) and gave the
example of Arab citizens who learned Arabic as L2, but spoke other languages as L1, such as
in the case of South Sudan, Northern Iraq and Nubia, where a multitude of local languages
other than Arabic are and were spoken. For this reason none of the expressions were
considered accurate and precise and Taima therefore opted for “teaching Arabic to non-native
speakers” (ta‘lim al-‘arabiyya li-gayr al-natiqin bi-ha). This formulation could sort out the
problem since it focused on nutq “pronunciation”, which - in the broad sense - identified not
only language expressions and structures repetition, but also speaking and reading (cf. Taima
1986: 53). As a result gayr al-natiq “non-speakers” referred to whom did not “pronounce”
Arabic as L1, including Arab citizens who master an L1 other than Arabic. Nonetheless
another issue was introduced by Taima to problematize the question. “Teaching Arabic to
non-native speakers”, in fact, did not include those Muslim learners who could read the Holy
Qur’an and therefore Arabic. As a result the expression was judged inappropriate. According
to the scholar the solution could be found in another formulation: “teaching Arabic to
speakers of other languages” (ta‘lim al-‘arabiyya li-I-natiqin bi-lugat uhra), which included all
learners, whose mother tongue was other than Arabic. This expression did not focus on
learners’ provenance, origin or language skills, but distinguished between two simplified
categories: speakers of Arabic and all the rest.

The expression adopted by Taima was first used by Ali al-Kassimi in 1979, then by Al Naqga
and Taima themselves in 1983 in their publication “The basic course in teaching Arabic to
speakers of other languages” (Al-kitab al-asasi li-ta‘lim al-‘arabiyya li-I-natiqin bi-lugat uhra)
and by Al Naqga, again, in 1985. However, in the years “teaching Arabic to non-native
speakers” (ta‘lim al-‘arabiyya li-gayr al-natiqin bi-ha) and its slight variations imposed on the

other formulations and became the most used expression that refers to TAFL in Arabic.

Scholarly Production

From the point of view of scholarly publications the works on TAFL published during the
1980s revolved around many themes such as: foreign language teaching methods, language
skills, vocabulary lists, teacher’s guides, TAFL textbooks (e.g. Baybars and Souid 1981;
Abdelaziz and Sulayman 1982; Sieny, Abdelaziz, Salih 1982; Sieny 1983; Sieny and Shaaban
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1985; al-Gafsi 1986; al-Tonsi and Warraki 1989; Sieny, Abdelaziz, Sulayman 1989, 1995 [n.d.];
al-Hamid 2004 [1986]), anthologies, tests and exercises. In particular, this period saw the
production of applied researches dedicated to the themes of Arabic language teaching
programs and syllabi, such as grammar (manhag nahwi), situational (manhag al-mawagqif)
and notional syllabi (manhag al-fikra), (e.g. Taima 1982, 1986; Al Naga 1985b), etc. These
works laid their foundations on the publications issued in the previous period¢, developed
them into wider debates, turned preliminary researches into in-depth studies and faced new
topics like curriculum development, listening comprehension, etc. The classic debates were
placed side by side with the new ones and some works were particularly representative of
this new phase of TAFL, for they examined the field from a new perspective, which was more
in touch with the foreign language teaching trends that came from North America and Europe
(i.e. Taima 1982, 1986; Sieny, Abdelaziz, Husayn 1985; Al Naqa 1985a, 1985b; Abdelaziz and
Sulayman 1988).

One of the most important works published in the 1980s was issued by ALECSO in Tunis. The
“Arabic language and Islamic religion researches guide” (Dalil buhtit al-luga al-‘arabiyya wa-
al-din al-’islami fi al-watan al-‘arabi) was a reference book that listed more than 850 works
dealing with Arabic language and Islamic studies published in the Arab world between the
first years of the 20t century and 1980. Among them one can find books, articles, researches,
scientific dissertations both published and unpublished. The main aims of this reference guide
were: to provide a scientific basis for researchers and an overview on the most important
trends witnessed in the field of Arabic language teaching during the first eight decades of the
last century. Not only, according to Muhyi al-Din Sabir, the ALECSO Director-General between
1976 and 1988, the book aimed to further develop the field of Arabic language teaching and

Islamic education, its branches, by drawing a state of the art general map (cf. ALECSO 1983).

As already clarified, the Ma‘had Umm al-Qura gained centrality during the 1980s. With
respect to scholarly publications, its research unit issued a multitude of studies and works on
TAFL in this period. This brought to the creation of a dedicated book series on Teaching
Arabic as a Foreign Language. This series consisted of theoretical dissertations (Hassan 1983;
Al Naga 1985b), applied researches (Taima 1982, 1985; Al Naqa 1985b), practical handbooks
for teachers (Taima 1986), vocabulary lists (Ma‘had Umm al-Qura 1981) and the basic
textbook for TAFL (Taima and Al Naqa [2009] 1983).

16 For example the work by Ali al-Hadidi of 1967 was still a source cited by TAFL scholars during the 1980s.
112



At the beginning of the 1980s the Ma‘had Umm al-Qura’s commission for the analysis of the
existing Arabic language vocabulary lists worked on the creation of a vocabulary list, which
was published in 1981 under the name of “Mecca vocabulary list” (Qa’ima Makka li-I-mufradat
al-5a’i‘a) by the Ma‘had Umm al-Qura’s research unit (Ma‘had Umm al-Qura 1981). The Mecca
list added to a series of elder lists (Brill 1940; Aqil 1953; Bailey 1953; Landau 1959) and to
Dawud Abduh’s one of 1979, which was then conventionally called Qa’ima al-Riyad “Riyadh
list”, for it was published in the Saudi capital. The Mecca list - hereafter called Qa’ima Makka -
grouped the most frequent words found on other Arabic vocabulary lists previously issued
(Abduh 1979a; Sartin 1979).

This work - together with other projects carried out in Mecca at that time - paved the way to
a major achievement. In 1983, the “Basic course for teaching Arabic to speakers of other
languages” (al-Kitab al-asasi li-talim al-luga al-‘arabiyya li-I-natiqin bi-lugat uhra) was
published in the Holy city of Islam by Taima and Al Naqa (2009 [1983]). The book should not
be confused with the one by Essaid Mohammed Badawi and Ali Fathi Younis printed in 1983.
This course was published by ALECSO in Tunis and as Nielsen (2009: 153) later pointed out, it
displayed the direct method, trying to imitate the way children learn their mother tongue. The
book avoided translations and used Arabic as the only vehicular language. It focused on
everyday vocabulary, in order to provide students with more pragmatic and useful material
(cf.,, ibid.). However, the variety of Arabic was Modern Standard and this undermined the
learners’ outcome in the speaking ability.

The debate on the TAFL textbook was a classical discussion that absorbed Arab scholars from
the dawn of Teaching Arabic as a Foreign Language in the Arab world, and precisely from the
first experts commissions organized at Ain Shams University in the early Sixties. Therefore,
the aforementioned textbooks represented the achievement of a long-term goal, which could
be completed thanks to those meetings organized around the Arab world, where scholars
could exchange ideas and discuss practical problems. It is also true that in the previous
decades TAFL textbooks were printed (e.g. Ben Ismail, Ben Saleh, Alayed 1966; Ben Ismail
1974; Hardan 1979); however the courses issued in the 1980s left their trace in history, to
such an extent that Badawi’s and Younis’ course became one of the most known Arabic
language textbooks for foreign learners ever written after Abboud’s “orange book”, which

preceded it chronologically.

In this time span the Ma‘had Umm al-Qura in Mecca attracted experts from the Arab world, as

Ma‘had al-Hartim did in the mid 1970s. For example, the Egyptian scholar Tamam Hassan
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enriched the Mecca book series with his “The acquisition of Arabic for non-Arab speakers”
(Iktisab al-luga al-‘arabiyya li-gayr al-natiqin bi-ha) in 1983. The book was a dissertation of
Arabic linguistics, where the author discussed many aspects of Arabic, mentioning famous
grammarians and scholars of the past such as Sibawayhi, Ibn Ginni, al-Gahiz, al-Suyiti, etc,
but also Wilhelm von Humboldt (1767-1835) and his theories. In his work Hassan expressed
himself in favor of the study of Modern Standard Arabic, as opposed to the study of dialect,
which may confuse foreign students who cannot distinguish between different pronunciations
and inflections. The work by Hassan then became famous because the scholar discussed a
theory, where he identified three levels in the Arabic language acquisition process. According
to this theory the enjoyment level (marhala al-istimta‘) represented the highest level in
language learning and occurred when learners could master literary taste (tadawwuq adabi)
and the comprehension of beauty in a text (cf. Hassan 1983). The enjoyment level was
preceded by what Tamam Hassan defined “level of comprehension” (marhala al-isti‘ab),
which referred to the comprehension of sentence functions (anmat al-gumal) and concerned
those students who could understand the meaning of a text. Comprehension also included
cultural understanding (isti‘ab al-taqafa). In this light, Hassan maintained that the concept of
culture in the Arab society consisted of two aspects — namely two cultures, which he identified
in the Arab and the Islamic one. According to the scholar, these aspects were very different;
for example, while Arab culture was local and pursued knowledge, the Islamic one was global
and remained on the path of religion. However, despite their differences both could not be
separated from one another (cf. Hassan 1983: 85). In this sense, the teacher of Arabic had to
introduce both cultures to his foreign language students. In this task, he had to follow the
principle of simplicity in his presentation, choose appropriate themes and explain them in
class also with the help of audio-visual tools (ibid. 92). Before the level of comprehension,
Hassan placed the first level, which he called “level of knowledge” (marhala al-ta‘arruf). This
related to basic language elements and abilities like distinguishing between sounds and
words, and giving them a role. Hassan clarified this point by giving an example: he explained
that students who acquired the knowledge level in Arabic were able to distinguish between
the function of the active participle fa‘il and passive participle maf'l. The levels identified by
Hassan were also inserted in a rigid hierarchy, meaning that learners could not pass to the
level of comprehension without mastering the level of knowledge. Thus, Arabic language
acquisition could only happen in a precise order: from knowledge to comprehension and from

this last to enjoyment.
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In 1985 the Ma‘had Umm al-Qura research unit published two other works that enriched the
book series on TAFL. The works were written by Mahmoud Kamel Al Naqa, an Egyptian
scholar who began working in the field of TAFL at Ma‘had al-Hartim in 1975, and after one
year participated in the 9t Conference of the Arab Teachers Syndicate in Khartoum, where
partial attention to TAFL was drawn. Al Naqa also taught at Ain Shams University in that
period and had collaborated various times with Rushdi Ahmed Taima.

The first work here examined is a theoretical essay that represents the summa of Al Naga’s
ten-year-experience in teaching Arabic to foreign students. Not only “Teaching Arabic to
speakers of other languages” (Ta‘lim al-luga al-‘arabiyya li-I-ndtiqin bi-lugat uhra) can be
considered a major achievement in the field of TAFL in the 1980s, for it is a complete scientific
work, and it summarizes the most important events, scholars’ theoretical positions,
terminological issues and teaching techniques. Al Naqa, in fact, outlined the most important
happenings in TAFL starting from its first meeting, which he identified with the Madrid
Symposium, then shifted to comment upon all the meetings held in the Arab world and
outside of it until 1985.

According to the author, the aim of the book was to discuss TAFL, its methods and the
relationship between Modern Standard and colloquial Arabic. The language was introduced
by the scholar through the words of famous North American and European arabists or
orientalists such as Charles A. Ferguson (1921-1998), Raphael Patai (1910-1996) and Louis
Massignon (1883-1962). Al Naqa also asked himself which Arabic should be taught and if it
was possible to teach both MSA and colloquial varieties, a position also shared by Taima
(1986), who affirmed that both varieties could be taught and this depended only from the
course objectives. This discussion later resulted in the creation of the integrated approach (al-
tariqa al-takamuliyya), (see § New Challenges 1990s), however the answer provided by both
scholars on the variety to teach was: modern current standard (fusha hadita mutadawala).

As regards contents and methods, Al Naga maintained that Arabic language teaching should
provide students with cultural knowledge, the legacy (turat) of the Arabic language and
stimulate everyday communication. The teacher should begin with listening and speaking and
then shift to the other skills, an aspect that links him to many other scholars of that period,
who were influenced by the structural philosophy in foreign language teaching (see above).
Not only: repetition (takrar) and use (istihdam) of the language were encouraged by the
scholar.

In his essay, Al Naqa described the four language skills, teaching techniques, methods like

grammar, phonetic, direct, psychological, audio-lingual methods and also the reading method,
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which was rarely cited by his colleagues. The reading method (tariga al-qgira’a) developed at
the beginning of the 20t century when the world was closing in national boundaries and the
language became a means for reading scientific works, literature, etc.

Of note are Al Naqa's positions on the best method to be used in class. He affirmed that there
was no best method, since each way of teaching had its pros and cons. The best method was
the one that allowed the teacher and his students to pursue the learning objectives that they
established at the beginning of the learning process (cf. Al Naga 1985a: 58). At the same time
the scholar was convinced that every language had its peculiarities and these had to be
integrated with the teaching/learning approach. These views partially put Al Naga in
connection with the eclectic method, which he translated tariga tawlifiyya “blended method”
or intiqgd’iyya. In this light the method was suitable for the needs of the teacher, his students
and the language peculiarities too.

The second work by Al Naqa is an applied research entitled “Programs for teaching Arabic to
Muslim speakers of other languages” (Baramig ta‘lim al-‘arabiyya li-I-muslimin al-natiqin bi-
lugat uhra). It can be considered an example not only of TAFL, but also of teaching Arabic for
specific purposes and precisely for religious purposes (agrad diniyya). This factor links this
publication with the typical orientation of TAFL witnessed in Saudi Arabia since its dawn,
when scholars usually stressed the eternal link of Arabic with Islam (e.g. al-Kassimi 1979;
Sieny and al-Kassimi 1980; Bahjat 1980). However, this time the work by Al Naga was moved
not only by devotion, but also by market trends, since a large number of foreign learners
studying in Saudi Arabia came from the Muslim countries of Asia and Africa and therefore
represented an interesting share of the whole TAFL market. At the same time the work
focused on students’ interest and training needs and was an example of learner-centered-
oriented communicative approach. As a matter of fact, Al Naga analyzed the training interests
of Muslim learners of Arabic and then proposed a sample program for them.

To achieve this milestone, the scholar handed out a survey to 180 foreign students, who
studied Arabic at advanced level and came from 29 different countries, e.g. Pakistan, Turkey,
Indonesia, Philippines, India, Nigeria, Bangladesh and Malaysia. All students studied in Saudi
Arabia and precisely at the three TAFL Institutes located in Riyadh and Mecca. The Muslim
learners’ training needs highlighted by the results, together with the scholar’s readings in
foreign language teaching helped Al Naqa to draft the sample program. In particular, the
scholar was influenced by the last trends in curriculum design such as the multidimensional
curriculum discussed at the American Council on the Teaching of Foreign Languages (ACTFL)

convention held in Boston in 1980. The scholar mainly based on the convention lecturers’
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recommendations drafted in the “Boston Paper” and on H.H. Stern’s Toward a
Multidimensional Foreign Language Curriculum published as a follow up article three years
after (Stern 1983). “Multidimensional curriculum” was translated by Al Naqa with manhag al-
luga al-agnabiyya muta‘addid al-ab‘ad; it represented an evolution of the teaching approaches
used during the 1970s (e.g. audio-visual, the tariqa ’tha’iyya “suggestopedia”, etc.), which led
to the eclectic approach. This last founded on the fact that there was not only one recipe for
language teaching, though teachers and learners had to multiply their strategies (cf. Al Naqa
1985b: 106). As a consequence the multidimensional curriculum consisted of a program that
took into consideration various aspects of language learning, where effective use of language
and communication were emphasized and all skills were developed. Cultural competence
(kafa’a taqafiyya) was also contemplated: the student could observe and analyze cultural
aspects and values, and therefore acquire a cultural awareness (wa ‘7 taqafi).

The multidimensional curriculum proposed by Al Naga took into account the students’
motivations obtained through the survey. The majority of respondents was led to learn Arabic
firstly for religious purposes (e.g. Islamic studies, Quranic exegesis, Islamic history, etc.),
secondly for cultural and professional ones (see Al Naga 1985b for the detailed analysis). This
fact influenced Al Naqga’s choices in the program, which inclined towards religious contents
and at the same time followed the eclectic approach, favoring all language skills,
communication and the use of audio-visual tools.

Al Naqga’s curriculum can be related to another work issued in Mecca by the Ma‘had Umm al-
Qura research unit in 1982. This work is “Lexical and cultural bases for TAFL” (al-Usus al-
mu‘gamiyya wa-I-taqdfiyya li-ta‘lim al-‘arabiyya li-gayr al-natiqin bi-ha). The book discussed a
series of themes such as epistemological language issues, Arabic language levels, tests, Arab-
[slamic culture, lexicon, etc., but most important, it can be considered an example of
functional-notional syllabus for the Arabic language elementary level. In essence, the book
represents a good tool for textbook creation and test construction.

“Lexical and cultural bases for TAFL” was written by Rushdi Ahmed Taima, a scholar from
Mansoura, Egypt, born in 1940, who had collaborated various times with Al Naqa, as
previously said. Taima was a prolific author, who dedicated many of his publications to
Teaching Arabic as a Foreign Language. During the years the scholar taught Arabic in Arab
countries such as Egypt, Saudi Arabia and Sudan, where he presented a TAFL didactic work
entitled “We learn Arabic” (Nahnu nata‘allamu al-‘arabiyya) in 1978 at Ma‘had al-Hartum. He
cooperated with many international organizations like ALECSO, UNESCO, the World Bank and
the Islamic Educational Scientific and Cultural Organization (ISESCO), (cf. Albantani 2014).
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Taima obtained his Ph.D. in TAFL at the University of Minnesota in 1979; hence he can be
considered part of the phenomenon witnessed at the Symposium of Riyadh, where a sizeable
number of Arab scholars were affiliated of American universities, where they moved in order
to earn a specialization degree and start their career there. This is the reason why the
scholar’s perspective on TAFL was influenced by many authors, included those who wrote in
North America on foreign language teaching and Arabic language in general (e.g. Charles A.
Ferguson, T.B. Irving, Wilga Rivers, Dell Hymes, Earl Stevick, T.F. Mitchell, Peter Abboud,
Philip Khuri Hitti, etc.).

In “Lexical and cultural bases for TAFL” Taima questioned the nature of Arabic language,
which was presented and magnified through the words of famous American arabists and
orientalists. Then, the scholar proposed a functional-notional syllabus for the Arabic language
elementary level. In specific, Taima listed a range of themes and words necessary to complete
the first (mustawa ibtida’i) of three levels of Arabic language study (§ Chapter 9)7. From the
one hand, this work was influenced by the trend of English language syllabus construction
that the scholar saw in the United States and Europe in the Seventies; from the other hand
Taima took inspiration directly from the Arabic language vocabulary lists issued both inside
and outside the Arab world until that period.

Even though Taima’s work did not distinguish between grammatical notions, it reminds of the
Threshold Level project carried out by the Council of Europe from 1971 on (cf. van Ek 1975).
As for the vocabulary list proposed by Taima, the scholar selected the first 1,000 most
diffused words in Modern Standard Arabic, which was one of the very first aims discussed by
scholars since the debut of TAFL - for instance at the Madrid Symposium - and reiterated
various times during the years until the 1980s. In preparing the word list Taima took
inspiration from the Arabic language vocabulary lists available until that time and published
both by Arab and non-Arab scholars. In particular he took the words from the Riyadh list
(Dawud Abduh’s vocabulary list) of 1979 and from other lists such as Brill’'s (1940) and
Landau’s (1959). These last were important references to such an extent that other Arab
scholars took inspiration from them: for instance Abduh himself and the Arabic Proficiency
Test Committee appointed by the AATA in 1973 (see § Growth 1970s). Nonetheless, Taima
did not stop his research at these sources, as he also consulted the T-Level (van Ek 1975), the
glossaries on Elementary Modern Standard Arabic by Abboud and McCarus (1968a, 1968b),
Modern Standard Arabic Intermediate Level by Abboud (1971), the “Arabic on the Radio”

17 In this sense, Taima divided the study of Arabic in the three classical levels: elementary (ibtida’1), intermediate
(mutawassit) and advanced (mutaqaddim).
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textbook series published by the Egyptian Broadcasting Corporation (see Rushdi 1980)
during the 1970s and the Rasid lugawi wazifi “Functional syllabus” published in Tunis!® in
1975 by the Permanent Committee on the Language Syllabus (al-lagna al-da’ima li-l-rasid al-
lugawi).

The list of words extracted by Taima was then presented in a survey distributed to 50 Arab
students from Cairo University, who came from different parts of the Arab world and had
contact with foreign learners. For the project success, Taima cooperated with Mahmoud
Fahmy Hijazi, who helped him in the construction of the survey. This aimed to investigate the
training needs of learners of Arabic as a foreign language on three stages: themes (mawagif),
vocabulary (mufradat) and culture (malamih hadariyya wa-taqafiyya). Respondents were
asked to decide which themes, words and cultural aspects were the most important for
foreign learners of Arabic. The choice of addressing questions to Arab university students
instead of directly posing them to foreign learners was explained by Taima with the fact that
only Arabs could decide which were the most useful words in their language and the most
significant aspects of their culture (cf. Taima 1982: 55).

The fact that Taima presented the concepts of linguistic (kafa’a lugawiyya) and
communicative competence (kafa’a al-ittisal) in his works (i.e. Taima 1982, 1986) directly
links him to the communicative approach and to TAFL scholars such as Peter Abboud and Raji
Rammuny, who showed similar positions during the Seventies and at the Riyadh Symposium
(Abboud 1980; Rammuny 1980c). Taima, in fact, intended language as a set of sounds and a
creative process (‘amaliyya ’ibda‘iyya), used by people to communicate (ittisal) between one
another (Taima 1982: 28). According to the scholar, the main aim of TAFL was to bring
students to use active vocabulary (mufradat hayya) - namely words that people use
frequently and confidently - so that learners can communicate efficiently with Arabic
language speakers and live in the Arabophone community (mugtama“ ‘arabi). In this light the
teacher of Arabic should teach not only language, but through it also its culture. He should
encourage students in expressing their thoughts and feelings. In theory, this meant that the
teacher was asked to play the role of facilitator rather than leader and students - from their
side - could actively take part in the knowledge acquisition process (tahsil al-ma‘rifa), (cf.
Taima 1986: 115). Learners should be taught language aspects such as sounds, words,
structures, concepts, but also the four classical language skills and culture. In this sense, TAFL

had a threefold objective: teaching Arabic, teaching through Arabic and teaching its culture.

18 The functional syllabus published in Tunis was a selection of the most diffused words for elementary school
pupils (Souissi 1979).
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According to Taima, language was the receptacle of culture (al-luga wi‘a’ al-taqdfa) and both
could not be separated from one another (Taima 1986: 138). The scholar also warned against
some peculiarities of Arabic and precisely those connected to the diatopic variation of Modern
Standard Arabic, which displays the existence of different word uses in different places of the
linguistic area.

Despite his modern positions, in some utterances Taima turned out to agree upon the
positions showed during the 1970s by other TAFL scholars, namely those who inclined
towards the structural approaches such as Ridha Souissi and the proponents of the Bourguiba
School method. To give an example, in his work of 1986 entitled “The reference in teaching
Arabic to speakers of other languages” (al-Murgi‘ fi ta‘lim al-luga al-‘arabiyya li-I-natiqin bi-
lugat uhra), Taima declared that the four classical language skills should be put in a specific
order in the teaching / learning process: listening, speaking, reading and writing. The work
was published in Mecca and dealt with a series of themes such as linguistic theories, foreign
language teaching, curriculum and test design, Arab studies such as literature and culture
teaching. In particular the scholar summarized the most common theories on foreign
language teaching and proposed a list of descriptors concerning the skills that should be
encouraged in an elementary-level course of Arabic. In this, he was inspired by a broader
study carried out at the end of the Seventies by Fathi Ali Younis, an Egyptian scholar who
obtained his Ph.D. at Ain Shams University in 1974 and was later known for co-authoring one
of the most influential TAFL textbooks with Essaid Mohammed Badawi (Badawi and Younis
1983). Younis handed out a large number of questionnaires in Egypt and the United States,
then collected them and built descriptors for the four language skills in an elementary level of
Arabic as a foreign language (see § Chapter 9). This study influenced Taima, who created his
own descriptors. In essence, the aim of the book was to inform on new methodological trends
and studies in foreign language teaching, besides providing TAFL teachers with a reference
guide that helped them sort out practical problems in the class of Arabic as a foreign language.
According to the author himself the book was a guide that led teachers “out of the forest” (cf.

Taima 1986).

All the works discussed until now were published by the Ma‘had Umm al-Qura research unit
in Mecca and enriched the book series dedicated to the Teaching of Arabic as a Foreign
Language. Nonetheless Mecca was not the only center of TAFL scholarly production in the
1980s. Tunisia and Egypt, for example, were active poles thanks to research units, debates

and dedicated publications.
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In 1980, Mohamed Ben Ismail wrote “Teaching Arabic to anglophones and francophones”
(Ta'lim al-‘arabiyya li-I-natiqin bi-I-ingliziyya wa-I-faransiyya), which was published in Cairo
and followed two years after by a similar work entitled “Arabic to francophones” (Al-‘arabiyya
li-I-natiqin bi-I-faransiyya). In 1983, the same scholar wrote “Arabic to non-arabophones” (Al-
‘arabiyya li-gayr al-natiqin bi-ha), this time printed in Tunis, his home country.

Mohamed Ben Ismail is a scholar born in Tunisia, who studied in Paris and was therefore
influenced by French foreign language teaching theories, besides Arab and oriental studies
produced in the country. There the scholar came across the famous French orientalist and
arabist Régis Blachere (1900-1973), who asked him to teach Arabic at Lycée Voltaire of Paris.
According to Ben Ismail (1983: 1) his interest in Arabic language teaching started right in the
classes of the French high school and brought him to a series of experiences when he came
back to his homeland. As a matter of fact the Tunisian scholar started to teach Arabic at the
Bourguiba School and published some works from the late 1960s on. These were at first
mainly textbooks, included those used at the Bourguiba School itself (Ben Ismail, Ben Saleh,
Alayed 1966). Then, the scholar started to pen theoretical works, which were the fruit of his
teaching experience during the years both in Tunisia and abroad.

In his work of 1983, Ben Ismail presented a first theoretical dissertation, which was followed
by a course for foreign learners of Arabic. The book was printed by the Tunisian National
Institute of Education Sciences and represented the first example of the Institute’s
commitment in the field of TAFL. The National Institute started to dedicate its attention to the
cause of Arabic language teaching in the 1970s, when it introduced the dialogic method in the
Tunisian school system through a pilot project (see above). However, in this period it decided
to specialize in the field of TAFL by creating a research unit (wahda al-baht) that studied
problems and issues related to the specific field of TAFL both from theoretical and practical
points of view. Hence, the book by Ben Ismail was its first commitment in the field.

The book was divided into two parts: the first theoretical and the second practical. The first
section was dedicated to TAFL, it analyzed methods (e.g. translation, audio-lingual methods)
and language skills, while in the second one the scholar proposed a textbook for the teaching
of Arabic to foreigners. This last was organized in 27 lessons, all ending with a test. Moreover,
it was written in compliance with the scholar’s philosophy on foreign language teaching and
for this reason it displayed everyday life lexicon, no use of any vehicular languages (luga
wasita) other than Arabic, an inclination towards the direct method and the use of audio-
visual tools. This aspect links Ben Ismail to the Bourguiba School method, which based on the

same principles. As a matter of fact, the scholar intended the language as a social means used

121



by people to communicate and convey ideas (Ben Ismail 1983: 7). In this light, the language
teacher’s role was to foster a type of learning functional to everyday life situations, real needs,
in a way that students could communicate with members of the society in which they lived
(ibid.). In addition, the teacher had to leave students speak, and whenever needed use only
the target language in order to interact and give instructions in class, an idea that pervades
the whole work by Ben Ismail and derives from his teaching experience.

Furthermore, he dissociated himself from the translation method and inclined towards the
direct one, de facto Bourguiba School method. Ben Ismail declared to follow the direct method
(tariqa mubasira), but described it as a structural one characterized by the principles of the
Bourguiba School, officially outlined by its scholars at the Symposium of Riyadh some years
before (Sieny and al-Kassimi 1980). Thus, the method presented by Ben Ismail was based on
listening, repetition and encouraged good pronunciation and intonation; it fostered
communication and the use of language in everyday life situations. The only vehicular
language allowed in the AFL class was Arabic. Despite the fact that Ben Ismail inclined
towards the use of audio-visual tools, this did not mean that he refused reading and writing
activities within the class. This scholar favored the use of all language skills at once and
precisely in this order: listening, speaking, reading and writing (Ben Ismail 1983: 20). This
stance was supported by scientific principles, exemplifying anecdotes and motivated by the
fact that writing is an important phase of the language acquisition process since it ensures the
fixation of vocabulary and language structures. Last but not least, Ben Ismail refused the use
of sentences with cultural implicit meaning, which can be understood only by members of a
specific culture. The scholar crystalized this position by citing a self-explanatory example: “the
camel ate the house” ("akala al-gamal al-bayt), which was a sentence that he came across on a
grammar book during his teaching experience at Ma‘had al-Hartim. The sentence was
intelligible for Sudanese but turned out to be obscure for foreigners, since no one knew that in
the Sudanese rural areas houses or huts are thatched with hay, wood and mud.

Always in Tunisia, ALECSO concentrated on the kind of Arabic to teach. The Organization, in
fact, arranged meetings and above all promoted its “Basic course for teaching Arabic to
speakers of other languages” (Badawi and Younis 1983), where guidelines on the topic were
provided. In the textbook the study of Arabic was divided in three levels. The first
corresponded to the lowest one and fostered the study of everyday language like purchases,
real life situations, etc. The second level was more specific and concentrated on the language
of literature, politics, religion, asking students to read newspaper articles and texts of medium

complexity. The third and last level was the highest one in the language acquisition process
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and contained the language of legacy (turat), which represented the Arab-Islamic culture and

its fruits like Quranic exegesis, medicine, pharmacy, chemistry, philosophy, algebra, law, etc.

In Saudia Arabia, Riyadh kept its leading role in the field of TAFL. In the Saudi capital, in fact,
scholars such as Nasif Mustafa Abdelaziz, Mustafa Ahmed Sulayman and Hasan Khamis Meligy
(al-Malaygi) published applied researches and useful teaching tools.

In 1988 Abdelaziz and Sulayman wrote a listening comprehension workbook for beginner
learners of Arabic as a foreign language. These scholars maintained that listening was poorly
developed in the AFL class, since the diglossic nature of the language caused problems on the
class level and did not encourage teachers in promoting listening activities. For this reason
they proposed a workbook that trained students on a dual level: from one hand it improved
their pronunciation, phonetic awareness and reading skills, from the other hand it enabled
them to follow more complex oral texts in MSA such as radio speeches, news, conversations
and lessons. Hence, exercises gradually increased by degree, e.g. they proceeded from sounds
to letters, then to words, structures, paragraphs, dialogues, longer texts, stories, cultural
concepts, etc. They also stimulated other language skills through the answers, which could be
provided either in oral or written form. The book consisted of 120 exercises and 4 tests of
level (ihtibar marhali). The exercises typology varied: from true/false to multiple choices, to
playful activities that employed Total Physical Response techniques such as role-play and
mime.

One year after, in 1989, it was the turn of Hasan Khamis Meligy. The scholar published an
anthology of literary texts for advanced learners of Arabic as a foreign language, who had
attained at least a thousand hours of study in the target language (cf. Meligy 1989). The book
was issued by King Saud University in Riyadh and was entitled “Literature and texts for non-
Arabic speakers” (al-Adab wa-I-nusus li-gayr al-natiqin bi-I-‘arabiyya). It displayed 48 prose
texts and poems that ranged from the Jahiliyyah until the present day. According to Meligy,
the anthology aimed to train TAFL students both on language (e.g. language progress,
vocabulary improvement) and cultural level, i.e. knowing the Arab-Islamic culture by reading
yesterday’s and today’s classics. Of note, the fact that the anthology represented a fair attempt
of linking to FL learners an objective typically pursued by L1 students: the achievement of

literary taste (tadawwuq adabi).

Evaluation was also a theme debated in this time span. For example, Taima (1986) discussed

the bases of evaluation (tagwim), its different typologies and parameters. In 1985 Al Naqga
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recommended that scholars created placement tests for TAFL students, who wanted to
continue their studies at university level. This recommendation was realized by Ahmed
Husayn Hannura (Hannira), a scholar from Tanta (Egypt), who published a placement test for
higher education candidates. The book was entitled “Language skills” (al-Maharat al-
lugawiyya) and was printed in Alexandria in 1989. It contained both theoretical and practical
chapters, where abilities such as comprehension (fahm), grammatical correctness (qudra al-
sihha) and stylistic accuracy (qudra al-gawda) were tested and explanations to the sections
provided.

Of note is also the constant update of the Arabic Proficiency Test proposed by Raji Rammuny
at Michigan University in 1974. The APT was, in fact, revised in 1979 by a Committee
appointed by AATA. This was co-chaired by Raji Rammuny, Salman al-Ani and included the
participation of Hamdi Qafisheh, a scholar that participated in the Riyadh Symposium and
other meetings, then flied to the United States like many scholars of Arab origin. Even though
no major changes were added to the original version of the APT in 1979 and its structure
remained the same!?, Rammuny discussed the results of its administration firstly at the AATA
Annual Meeting in 1982, then, in an article published on Al-‘Arabiyya Journal the year after.
The article reported the answers obtained from 125 testees representing 34 different
programs in the United States. The results showed two relevant phenomena: from the one
hand low proficiency levels for listening comprehension and writing; from the other hand no
compliance with language skills measurement. The scholar affirmed: «each individual Arabic
program seems to have its own policy for dividing Arabic instruction in terms of levels or
years» (Rammuny 1983: 88). For these reasons the scholar suggested both to integrate
listening and writing into Arabic courses as early as possible and to develop three levels of
Arabic instruction based on proficiency requirements, which he identified with elementary,
intermediate and advanced level and proposed goals for them.

After Rammuny’s suggestions, the debate on Arabic language proficiency was taken to a
further step, to such an extent that it widened and enriched through other scholars’
contributions like those by Roger Allen, who discussed a first set of Arabic language
proficiency guidelines in 1984 and then 1985. These and other contributions brought to the
creation of the ACTFL Arabic Proficiency Guidelines, which were published in 1989 on the
Foreign Language Annals. Such an effort was the fruit of the collaboration of many scholars

both of Arab and American origin. These were Peter Abboud, Roger Allen, Mahdi Alosh, Peter

19 The revised version tested both Medieval (Classical) and Modern Standard Arabic in five areas: listening
comprehension, vocabulary, grammar, reading comprehension and writing.
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Heath, Carolyn Killean, Gerald Lampe, Ernest McCarus, Farouk Mustafa and Dilworth
Parkinson. The guidelines contained descriptors of language behaviors organized in four
levels, ranging from “novice low” to “superior”. All levels referred to the four language skills
and were precisely novice (low, mid, high), intermediate (low, mid, high), advanced
(advanced plus) and superior. In the guidelines the authors clarified the diglossic nature of
Arabic and added that «it is desirable for those who aspire to replicate the native speaker
proficiency in Arabic to become competent in both MSA and at least one colloquial dialect»
(ACTFL 1989: 374). In this light scholars took stances and encouraged the learning of both
Modern Standard and colloquial Arabic. For this reason they also suggested that students
could be tested in the variety of their instruction at novice, intermediate and advanced levels,

and in both varieties at upper ones.

Mahmoud Esmail Sieny, together with Nasif Mustafa Abdelaziz and Mukhtar Taher Husayn
also discussed evaluation from a practical perspective. In their work of 1985 (1406 H)
entitled “Teacher’s guide for teaching Arabic as a foreign language” (Mursid al-mu‘allim fi
tadris al-luga al-‘arabiyya li-gayr al-natiqin bi-ha), the three scholars provided a long series of
exercises (tadribat lugawiyya) for all four skills and other language aspects like sounds,
vocabulary and grammar. Vocabulary was given relative importance since the authors
maintained that it represented only a single aspect of the general system of language (cf.
Sieny, Abdelaziz, Husayn 1985: 85). In addition, they provided a sample test for oral
comprehension and discussed the correction (tashih al-ahta’ phase for each exercise
typology. The book was published by the ABEGS, which took up the cause of TAFL as part of
its general objective of Arabic language diffusion and learning. As previously outlined, the
book aimed at helping teachers in sorting out practical problems in the class of Arabic as a
foreign language. For example it gave instruction for lesson planning, classroom management,
assessment and correction. Until then, in fact, the books on TAFL teachers training favored
theoretical discussions, though lacked of practical application. Hence, the authors felt the need
to publish a teacher’s guide that gathered their experiences in teaching Arabic to foreign
learners. Theory was also taken into consideration and the three authors borrowed the
exercise categorization from American scholars (i.e. Paulston and Bruder 1976), who
classified them in automatic (tadribat aliyya), semantic (dalaliyya) and communicative
(ittisaliyya). According to the three authors, the exercises had to follow a precise order, which
started from the automatic and ended with the communicative type, also mentioned by

Rammuny (1980c) and translated with “communicative practice” (see above). The teacher’s
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guide by Sieny, Abdelaziz and Husayn is therefore an example of communicative approach
since it considered the communicative aspects of language as a learning objective. At the same
time the book accorded importance to grammar and reflected some of the concepts reiterated
by Arab scholars who inclined towards the structural approaches, e.g. it put emphasis on the
use of traditional teaching tools together with audio-visual ones like audiocassettes, movies,
overhead projector or television. In addition, the three authors expressed their points of view
on vocabulary learning. They maintained that lexicon had to be learned in a natural context,
without the interference of translation and the use of learners’ L1. In this sense, they affirmed
that teachers had many ways of introducing vocabulary (i.e. tamtil “representation”, deictic
expressions, rephrasing, pictures, drawings, etc.), but they should not avoid considering a
peculiar aspect of Arabic: the “derivation” (iStigaq). This allows learners to derive meanings
and represents the utmost strong point of the language (cf. Sieny, Abdelaziz, Husayn 1985).
With respect to the exercises difficulty level, the three authors proposed an array of exercises
that started from the early stages of language learning, including pre-literacy skills such as:
identifying letters and shapes, phonological and phonemic awareness and the understanding
of print concepts (e.g. print goes from right to left). This choice is frequent in Arabic language
workbooks because foreign learners?® of Arabic usually begin to study the language from a
lower point, where they have to re-learn how to write in a different alphabet and pronounce
very different sounds. In addition, the authors provided exercises that covered the elementary
and the intermediate level. First level exercises were enriched by the use of images, which
give paratextual information and clues facilitating students’ comprehension. This expedient
links the teacher’s guide to the method of the famous textbook “From the Gulf to the Ocean”
(Min al-halig ila al-muhit), which used the same technique. Also, teachers were suggested to
introduce difficult exercises with global activities like a general discussion that disclosed key
themes and meanings (Sieny, Abdelaziz, Husayn 1985: 146). In this way students could be
motivated and prepared to deal with the topics chosen for the lesson.

Sounds, grammar and vocabulary were not the only language aspects tested, since Sieny,
Abdelaziz and Husayn proposed exercises for the four language skills, which were considered
essential for a good knowledge of the language. The dialogue played a key role both as a
means of knowledge and a learning objective, helping students with oral production. Speaking
was given paramount importance and was fostered through “communicative questions”

(as’ila ittisaliyya), free expression, image description, class discussion (mundagasa) and playful

20 Here I exclude those learners whose mother tongue bases its writing system on the Arabic script, i.e. Farsi or
Urdu speakers.
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activities. These last added enjoyment in the learning process and were a technique already
proposed by other Arab scholars (e.g. Souissi 1979; Sieny and al-Kassimi 1980). The three
authors presented playful activities such as the representation, vocabulary games and the
imaginative story. From another point of view, reading exercises pursued the objectives of
stimulating language progress, introducing the Arab-Islamic culture and the long-term
objective of reading books in Arabic. Writing came after and was introduced by other

typologies of exercises, e.g. letters, story drafting and free writing.

Conclusion
The 1980s were years of experimentation in the field of Teaching Arabic as a Foreign

Language within the Arab world. In a sense, scholars managed to go beyond theory and
thanks to their teaching experience they brought an improvement to the field of TAFL,
analyzing problems and issues that directly affected the peculiar case of Arabic language
teaching. Theoretical works defined the TAFL main steps, events and scholars’ positions;
applied researches increased in number and analyzed brand new topics such as curriculum
design, learners’ training needs, etc.; textbooks covered not only adult learners, but also
young ones. This decade saw the publication of works one after another. It was a time of
development, which can be summarized by Mahmoud Kamel Al Naga’'s words: “we have to
recognize that we are at the beginning of our path, in the stage of discovery (marhala al-
istiksaf) and we need to endeavor, try, commit mistakes until we make it right” (cf. Al Naqa
1985a). These words leave behind both Charles Pellat’s revolution stage and Mohammed
Bakalla’s independence level and take the Teaching of Arabic as a Foreign Language to the

stage of exploration.
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Chapter 6

NEW CHALLENGES (1990s)

In the 1990s the socio-political scenario of the Arab world captured again people’s attention
with the invasion of Kuwait by Saddam Hussein (1990), the consequent First Gulf War (1990-
1991) and the Oslo Accords of 1993 between Israel and the Palestinian Liberation
Organization, which put the Arab-Israeli conflict in the limelight for another time. Other Arab
countries like Tunisia, Egypt, and Saudi Arabia enjoyed a relative stability and now became
part of a larger political scenario.

Arabic was given a far more prominent position in Western societies than was the case
earlier. As Nielsen pointed out «immigration, the abundance and availability of new media in
Arabic, and the widely used interactive communication technology put new focus on choice of
language varieties to consider in teaching, as well as on the content and the kinds of teaching
materials to use» (Nielsen 2009: 147). This situation influenced also the Arab world where
some scholars in contact with Europe or the United States injected new life in the debates that
occupied TAFL Arab scholars. For example, attention to the teaching of Arabic to heritage
learners was drawn (ALECSO 1990; ALECSO 1992), but also to Arabic language proficiency
and reference levels (Badawi 1992). In the 1990s, Arabic continued on its path to
globalization and left the questions discussed in the previous decade, when Turki Rabih
(1981) inquired whether Arabic would become an international language. Now, Arabic had
left the Arab region, to spread over other countries in different contexts. In this time span,
ISESCO General Director Representative Mohamed Ghemari (al-Gumari) pointed out that
Arabic was not only the language of Arabs, but also the language of every Muslim, since it was
the language of their Holy Book (ALECSO 1992).

The diffusion of the Arabic language and its culture withstood as the main objective of TAFL
experts, educators and decision makers. In addition, according to some scholars (Ghemari in
ALECSO 1992: 144) Arabic was the best means for the diffusion of Islamic community
conscience (waal-umma al-’islamiyya) and the comprehension of its culture (fahm madlulat
al-taqafa). In this sense, Ghemari moved a step forward what the other Arab scholars usually

affirmed. He highlighted that Arabic was not only the language of Qur’an, but also the
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language of communication (tawasul wa-ittisal) between Muslim peoples, who represented a
single community (umma wahida) and were the heirs of common culture (hadara) and legacy
(turat), (cf. ALECSO 1992).

With respect to Teaching Arabic as a Foreign Language, the cities active in this field during the
Nineties were Tunis, Cairo, Riyadh and Khartoum. At the beginning of the decade Tunisia saw
the birth of two strategic TAFL actors: the “Council of the TAFL centers directors” (maglis li-
mudirl al-ma‘ahid wa-I-marakiz al-‘arabiyya li-ta‘lim al-luga al-‘arabiyya li-gayr al-natiqin bi-
ha) and the “TAFL teachers’ league” (rabita li-mu‘allimi al-luga al-‘arabiyya li-gayr al-natiqin
bi-ha), which grouped directors, scholars and teachers of Arabic as a foreign language from
the entire Arab world. Furthermore, the TAFL Institutes that were created during the 1970s
and 1980s, now continued to grow, develop and foster researches and discussions. Among
them Ma‘had al-Hartim, al-Riyad, Umm al-Qura, the American University in Cairo Arabic
Language Institute were still points of reference where dedicated studies were produced.
However, other institutes were built during this time span.

In 1994, the “Arabic Language Institute” (ma‘had al-luga al-‘arabiyya) of the International
University of Africa (gami‘a ’Ifriqiya al-‘alamiyya) was opened in Khartoum. The Institute
aimed to give African students the opportunity to learn Arabic, besides promoting the
diffusion of Arabic and Islamic culture, encouraging conferences, researches, exchange of
experiences, textbook drafting, curriculum design in the field of TAFL!. In this light, from the
mid 1990s on, the Institute started to carry out activities devoted to TAFL and later published
its own journal (§ In the 21st Century 2000-2015). For instance, in 1998 the Institute based in
Khartoum started a program for AFL young learners, which took inspiration from the
experience of WFAIIS in the field (cf. Madkour and Haridi 2006: 54). In the same year, 1994,
the Ministry of Culture and Islamic Guidance of Mauritania decided to build a TAFL center in
the country, with the purpose of curing the rift in the Mauritanian society. The African country
was in fact characterized by high tensions between ethnic groups: from one side the Arabized
community, from the other side local peoples, who usually put emphasis on non-Arab aspects.
The center was effectively operative only in 1997 and was named “Institute for the teaching of
Arabic as a foreign language and the diffusion of Islamic studies” (ma‘had ta‘lim al-luga al-
‘arabiyya li-gayr al-natiqin bi-ha wa-nasr al-‘ulim al-’islamiyya). The Institute was located in
the capital Nouakchott (Nuwaksut), but also in other regions, namely Brakna, Trarza, Gorgol,

Guidimaka, Hodh el Gharbi and for this reason I chose to call it Ma‘had Mauritania afterwards.

L Cf. http://arabic.iva.edu.sd/
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The main mission of Ma‘had Mauritania was to teach Arabic to non-Arabs and diffuse Islamic
studies, although it concentrated also on literacy and charitable activities?. With respect to the
TAFL approach, Ma‘had Mauritania fostered Arabic language learning in order to allow its
students to read the sacred scriptures. Also Islamic studies revolved around subjects like
Islamic law (figh) and the Prophetic biography (sira). In this sense Ma‘had Mauritania
fostered the study of classical contents, in compliance with the traditional way of teaching
Arabic diffused in Mauritania in the past, which concentrated on the memorization of the Holy
Qur’an and grammar (Bin al-Bara 1992: 105).

However, the country did not remain untouched by TAFL modern methods and this happened
already after the foundation of institutes like the Salvation Schools (madaris al-falah) in 1941
and the Management School of Nouakchott (al-madrasa al-’idariyya) in 1988, which were not
specialized in TAFL, though they tried to cope with the urgent demand of Arabic language
training (see § Development 1980s).

In general, the 1990s saw TAFL spread over the entire Arab world and outside of it. At this
point, specialized centers dedicated to the subject were present in the majority of Arab
countries: Saudi Arabia, Egypt, Sudan, Tunisia, Iraq, Kuwait, Morocco, Jordan, Syria, Algeria,
Oman, Qatar and Mauritania. In parallel, in the United States, TAFL was living a change, which
was defined by Peter Abboud “a welcome and timely development” (Abboud 1995: 16). The
scholar highlighted that in the 1970s most AFL college instructors were linguists, litterateurs,
area specialists, in short: people not directly related to TAFL, who mostly acquired their
pedagogical training on the job, through experience (Abboud 1968). Since then, the field of
TAFL generally passed through development and innovation within the United States and
sometimes also in Europe and the Arab world. This change of trend was possible thanks to
scholars, who were now specialized in education, foreign language teaching, curriculum and
instruction, educational psychology, testing, applied linguistics and the like. According to
Abboud (1995) their professionalization would revitalize TAFL and lead it towards future
innovation, experiments and research.

Globally, TAFL entered a new phase, where the subject was put in a network at international
level and exchange of expertise started to play a key role. In 1992, for example, the School of
Arabic at Middlebury celebrated its tenth anniversary and for the occasion the symposium
entitled “The Teaching of Arabic in the 1990s: Issues and Directions” was held in Middlebury,

Vermont. The meeting gave the opportunity to scholars to gather and discuss the new

2 Cf. http://taalim-mr.org/
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challenges related to the subject and its development. Among the lecturers one could find
scholars from Egypt, Australia and above all instructors affiliated to American higher
education institutions, who originally moved to the United States from the Arab world, in
order to start their career there: i.e. Peter Abboud, Mahmoud al-Batal, Munther Younes, Mahdi
Alosh, Ahmed Ferhadi and Raji Rammuny. In this light, osmosis between the Arab world and
the strongholds of FLT outside of it was a critical factor for it developed the debate on TAFL
both in the Arab countries and abroad. In 1992 and 1993 two workshops on the
administration and scoring of the Arabic Speaking Proficiency Test (see under) were held in
Ann Arbor, Michigan (Rammuny 1995: 335). The workshops gathered Arabic language
teachers from the United States, who had the opportunity to exchange expertise, discuss
problems and issues in an event fully dedicated to AFL testing. Nonetheless, the symposia
organized during the Nineties still differed from those organized in the decades to come,
which would be characterized by a full participation of experts from all over the world (see §
In the 21st Century 2000-2015).

After that TAFL reached a considerable grade of specialization in the 1980s, its scholars were
definitively aware of some important scientific principles related to language teaching, like
the difference between first and foreign language learners, their training needs, etc. Not by
chance, this last topic was particularly debated in the Arab world during the previous decade
and represented one of the key research issues of that period (see e.g. Taima 1982; Al Naqa
1985b). Hence, the studies carried out during the Eighties helped to further develop and
widen TAFL discussions during the 1990s. For example, Ridha Souissi analyzed new findings
concerning AFL learners training needs and at the same time stressed the importance of some
language facts (mu‘tayat), like the psychological and psycholinguistic peculiarities of the
learners.

The 1990s were characterized by scholarly debates that focused both on classical themes and
brand new ones. From the one hand, TAFL experts discussed language simplification (Badran
1992), Arabic language teaching methods (Abd al-Khaliq 1998), diglossia (Bin al-Bara 1992)
and language curriculum (al-Dukhayl 1992). From the other hand new themes were put in the
limelight. These were for example frequent mistakes (Algmati 1992; al-Khatib in ALECSO
1992; al-Tayyib al-Shaykh 1993), teaching Arabic to heritage learners (ALECSO 1990), TAFL
best practices (ALECSO 1992), reference levels, Arabic language proficiency (Badawi 1992;
Elgibali and Taha 1995) and testing (Rammuny 1992, 1993, 1995). These topics shifted the
focus of TAFL to new problems, questions and led Arab scholars to enter and face the

challenges of the Nineties.
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With respect to best practices some institutes acquired expertise to boast. For example, the
Sudanese experience still remained very important in the field of TAFL and this because of the
key role of Ma‘had al-Hartim and the peculiar language panorama that characterized the
African country. As already outlined, in Sudan language interference was diffused, especially
in the Southern regions, currently South Sudan. This particular condition had been already
reported by many TAFL scholars in the past (e.g. Abu Bakr 1980; ABEGS 1986) and during the
1990s it became again matter of discussion. In specific, Husayn al-Tayyib al-Shaykh (1992) - a
Sudanese scholar born in 1945 - outlined the fundamental steps of TAFL in the country from
the 1950s on, when the arabization program was started in the Southern regions. The
Sudanese scholar cited the Ma‘had Maridi foundation in 1954, Professor Khalil Mahmoud
Asakir’'s commitment (see § Development 1970s) and the creation of the “Southern bureaus
Arabic language Division for the preliminary study of Southern languages” (Su‘ba al-luga al-
‘arabiyya li-I-mudiriyyat al-ganubiyya bi-dirasa awwaliyya fi lugat al-ganub), which dealt with
arabization, linguistics and partially TAFL. The mixture of these subjects was a trend
witnessed in Sudan and characterized its debate on TAFL since its dawn, which was not pure
as in other Arab states, though included reflections on the African country unique language
panorama. While in Tunisia and Saudi Arabia TAFL showed secular and religious orientations
respectively, in Sudan the subject explored its relationship with similar disciplines. This
aspect was a distinctive trait of the Sudanese TAFL debate and sometimes influenced other
scholars’ positions (Badran 1992), to such an extent that it was usually discussed at
conferences, periodic meetings and became integral part of the nature itself of the TAFL
conceived by Arabs scholars.

In this sense, the Ma‘had al-Hartim was the most important promoter of this kind of
researches, as it fostered studies on TAFL, TAFL textbook drafting, frequency lists, curriculum
design, Sudanese African languages and issued its own scientific journal (see § Development
1980s), which however was suspended in 1989, to be reprinted some years later in 2003.
Moreover, Ma‘had al-Hartim was a point of reference for both students and institutions. By
1991 it could count on more than 700 students graduated and 850 researches and
dissertations completed, which dealt with various themes: comparative language studies,
TAFL, bilingual dictionaries, language interference in Sudan, etc. Some of its graduates then
continued studying in Ph.D. courses either at Khartoum University (gami‘a al-Hartim) or
Omdurman Islamic University (gami‘a Umm Durman al-’islamiyya); some others - enrolled in

the TAFL teachers’ training program - had the opportunity to practice Arabic language

132



teaching for two years in those areas of the country characterized by language interference
(Qasim 1992). Ma‘had al-Hartum also fostered cooperation with various stakeholders, e.g.
Omdurman Islamic University, Khartoum University, the African Islamic Center of Khartoum,
Somali National University or the Islamic Bank3 of Jeddah. It concentrated on TAFL training
sessions outside the Arab world, as it happened in Nigeria, Pakistan, Djibouti, South-East Asia,
where it was requested to train school teachers of Arabic, organize AFL sessions for military
corps or cooperate for the creation of TAFL centers, like the one created at Bayero University
in Kano (Nigeria) in the early Nineties (cf. Qasim 1992). Therefore, thanks to its peculiar
language panorama and to a lively scientific activity, Sudan witnessed a considerable
movement on TAFL in the 1990s, which continued to proceed on the directions traced until
then by researches and discussions.

In other countries the TAFL state of the art was different. Yusuf Bin al-Bara (al-Bara’), for
example, put in the limelight the Mauritanian experience, highlighting its historical landmarks
and the commitment of that time (cf. Bin al-Bara 1992). In his turn, Khalf al-Makhzumi (al-
Mahzumi), reported the Jordanian experience at Yarmouk University Language Center, of
which he was the Director. Al-Makhzumi was a scholar from Jordan born in 1943, who
obtained his Ph.D. at The State University of New York, where he taught Arabic for a period of
four years (ALECSO 1994: 14). With respect to the Jordanian best practices, the scholar
reported the TAFL programs that were on the go at the Language Center of Yarmuk during the
1990s. Among them one could find the summer programs of Yarmouk-Virginia and Yarmouk-
Johns Hopkins. The first taught Arabic through the four language skills and organized classes
in three levels: lower intermediate (mutawassit adna), upper intermediate (mutawassit a‘la)
and advanced (mutaqaddim); the second concentrated on specific areas, namely journalism,
politics, economics and translation. In addition, al-Makhzumi reported the yearly Yarmouk-
Exeter University program, the diploma in Arabic as a foreign language and the Master’s
Degree in TAFL, which trained prospective AFL teachers in language teaching,
sociolinguistics, psycholinguistics, evaluation, etc. (al-Makhzumi 1992: 110).

In this time span other institutions carried out relevant activities in the field of TAFL, so that
they could boast a significant experience. These were ISESCO and the International
Cooperation Board for Arab-Islamic culture development of ALECSO. The first, ISESCO, was
committed in the field of TAFL, as it published dedicated works (al-Kassimi and al-Sayyid

1991) and completed 18 training sessions directed to 662 participants — namely teachers of

3 Currently “Islamic Development Bank” (al-bank al-’islami li-I-tanmiya).
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Arabic and Islamic education - by the beginning of the 1990s. It also tried to foster activities
on the simplification of Arabic language diffusion and curricula development. The second
institution, the ALECSO International Cooperation Board was officially established in 1983
with the aim of spreading the Arabic language, supporting the creation of cultural institutes
abroad and cooperating at international level. With respect to its significant experience one
could mention the foundation of a TAFL center in China, which was officially operative from
1988 on (cf. ALECSO 1992: 137). Of note also the cooperation with Kenyan institutions for the
organization of a TAFL teachers’ training session and the consequent curriculum design. In
this light, the International Cooperation Board kept the scope of supporting students -
especially African ones - with opportunities in the field of TAFL, as it offered scholarships for
AFL learners in Chad, Senegal, Gambia, Somalia, Kenya, Mali, Pakistan, France, Egypt and
Thailand (ALECSO 1992). During the 1990s the Board continued in this direction. As a matter
of fact, it aimed to support the teaching of Arabic and Arab-Islamic culture in Russia, develop
dedicated television programs and TAFL in Africa, especially in Djibouti, Senegal, Mali and
Chad (ibid.). This aspect shows how the Board was still involved in one of its vocations during

the Nineties: the diffusion of Arabic in African countries.

Terminology

For what concerns terminology, the 1990s saw a stabilization of the expressions that referred
to TAFL in Arabic. If in the previous period one could witness a proliferation of formulations,
during this time span there was the crystallization of some of them. In particular, “teaching
Arabic to non-native speakers” (ta‘lim al-‘arabiyya li-gayr al-natiqin bi-ha) and its slight
variations became frequently used in the field by specialists (ALECSO 1992; ALECSO 1994;
Souissi 1992; Algmati 2000). In this light, another variation was introduced: “teaching Arabic
to non-Arabic speakers” (ta‘lim al-‘arabiyya li-gayr mutakallimi-ha), though it represented
quite an isolated case (al-Tayyib al-Shaykh 1992). At the same time “teaching Arabic to
speakers of other languages” (ta‘lim al-‘arabiyya li-I-ndatiqin bi-lugat uhra) was not abandoned,
for it also reappeared on works published later (Alosaili 2002). However, already from the
1980s, some scholars (cf. Al Naga 1985a) judged these expressions as too long and preferred
more concise forms. In this light, Essaid Mohammed Badawi (1992) used a particular
expression to refer to TAFL in Arabic. This expression was “learning Arabic as an additional
language” (ta‘allum al-‘arabiyya ka-luga ’idafiyya), which was functional to avoid otherwise

too long realizations. However, Badawi’s formulation did not take root in the scientific
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panorama and experts continued to use the traditional expressions coined in the previous

decades.

Wider Debates

In September 1991, ALECSO organized a meeting in Tunis in order to gather the TAFL centers
directors from Arab countries. The event was called “Meeting of the TAFL centers directors”
(igtima“ mudiri al-ma‘ahid al-‘arabiyya al-mutahassisa fi ’i‘dad mu‘allimi al-luga al-‘arabiyya
wa-tadrisi-ha li-gayr al-natiqin bi-ha), hereafter referred to as “Meeting of Tunis” for
simplification. The International Cooperation Board of ALECSO was the main promoter of the
meeting, which aimed to foster cooperation between institutes and make scholars exchange
experiences, discuss problems, issues and future challenges related to the teaching of Arabic
as a foreign language.

Hence, the Meeting grouped experts and scholars from Tunisia, Libya, Sudan, Saudi Arabia,
Egypt, Mauritania, Jordan and Syria. Among them one could find famous names in the field of
TAFL like Ridha Souissi, Essaid Mohammed Badawi from the American University in Cairo
and Mohamed Algmati# (al-Qumati), a Libyan scholar born in Tripoli in 1950, who animated
the Libyan scene on TAFL and chaired a dedicated Division established at Al Fateh University
(Su‘ba ta‘lim al-luga al-‘arabiyya li-I-aganib) from the end of the 1970s on. The other lecturers
were directors of TAFL centers around the Arab world and were somewhat less known for
their scientific contributions. For example: Khalf al-Makhzumi from the Yarmuk University
Language Center, Muhammad Mamduh Badran (Badran) from Syria, Ali Ahmed Ali al-Khatib
(al-Hatib) from al-Azhar, Yahya Bin al-Bara from Mauritania, Husayn al-Tayyib al-Shaykh, a
Sudanese scholar who taught in AFL training sessions in Pakistan and Sokoto (Nigeria) and
was part of the Sudanese “Southern bureaus Division” together with Yusuf el Khalifa Abu
Bakrs>.

The lecturers’ contributions were collected a year after in the Proceedings of the Meeting of
Tunis, which were published by ALECSO itself (ALECSO 1992). The book summarized
scholars’ positions on the field, the best practices experienced until that moment and
provided readers with recommendations outlined by the group of scholars. Of note some

classical debates, like those on TAFL teachers’ training, Arabic language mistakes, diglossia,

4 The complete name of the scholar is Muhammad Munsif bin ‘Abdallah al-Qumati, cf.
http://www.muhammadalgmati.com

5 Yusif al-Halifa Aba Bakr was a renowned scholar, who participated in some of the most important TAFL
conferences, namely the Symposium of Riyadh (1978) and Rabat (1981).
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but also brand new ones such as TAFL best practices, Arabic language proficiency and
reference levels.

Teachers’ training was one of the most debated themes in the field of Teaching Arabic as a
Foreign Language ever, to such an extent that it can be considered an independent branch of
the main subject, without exaggeration. Scholars usually denounced the lack of preparation of
educators, together with small number of methodological books. However, during the 1990s,
scholars (Souissi 1992; Badran 1992; al-Dukhayl 1992; Qasim 1992; al-Amin 2008 [1997])
highlighted experiences, best practices, rather than problematizing the topic and reporting
shortage of qualified instructors as it happened in the previous decades. For example, from
1991 onwards, the American University in Cairo started to organize a series of biennial
teachers’ training seminars in cooperation with its Arabic Language Institute (Elgibali and
Taha 1995: 80). In Tunisia, Souissi (1992) discussed TAFL teachers’ training, stressing the
importance of the educational triangle, namely the subject (madda), the teacher (mu‘allim)
and the learner (muta‘allim). According to the scholar, the teacher played a key role in the
teaching / learning process. Moreover, he had to respect some requirements, like being
acquainted with linguistics, psycholinguistics (lisaniyya nafsiyya), sociolinguistics (lisaniyya
igtima‘iyya), besides more specific topics: foreign language teaching methods, language skills
assessment and the use of audio-visual tools and computer in the FL classroom. Also Badran
(1992) tried to outline the profile of AFL teacher. In this, the scholar considered the
requirements proposed by Souissi (1992), but he identified also other specific ones such as:
knowledge of Arabic language acquisition levels, AFL learners’ cultures®, their typical
problems and way of thinking (namat al-tafkir). Not only, according to Badran the teacher of
Arabic as a foreign language had to take into account students’ training needs and know how
to teach them cultural aspects of the target language.

Another general debate that characterized the TAFL scene during the 1990s was that on
Arabic language proficiency and reference levels. The topic was outlined in the previous
decade by Arab scholars such as Hassan (1983), Taima (1982), Al Naqa (1985b) and Raji
Rammuny (1983), who proposed a subdivision of Arabic language reference levels on the
base of proficiency (see § Development 1980s). The debate was then taken to a further step
with the publication of the ACTFL Arabic Proficiency Guidelines on Al-‘Arabiyya Journal in
1985, and then revised in 1989.

6 Someone may argue that knowing every learner’s culture is uneconomical from the teacher’s point of view. The
idea of rationalizing classes and learners’ training needs already appeared in van Ek (1975), who affirmed that
one cannot «afford to run (...) separate courses directly geared towards each individual’s needs».
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During 1990s some Arab scholars tried to give their own contribution to the discussion. In
Tunisia, Ridha Souissi (1992) divided Arabic language teaching and learning in three levels:
the first “level of acquisition” (marhala al-kasb), followed by the “second” and a “third” one. In
the first step, the scholar proposed that students learned lexical units and basic structures,
focusing on comprehension (fahm, idrak) and the use of audio-visual tools. In the second step
students were asked to go in-depth, were encouraged to use freer expression and
explanations (tafsir) at the blackboard were provided. The third and last step concentrated on
“exploitation of the dialogue or text” (istiglal kitabi li-I-hiwdr aw al-nass) and special attention
was drawn to the topics encountered in the previous levels.

From his point of view, Badawi proposed a translation of the distinguished level
(mutamayyiz) descriptors contained in the ACTFL Arabic Proficiency Guidelines (ACTFL 1989),
but, most important, he put in the limelight a highly significant discussion, injecting new life in
the traditional debates around TAFL within the Arab world and putting Arab scholars in
connection with the international scene of the Nineties. The Egyptian scholar argued that the
final language objective definition (tahdid al-mustawa al-niha’) often remained
unaccomplished in the AFL class and this because many educators thought that their students
would not be able to achieve an advanced level of Arabic, a position not shared by Tamam
Hassan, who spoke of enjoyment level in TAFL (Hassan 1983). This situation was called by
Badawi (1992: 49) the “tacit agreement” (ittifaq samit) or “general view” (ra’l ‘dmm) and a
change of trend was claimed. Moreover, according to the scholar no works published within
the Arab world spoke of proficiency, or final level definition, which the scholar also referred
to as “teaching ceiling” (saqf ta‘limi), except from the Basic Course for AFL learners published
by ALECSO at the beginning of the 1980s (Badawi and Younis 1983). Conversely, outside the
Arab world, the topic of Arabic language proficiency was under discussion from a decade,
especially in the United States (Rammuny 1983; Allen 1984, 1985; ACTFL 1989). The fact that
Badawi put in the limelight this topic at the Meeting of Tunis links him to the American
scientific panorama and the debate on Arabic language proficiency that gradually acquired
importance in the international scene.

A third discussion that characterized the TAFL scene of this period was the reconsideration of
the classical debate on “which” variety to teach. In 1992 Badawi reported that Roger Allen (in
ACTFL 1989) proposed the study of both MSA and a colloquial variety. The simultaneous
teaching of Modern Standard and colloquial Arabic was not new in the Nineties, however it
was moving towards a further step: that of the integrated method encouraged in the United

States by one of his main promoter: Munther Younes, a scholar from Jordan who obtained his
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Ph.D. at the University of Texas at Austin in 1982 and then started teaching Arabic language
and linguistics at Cornell University in 1990. In this light Badawi affirmed that the MSA only
use outside its domain’ was unreasonable (gayr magbil) even among the most conservative
speakers (cf. Badawi 1992: 54). Then, he added that the inappropriate use of MSA in wrong
situations could lead to embarrassment (harag), astonishment (istigrab), mockery (suhriyya)
or even anger (gadab). In this, the scholar disagreed with Tamam Hassan, who maintained
that foreign students came to the Arab world to learn MSA and not colloquial Arabic (Hassan
1983: 66). According to Badawi, the interest for colloquial varieties was also significant, an
aspect confirmed by the enrolments in Spoken Arabic courses around the Arab world, starting
from the American University in Cairo or other institutes like Yarmouk University in Jordan
(al-Makhzumi 1992). Furthermore, the scholar stated that the type of Arabic to teach should
be that of educated speakers (mustawa kafa’a al-mutaqqaf). This affirmation linked Badawi
with the debate on Mixed Arabic or Educated Spoke Arabic, which kept scholars busy also in
Europe (e.g. Mitchell 1986).

Always in 1992, Bin al-Bara analyzed the interplay between Modern Standard and colloquial
Arabic from another perspective. The scholar affirmed that Arabs’ mother tongue was the
language they learned to speak since their childhood and therefore it could not but be a
colloquial variety. In this light Bin al-Bara asked himself if MSA could be still considered L1 for
Arabic language speakers or preferably L2. The scholar called diglossia into question from a
scientific perspective, a trend also witnessed among other Arab scholars in the past (cf. Bin al-
Bara 1992: 103).

Partially related to the theme exposed above, one could find the focus on “how” to teach and
therefore the teaching methods to be used in the AFL class. This topic was debated at the
panel discussion (halqa al-niqas) held in Amman in 1997 entitled “Development of AFL
teaching styles” (tatwir ‘asalib ta‘lim al-luga al-‘arabiyya li-gayr al-natiqin bi-ha), which
focused on the main directions concerning Arabic language teaching methods (e.g. al-Nasir
1998). The panel was followed by the Proceedings, where the lecturers’ academic papers

were collected and published one year after in 1998, (Abd al-Khaliq 1998).

With respect to other wider debates, the matter of textbooks and the basic course (kitab
asasi) of Arabic for foreigners still raised the interests of TAFL scholars (Badawi 1992), who

discussed their objectives during the 1990s. In particular, the Director of the International

7 To be precise the scholar referred to the “sphere designated by the society for its use” (cf. Badawi 1992: 54).
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Cooperation Board Taha Hasan Noor (al-Nur) reported the interest of his institution in the
basic course. Not by chance, during the Eighties the International Cooperation Board was the
main promoter of the basic course project, which brought to first publications (Badawi and
Younis 1983; Badawi, Abdellatif, al-Batal 1987) and reprints (Badawi and Younis 1988
[1983]) of the textbook series. In the first years of the Nineties the third part of the “Basic
course in teaching Arabic to speakers of other languages” was being prepared (Badawi,
Abdellatif, al-Rabi‘i 1993) and this allowed Noor to discuss the matter at the Meeting of Tunis.
Besides this topic, the International Cooperation Board was also involved in a difficult task:
the creation of a basic vocabulary for AFL learners. The milestone was achieved between the
end of the 1980s and the beginning of the following decade, when the dictionary was
published by ALECSO in cooperation with Larousse publishing house (cf. ALECSO 1992: 129).

In the 1990s also the teaching of Arabic to heritage learners (ta‘lim al-‘arabiyya li-abna’ al-
muhagirin al-‘arab) was put in the limelight. To this extent the International Cooperation
Board was involved since the Eighties in the promotion of heritage language learning among
the sons of Arab migrants in Europe and the Americas. The topic of heritage language learning
was also debated at the Islamic summit in Senegal in the early 1990s and in the Symposium
organized by ALECSO in December 1990 in Tunis. This last meeting was entitled “Teaching
Arabic to the sons of the Arab [migrant] communities in Europe” (nadwa ta‘lim al-‘arabiyya li-
’abnad’ al-galiyat al-‘arabiyya fi Uriibbd) and aimed to discuss the matter of heritage learners
of Arabic, especially those with North African background (ALECSO 1990). Then, heritage
language learning particularly raised scholars’ interest in the following period, especially in
Europe where students of Arab origin enrolled in schools and at university level (see e.g.
Ibrahim and Allam 2006; Gandolfi 2006; Bale 2010; Grande, de Ruiter, Spotti 2012; Husseinali
2012). In this sense, both the Arab communities and Western societies felt the need to
understand each other and for this reason dedicated textbooks were published in this period

(cf. ALECSO 1992: 133).

Methods

Past experiences on teaching methods and theories still influenced the TAFL panorama of the
1990s. For example, the Egyptian scholar Ali Ahmed Ali al-Khatib (in ALECSO 1992), who took
part in the Medina Symposium of 1981, shed light on the TAFL method used at al-Azhar
University. This mainly followed the principle of simplicity for it started with the presentation
of the simplest sounds and words and then gradually introduced complexity. Structural

methods also influenced class techniques and teaching orientations. Al-Khatib, in fact, gave
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much importance to speaking (hadit) and encouraged the use of Arabic as the only vehicular
language.

In this time span, theories were reconsidered: the functional teaching of Arabic (ta‘lim
wazifiyyan) proposed by Dawud Abduh (1979b) was taken as a basis of inspiration by Omar
Sulayman Muhammad, who published a workbook for AFL learners in Riyadh in 1991 (see
under). Dawud Abduh was famous not only for the Qa’ima al-Riyad of 1979 (see § Growth
1970s), but also for his work entitled “Towards Arabic language functional teaching” (Nahw
ta‘lim al-luga al-‘arabiyya wazifiyyan) issued in Kuwait in the same year. The scholar wrote
the book after his teaching experience to Palestinian refugees commissioned by UNESCO. In
this, the main reason that moved Abduh was the low levels of proficiency among Arab pupils.
Thus, he proposed the functional way of teaching, which enabled students to properly use the
language in real life situations (mawagif tabi‘iyya) through its natural functions, which he
identified in the four language skills. After a while, in the 1990s, Omar Sulayman Muhammad
reconsidered Abduh’s theories by refusing the traditional dictation technique and embracing
a functional kind of teaching, which encouraged natural use of language in real life situations.
Of the same opinion, Mahmoud Esmail Sieny and the group of authors that published the
textbook series “Reading Arabic for Muslims” (see under), (Sieny 1991, 1994, 1995). In the
textbook preface the authors affirmed that learners were requested neither to learn by heart
vocabulary lists, nor compose sentences showing the use of grammar, though to achieve
comprehension of texts through exercises. In this light the textbook series tried to follow the
functional grammar (nahw wazifi) orientation.

Other scholars showed a link with past experiences in Arabic or foreign language teaching in
general. This was the case of Muhammad Mamduh Badran, who intended language as a social
and communicative act; inclined towards the teaching of everyday language, good
pronunciation and the use of audio-visual tools and Arabic in real life situations. In this light,
Badran’s position reminded of other scholars who made similar utterances in the previous
decades (Hardan 1979; Sieny and al-Kassimi 1980; Ben Ismail 1983; Abdelaziz and Sulayman
1988). Many TAFL scholars, in fact, promoted everyday language learning either on textbooks
or through scientific explanations. The focus on everyday language characterized famous
methods, e.g. the Bourgiba one, to such an extent that it could be considered a diffused trend
rather than an influential theory shared by TAFL Arab scholars on a larger scale. It is true that
TAFL regional meetings could have fostered the popularity of the “everyday language focus”,
since it affected Arab scholars of different provenance and TAFL tradition: e.g. Lebanese,

Tunisian or Saudi Arabian. However, more probably, the trend reflected a general tendency of
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considering everyday language in the foreign language classroom at international level and
specifically with respect to the most taught languages, like English or French, which were
often basis of inspiration for Arab TAFL scholars (e.g. Souissi 1979; Rammuny 1980c; Al Naga
1985a; Taima 1986; Badawi 1992; Elgibali and Taha 1995). The 1970s and 1980s, for
example, were years in which the structural and communicative approaches encouraged the
use of language in real life situation. In addition, surveys on students’ training needs
completed within the Arab world in these decades showed that learners’ objective was
communication (Elfiky 1980; Saleh 1980; al-Wasiti 1981), even though the situation changed
according to the target of respondents. For example, while in Saudi Arabia learners chose to
study Arabic mainly for religious purposes (Al Naga 1985b), in Tunisia - as well as in Kuwait
(Saleh 1980) - learners’ training needs concentrated on everyday language, communicative
and real life situations. These surveys results together with methodological trends had an
impact on textbooks and curricula drafting, which concentrated either on religious aspects in
Saudi Arabia (e.g. al-Hamid 2004 [1986]), or secular contents of the Arab culture, as it
happened with the new textbook series published by Bourguiba School from the mid Eighties
onwards (al-Gafsi 1986; IBLV 1990).

In this matter, the status of Modern Standard Arabic made things more complicated. As
already specified MSA is and was the language of literature and culture, which does not
represent the register of daily communication, except from the use of its educated speakers
(see § Models for Language Education and Arabic). However, a good part of Arab scholars
wished their language were used also in real communicative situations. This inclination
produced its effects during the years and led to a series of ideas that favored communication
in MSA, even if it was not appropriate from the sociolinguistic point of view. As a
consequence, in the Arab world, one could witness institutes that trained students on
colloquial varieties and others that concentrated only on MSA.

In this light the Bourguiba School published the second part of the new textbook series (silsila
gadida) dedicated to Modern Standard Arabic at the beginning of the 1990s (IBLV 1990). The
textbook encouraged students to use MSA in everyday language situations and was used at
the School until the academic year 1999-2000 (Arbi 2001: 50). The book was part of the
series “Contemporary Arabic” (al-‘Arabiyya al-mu‘asira) and followed the first level, which
was written in 1986 by Zahia al-Gafsi (al-Qafsi) and revised by Mohamed Moada, a Tunisian
scholar who participated in the Rabat Symposium of 1981. The textbook series represented a
development of the Bourguiba School expertise in textbook drafting, which was possible

thanks to the passing of time and the raising of awareness of the teachers that worked at the

141



Tunisian institute. These teachers, in fact, felt the necessity to update their teaching materials,
which had to be in compliance with the communicative approach (Arbi 2001: 50). In
particular al-Gafsi proposed a textbook that presented real life situations and everyday
language vocabulary. As Arbi (2001) pointed out the verbs contained in the textbook
corresponded?® to those present in the famous frequency lists issued in Tunis (Permanent
Committee 1975), Riyadh (Abduh 1979a), Mecca (Ma‘had Umm al-Qura 1981) and by
Hartmut Bobzin (1980) between the end of the Seventies and the beginning of the Eighties.
The book of the first level was subdivided in 16 lessons, which gradually increased in
difficulty, while the second level experimental version was organized in 12 lessons. In both
books, every lesson began with one or more dialogues, which presented communicative
situations, then shifted to the grammar and lexical sections. Grammar exercises were
presented in compliance with the Bourguiba School method, since students were requested to
carry out tasks concerning grammar rules by doing and not by listening to explanations. In
this sense, students completed exercises like cloze or word/image connection. Culture was
also taken into consideration often through the use of images, which showed a structural
orientation of the Tunisian School. For example, in the first level, one could see the
protagonists of the dialogues wearing typical Arab dresses, like djellaba, hijab “veil” or the
classical Tunisian hat, the chéchia (Sasiyya), (Facchin 2012: 175). Tasks were written in Arabic
and no use of other vehicular languages was present in the book. However, as previously
outlined, not always theories went hand in hand with practice, since a certain use of French as
vehicular language was witnessed in the Bourguiba School AFL class in the past (see § Growth
1970s).

The Bourguiba School, together with its teachers and well-known scholars such as Ridha
Souissi were the main actors of TAFL in Tunisia. The last scholar, from a methodological point
of view, still stuck to structural positions, even though these were enriched by his theoretical
and practical experience. In 1992, Souissi maintained once again that audio-visual tools were
means to carry out the lesson and refused to consider them either the objects of study or a
method itself. He added that students had to develop grammatical automaticity (aliyya
nahwiyya), while the teacher kept a key role in the education process. Moreover, written
exercises were considered good for fixation. Souissi’'s positions reflected his teaching
experience and as a result linked him to the Bourguiba School method, which influenced him

and other Tunisian scholars such as Mohamed Ben Ismail.

8 Except from 32 verbs out of 270 (Arbi 2001: 123).
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Of note also the positions of Badawi with respect to language teaching methods. The Egyptian
scholar’s motto was “languages are to be learned, never taught”. As for the TAFL textbook the
scholar declared that it should inform students on words, structures, cultural contents and
help them to master the four language skills in a way that they become autonomous in the
learning process (cf. Badawi 1992: 50). In this sense, Badawi used to give students stacks of
reading material in Arabic to improve their comprehension®, a trend also witnessed among
other scholars who taught in the same institution (Elgibali and Taha 1995). Not only, Badawi
placed great importance on students’ interests and when addressing them once he said: “if
you think I'm going to teach you Arabic you are mistaken. I am simply a resource for you to
learn Arabic”10. This affirmation directly links the scholar to a kind of teaching that
encouraged students’ participation in the language acquisition process within the classroom
walls. In this light it also reminds of a learner-centered oriented communicative approach,
already explored by Al Naqa (1985b) in the previous decade. However, Badawi’s article of
1992 revealed that the scholar embraced a competency-based learning approach, which
occupied educational theory from the 1950s on. The approach was in fact a manifestation of
the behaviorist movement and concentrated on students, who were given credit for
performing to a pre-specified level of competency under pre-specified conditions (Ainsworth
1977). Also, it had many names, which were not used synonymously from place to place.
These were for instance: proficiency-based, mastery-based, outcome-based, performance-
based and standard-based learning or approach. In Arabic it could be translated with ta‘allum
al-lugat al-qa’im ‘ala al-kafa’a.

Always in Egypt, on Badawi’s positions, one could find Alaa Elgibali (al-Gibali) and Zeinab
Taha (Taha). In 1995, the two Egyptian scholars put emphasis on the communicative aspect of
Arabic language learning, highlighting what Badawi affirmed some years before: «learners of
foreign languages expect to acquire the type of speech which enables them to communicate
freely with at least their peers in the communities whose language they are learning» (cf.
Elgibali and Taha 1995: 82). To this extent, the two Egyptian scholars went on by underlining
the specificity of Teaching Arabic as a Second Language (TASL), which represented the

teaching setting that generally characterized the TAFL!! institutes in the Arab world, included

9 Cf. http://www1.aucegypt.edu/publications/auctoday/AUCTodayFall09/FacultySpotlight.htm
10 Cf. ibid.

11 For a clarification on the proper use of the expressions “Teaching Arabic as a Second Language” (TASL) and
“Teaching Arabic as a Foreign Language” (TAFL), see the § Introduction.
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the American University in Cairo (AUC), where the scholars taught. As a result, Elgibali and
Taha put in the limelight the learners’ possibility to acquire the language while using it in its
natural context. This favored students, who could instantly test and modify their working
hypothesis in their interaction with a real language environment (cf. Elgibali and Taha 1995:
81). The two scholars also inclined towards a kind of teaching that used Arabic as a vehicular
language, favored culturally authentic language input and saw the teacher more as a
facilitator than a leader with a dogmatic role. The study of grammar was introduced as part of
every language activity and skill, a position also shared by other TAFL Arab scholars and
institutes in the past (e.g. Abboud and McCarus 1968a, 1968b; Nasr 1978; Souissi 1979;
Hiliaoui 1980; Bakalla 1980; Sieny and al-Kassimi 1980; al-Gafsi 1986; IBLV 1990; Sieny
1991, 1994, 1995).

The four language skills in ASL classroom practice at AUC were all considered very important;
however reading had a prominent role. In this, Elgibali and Taha took inspiration from
Patricia Carell (1988: 269), who affirmed: “one learns how to read through the process of
reading itself”. For this reason, the Egyptian scholars were used to expose learners to
challenging amounts of reading material, like Badawi did. Pre-reading activities, clarifications,
class discussions were taken into account and motivation played a key role in this phase (see
also Sieny, Abdelaziz, Husayn 1985). Listening was provided both in MSA and in Egyptian
colloquial at AUC. This aspect links the two scholars to other colleagues who made similar
utterances in those years (ACTFL 1989; Younes 1990; Badawi 1992; al-Makhzumi 1992).
Furthermore, a series of practices were encouraged: i.e. pronunciation accuracy, role-play,
question and answer, discussions, games, free expression, etc. According to Elgibali and Taha
cultural dimension was of paramount importance in the ASL class, as it aimed to raise
learners’ awareness of the Self and the Other, facilitate interaction by minimizing the
likelihood of cross-cultural misunderstandings, and analyze cross-cultural differences and
similarities (cf. Elgibali and Taha 1995: 94).

The scholars also drew their attention to the question of proficiency. They argued that the
basic distribution of the speaking and listening skills of the ACTFL Arabic Proficiency
Guidelines should be reconsidered in terms of whether the tasks performed were to be in
colloquial or in MSA (Elgibali and Taha 1995: 99). Nonetheless, of utmost importance,
Elgibali's and Taha’s article of 1995 showed their inclination towards Content-Based
Instruction, which was an approach that simply focused on the content, rather than on the
form in class activities and assignments. Nonetheless it represented a pedagogically and

administratively sophisticated endeavor (Brinton, Snow, Wesche 1989; Clegg 1990). In this
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sense, the methodological positions of Elgibali and Taha showed their affinity with the
European and North American FLT scientific context, for no TAFL Arab scholars - as far as I
know - took into consideration this approach before. However, on the theoretical level, some
scholars (e.g. Taima 1982; Al Naqa 1985b) encouraged a topic-led version of communicative

language teaching, which resembled the Content-Based Instruction approach.

In the American and European contexts, the 1990s were characterized by the influence of new
technologies and new media in the field of foreign language teaching. 1989 was marked by the
birth of the World Wide Web and the year after the first web browser computer program was
created. Computer and new technologies started to affect the teaching and learning of foreign
languages, including Arabic (Yaghi and Yaghi 1992; Ferhadi 1995; Parkinson 1995; Yaqub
1999; Rammuny 2000). For instance, Ferhadi (1995) discussed the use of video as a didactic
tool in the AFL class; Parkinson (1995) - from his point of view - presented the implications
of computer assisted language instruction in the teaching of Arabic as a foreign language.
Nonetheless, the update in TAFL did not originate from the Arab world, though from its
strongholds outside of it, the United States in the first place.

In this decade, economic and cultural globalization movement played a key role and produced
a paradigmatic change (Nielsen 2009: 147) in the form and content of instruction. Arab
scholars proposed the integrated approach (tariga takamuliyya), a teaching philosophy
widely used nowadays in the United States and beyond, which combines the study of Modern
Standard and a variety of colloquial Arabic. This choice was proposed in order to reflect the
diglossic nature of Arabic and the socio-linguistic realities of the Arab world in the most
accurate and natural way possible (see e.g. Younes 1990, 1995, 2010; al-Batal and Belnap
2006; Nielsen 2012; Chekayri 2014). In particular, in the first half of the Nineties, Munther
Younes published a series of works that presented the integrated approach (e.g. Younes 1990,
1995). For example his Elementary Arabic: An Integrated Approach was based on listening
exercises in Levantine Arabic. The textbook placed more importance on intelligibility than
grammatical accuracy and writing skills were considered less urgent. According to Younes, in
fact, the focus was on developing the skill of listening for comprehension.

In Europe the integrated approach was nothing brand new (cf. Woidich and Heinen-Nasr
1995, 1998; Kalati 2003, 2004; Woidich 2007; Nielsen 2009, 2012; Akar 2013), although not
everywhere. In particular, in the Nordic countries, Helle Lykke Nielsen of the Southern
Denmark University was one of the pioneers of communicative Arabic teaching (Akar 2013).

According to the Danish scholar (Nielsen 2012) the TAFL focus at the University was
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“unambiguously communicative” and the knowledge and skills taught applied to practical life
with professional contexts (cf. Nielsen 2012; Akar 2013). From another perspective, in Italy,
Elie Kallas promoted the study of Lebanese colloquial Arabic. As a matter of fact in 1990 the
scholar of Lebanese origin published a threshold level for Levantine colloquial: Yatabi
lebnaaniyyi: Un “Livello soglia” per l'apprendimento del neo-arabo libanese (Kallas 1995
[1990]). The work was directly inspired by the Threshold Level project run by the Council of
Europe at the beginning of the Seventies (van Ek 1975), (see § Development 1980s), as it
aimed to reflect the communicative needs of AFL learners and represented a tool for them to

reach communication goals in Spoken Arabic.

In the end, a particular approach was witnessed in the Arab world during the Nineties. This
was the multimethodological approach, which should not be confused with the eclectic
orientations advanced by some TAFL scholars during the previous twenty years (e.g. al-
Kassimi 1979; Al Naga 1985a). While the eclectic method based on the principle that foreign
language teachers had to choose the most proper teaching technique according to students’
training needs, the multimethodological approach was a mixture of different teaching
philosophies, which did not vary in classroom practice and was established as a fixed method.
The Arabic Language Teaching Institute of Al-Imam Muhammad Ibn Saud Islamic University
of Riyadh, together with its member Hamad Bin Nasir al-Dukhayl (al-Duhayl) were an
example of multimethodlogical approach, even though the scholar did not declare this
orientation. Al-Dukhayl was a Saudi scholar born in Al Majmaah near Riyadh in 1945, known
in the TAFL field for participating in conferences like those held in Riyadh in 1986 and
Islamabad 1988. The scholar obtained his Ph.D. at Al-Imam Muhammad Ibn Saud Islamic
University in 1982 (ALECSO 1994: 47) and continued cooperating with its TAFL Institute in
the Nineties. In 1992, al-Dukhayl participated in the Meeting of Tunis, representing the
aforementioned Institute, which showed the peculiar teaching orientation mentioned above.
Hence, al-Dukhayl reported a series of best practices, which took inspiration from various
teaching philosophies debated in Saudi Arabia during the previous fifteen years. Among them
communicative practices, structural orientations and propensity for traditional language
contents. In particular, the scholar highlighted the importance of the use of both audio-visual
tools and communicative exercises in the AFL class. Moreover, the teaching practice used at
the Arabic Language Teaching Institute put listening and speaking first, then reading and
writing, a principle that linked educators from Riyadh to other TAFL scholars who took

similar stances in the previous decades (e.g. Souissi 1979; Sieny and al-Kassimi 1980; Ben
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Ismail 1983; Al Naqa 1985a; Taima 1986; Abdelaziz and Sulayman 1988; Algmati 1992). Not
only, contents of lessons and textbooks concentrated on classical themes of the Arab-Islamic
culture, such as the Holy Qur’an, the hadit, Quranic exegesis, Islamic history, literature,
rhetoric, etc. In this sense, the Arabic Language Teaching Institute of Riyadh published a
textbook series (silsila) that took into consideration the principles outlined by al-Dukhayl,
which was one of its editors (see al-Hamid 2004 [1986]).

Always linked to the concept of a multimethodological approach, though different in its
essence, one could find the teaching orientation followed at Ma‘had al-Hartim, which took
inspiration from the various TAFL teaching traditions brought to the Sudanese learning
environment by its students, who came from a multitude of foreign countries. In 1991, Ma‘had
al-Hartum Director Awn Alsharif Qasim (Qasim) affirmed that the institute tried to take
advantage of this situation, in order to improve and analyze the question of TAFL methods
from various perspectives (Qasim 1992: 117). However, event though researches and
dissertations explored this kind of syncretic considerations, putting theoretical affirmations

and objectives into practice represented another challenge.

Scholarly Production

With respect to TAFL scholarly production, in the 1990s the works were mainly theoretical
researches, textbooks, reports, proceedings, practical handbooks, reference guides,
translations, syllabi, etc., (e.g. de Beaugrande 1980; IBLV 1990; Richards and Rodgers 1990;
Souissi 1990, 1991; al-Kassimi and al-Sayyid 1991; Muhammad and Sieny 1991; Sieny 1991,
1994, 1995; Souid 1991; ALECSO 1992, 1994; al-Tayyib al-Shaykh 1993; Badawi, Abdellatif,
al-Rabi‘i 1993; al-Batal 1995; Kallas 1995 [1990]; Abd al-Khaliq 1998; Bahjat 1999; Algmati
2000). These books concentrated on various topics, like: reference levels, Arabic language
proficiency, best practices, language simplification, teachers’ training, Arabic language
teaching methods, testing, diglossia, language curriculum, etc.

The countries in the Arab world, where scholars actively contributed to develop TAFL in this
time span were Tunisia, Saudi Arabia, Egypt, but also Libya, Sudan, Jordan an Mauritania to a
lesser degree. In particular, Libya saw the publication of TAFL textbooks (Souid 1991; Algmati
2000) and a fair activity on TAFL. Sudan witnessed the participation of some of its scholars in
international forums, but at the same time the weakening of some organizations like the

“Southern bureaus Division” (Qasim 1992: 99).
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Of utmost importance, the movement on Teaching Arabic as a Foreign Language witnessed in
Tunisia, which involved many Arab scholars of different provenance. This movement was
possible thanks to ALECSO and its International Cooperation Board, which fostered meetings,
activities and the publication of textbooks and other significant works. For example, in 1992,
ALECSO published the Proceedings of the Meeting of Tunis, held the year before between the
TAFL centers directors of the Arab world. The volume represented a complete work that
grouped the most relevant scholars’ positions and experiences in the field of TAFL from its
dawn to the early Nineties. Best practices were presented and these regarded many Arab
countries such as Tunisia, Egypt, Saudi Arabia, Sudan, Libya, Jordan and Mauritania.

Of note the fundamental contribution by Essaid Mohammed Badawi. The scholar was famous
for two widely acclaimed publications: the dictionary of Egyptian Arabic (Hind and Badawi
1986) and “Contemporary Arabic levels in Egypt” (Mustawayat al-‘arabiyya al-mu‘asira fi
Misr) issued in Cairo in 1973, which dealt with linguistic issues. However, most important, the
scholar was known for his affiliation to one of the most influential TAFL foreign institutes in
the region. At that time, in fact, Badawi was the Director of the Arabic language Department of
the American University in Cairo, which started the Master of Arts in Teaching Arabic as a
Foreign Language in 1979. This condition allowed him to remain in contact with the
improvements carried out by those scholars who operated in the field of TAFL in the United
States. Not by chance, Badawi brought to the surface a topic of paramount importance linked
to the theories and applied studies that he had the opportunity to come across. Therefore
during the Meeting of Tunis, Badawi’s contribution concentrated on proficiency, which was
translated with the term kafa’a, usually employed for “competence”. The scholar described it
as the “final objective (hadaf niha’i) of teaching and learning Arabic by means of the four
language skills” (Badawi 1992: 48). Then he went on: without a serious definition of this final
objective nothing could be done, neither teaching Arabic for specific purposes, nor
programmed teaching, etc. (ibid. 57).

The question of Arabic language proficiency was raised a decade before in the United States,
when Raji Rammuny revised the APT at the beginning of the Eighties (Rammuny 1983) and
proposed a subdivision of Arabic language reference levels on the basis of proficiency. The
scholar was then followed by a series of debates (e.g. Allen 1984, 1985; ACTFL 1989) and
after less than a decade Badawi opened the discussion on proficiency in Tunis, put this topic
in the limelight and started a change in the TAFL within the Arab world, which faced new
challenges during the 1990s. Therefore, Badawi’'s contribution could be considered a

manifesto of the new TAFL, which was brought again to a further stage, after development,
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into international discussion forums. The article contained pragmatic actions to be pursued
and called for a general commitment among TAFL scholars, who should work on proficiency
both inside and outside the Arab world, without delaying or postponing the debate (Badawi
1992).

Badawi did not limit himself to discuss the topic outlined above, but he took into account a
series of other themes, which were currently debated at international level by arabists, i.e.
diglossia, language registers, Educated Spoken Arabic, etc. In this, Badawi represented a key
figure, for he was a scholar that could be partially related to the phenomenon that
characterized other TAFL Arab colleagues, who moved from their homelands to the United
States from the 1960s on. Badawi was born in al-Nakhas, in the Sharqiyya Governorate in
1929 and after studying in Cairo and obtaining his Ph.D. at the University of London, he had a
short teaching experience in Egypt and Sudan at Omdurman Islamic University. Then, from
1969 he moved to the American University in Cairo and became Curriculum Advisor at the
Center for Arabic Study Abroad (CASA) in 1970. Badawi was therefore linked to the United
States, but at the same time instilled a love of Arabic in students directly in his home country.
At the Meeting of Tunis Badawi proposed a translation of the distinguished level contained in
the ACTFL Arabic Proficiency Guidelines (ACTFL 1989). As for the other levels, they were not
reported extensively, but only mentioned in translation. These were: novice (mustagidd),
intermediate (mutawassit), advanced (mutaqaddim), superior (mutafawwiq) and
distinguished (mutamayyiz). Nonetheless, Badawi’s translation was a good tool for TAFL
scholars, teachers and experts, who were given the opportunity to gap the bridges that were
lacking in the field for long time. The distinguished level descriptors, in fact, helped them to

discuss, make arrangements and finally agree upon levels on the base of students’ proficiency.

Partially related to Arabic proficiency levels, one could find the discourse highlighted by al-
Dukhayl on the curriculum followed in class and on the textbook series published at Al-Imam
Muhammad Ibn Saud Islamic University in Riyadh (al-Hamid 2004 [1986]). The curriculum, in
fact, was divided into four levels: the first two called “elementary levels” (marhala asasiyya)
and the others “scientific levels” (marhala ‘ilmiyya), (al-Dukhayl 1992: 71). These started with
simple tasks and gradually increased complexity, singling out classical subjects such as
Quranic exegesis, Islamic history, rhetoric, etc. This level partition, together with the textbook
series, was the fruit of the experience of the educators and editors that worked in the field of
TAFL at the Arabic Language Teaching Institute of Riyadh, who started working on the project
in early 1982 (1402 H). The aim of the textbook series was mainly presenting the Arabic
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language, as a means of diffusing the Islamic culture among students. As a result, these would
have the possibility to acquire a wide knowledge on the topic and continue their studies in
Arab universities. The series was composed of students’ books, calligraphy copybook (kurrasa
al-hatt), but also teachers’ guides (dalil al-mu‘allim) and glossaries, which increased in
number during the years and reached more than 50 books in total by 2004 (al-Hamid 2004
[1986]).

At the Meeting of Tunis of 1992, al-Dukhayl informed the audience on the best practices
carried out in Riyadh at the Arabic Language Teaching Institute and with them he included a
detailed description of the curriculum mentioned above. For instance, he pointed out that in
the first level special attention was drawn to good pronunciation and reading at normal
speed. This principle represented already an ascertained teaching practice, supported by
theoretical discussions of many other TAFL scholars in the past (Souissi 1979; Sieny and al-
Kassimi 1980; Ben Ismail 1983; Sieny, Abdelaziz, Husayn 1985; etc.). In addition the first level
encouraged free expression and the development of the four language skills together with the
study of religious sciences. The second level of the textbook series asked students to perform
more complex tasks like writing personal letters or summarizing thoughts. Third level
increased again the complexity of tasks and placed specific vocabulary (e.g. religious) side by
side with the basic one, which was still object of fixation, together with the topics learned
during the second level. The improvement of calligraphy was also take into account in this
level, an aspect that showed the great importance given to handwriting by Arab educators.
Not only, literature, history of literature (tarih al-adab) and authors biographies were object
of in-depth study. In the end, level four was the last step of the curriculum created by the team
of TAFL experts in Riyadh. It included scientific language, Islamic studies, rhetoric and a
specific attention for clarity of speech (bayan), adequacy of expression (ma‘an) and
ornamentation of speech (badi). It trained students so that they could follow any lessons at
university level, which was one of the issues that led to the creation of the Arabic Language
Teaching Institute of Riyadh itself at the beginning of the 1980s.

Of note also, the fact that al-Dukhayl reported the existence of a placement test (ihtibar tahdid
al-mustawa al-lugawi) and a certificate of proficiency (Sahada) at the TAFL Institute of Riyadh,
which offered a Master’s Degree in TAFL, night classes and a diploma in AFL since the mid
Eighties (al-Dukhayl 1992: 85). The test tried to place students at the most appropriate level
at the beginning of the AFL courses, while the proficiency certificate aimed to give an official

recognition on the grade of students’ linguistic preparation at the end of the cycle.
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Other lectures were presented during the Meeting of Tunis. The Tunisian scholar Ridha
Souissi carried out an applied research by handing out a survey to 1,000 foreign students of
Arabic both inside and outside the Arab world. To support it from the theoretical point of
view, Souissi based on some classical researches in the field of TAFL (al-Kassimi 1979; Bakalla
1980; Sieny and al-Kassimi 1980; Rammuny 1980c) and more recent findings, among which
one should mention scholars’ contributions like Madkour (1985), Taima (1989), Souissi
(1990, 1991) and the debate that took place at the 4t International Forum on Arabic
linguistics held in Tunis at the end of the 1980s (Souissi 1989). In this light, it is worth
mentioning that Souissi used to take inspiration from European - especially French -
references (e.g. Souissi 1979), however this time he showed a change of trend, since he
started to base himself on researches carried out in the Arab world. The results of the survey
highlighted the fact that AFL learners usually chose to study Arabic for cultural and work
purposes, a trend that characterizes Arabic language learning still today.

Always at the Meeting of Tunis, other scholars put in the limelight the matter of language
mistakes among foreign learners of Arabic. This was the case of Mohamed Algmati. In his
contribution, the scholar maintained that mistakes (ahta’) depended on different variables,
namely the language, the environment and the student himself. However, most important,
Algmati provided a list of frequent mistakes made by AFL learners. These were extracted
from copybooks, where students were requested to write homework and compositions. Not
only, Algmati also collected a series of oral mistakes, which he had the opportunity to write
down on paper thanks to students’ oral interviews recording. The mistakes were then
classified into categories, which mainly concerned spelling and translation. To this, analysis
and solutions (‘ilag) were provided. Algmati (1992) maintained that mistakes could be
corrected through continuous training (tadrib mustamirr) on sounds articulation, pairwise
language comparisons, newspaper reading, listening and the use of Arabic as the only
vehicular language in class.

Moreover, the Libyan scholar suggested speaking Modern Standard Arabic in the AFL class to
teachers, an aspect stressed by other scholars in the past (e.g. Hassan 1983). In this sense,
TAFL classroom practice highlighted the fact that some instructors sometimes resorted to
colloquial varieties while teaching, an aspect to which some scholars opposed since they
considered MSA as the only variety to be learned and taught. In addition, Algmati (1992: 39)
encouraged students to take advantage of the opportunities that allowed them to speak MSA
outside the classroom. This suggestion may seem a first step towards students’ autonomy, but

represents at the same time a strong will, that is to use MSA in appropriate social contexts.
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Last but not least, Muhammad Mamduh Badran, a Syrian scholar born in 1936 (ALECSO
1994), focused on classical TAFL themes, such as: Arabic language simplification and teaching
methods improvement. In addition he asked himself “what” to teach (mada nudarrisu?) in the
AFL class, a topic frequently debated among Arab scholars in the past. Nonetheless, instead of
concentrating on the diglossic matter and on “which” variety to teach, the scholar shifted the
discussion focus to the contents of Arabic language teaching. Badran (1992: 42) affirmed that
the contents choice depended on the typology of students and their interests. This statement
probably took inspiration from the researches published in the previous decade, when
scholars like Rushdi Ahmed Taima and Mahmoud Kamel Al Naqa investigated the training
needs of AFL learners and created notional syllabi (Taima 1982; Al Naqga 1985b). In this light,
Badran affirmed that if students’ interests were linked to tourism and contacts with speakers
of Arabic, teachers had to provide them with everyday language, besides encourage
communication and Arabic language use in real life situation. The Syrian scholar, then, asked
himself another question, which the traditional debate on diglossia had postponed for many
years. The question was “how” to teach (kayfa nudarrisu?) and analyzed the methods for
Arabic language learning and teaching. In this, Badran refused the traditional method, which
consisted of theoretical teaching (talgin nazari) and embraced a practical orientation, which

placed itself between the structural and the communicative approach.

At the Meeting of Tunis the group of experts drafted a series of recommendations (tawsiyat).
In these, one could find the foundation of the “Council of the TAFL centers directors” (maglis
li-mudiri al-ma‘ahid wa-I-marakiz al-‘arabiyya li-ta‘lim al-luga al-‘arabiyya li-gayr al-natiqin
bi-ha) and the “TAFL teachers’ league” (rabita li-mu‘allimi al-luga al-‘arabiyya li-gayr al-
natiqin bi-ha), which was proposed by the ALECSO General Director Musarei al-Rawi (Musari*
al-Rawi) and the Assistant Abdelwahhab Bouhdiba (Buhdiba). Their effective establishment
was then entrusted to the ALECSO International Cooperation Board.

With respect to the aims of the “Council of the TAFL centers directors”, it proposed to meet
every two years, in order to coordinate the efforts in the field of teaching Arabic as a foreign
language and Arab-Islamic culture development abroad. In addition, it aimed to start common
projects; organize training sessions, like TAFL teachers’ training; exchange teachers,
experiences and information; cooperate for the realization of curricula, teaching materials,
audio-visual tools; publish books, researches, etc.

As for the League, all the members working in the TAFL centers around the Arab world could

be part of it. The League aimed to gather educators and people involved in the field of TAFL in
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general, in order to allow them to discuss, exchange experiences and increase their expertise.
The League proposed to achieve these objectives by means of translations, exchange of
experiences, organization of conferences, teachers’ training sessions and publication of works
devoted to TAFL such as frequency lists, theoretical and applied researches. Its headquarters
were established at the premises of Ma‘had al-Hartum.

Furthermore, a series of actions and strategies for the future of the subject were added to the
general “Recommendations of Tunis”. The group of TAFL centers directors, together with the
TAFL scholars that lectured during the Meeting of Tunis, expressed themselves positively for
the creation of divisions and centers dedicated to the field of TAFL within the Arab world. It
was suggested that these centers offered scholarships for the development of theoretical,
applied researches and promoted periodic training sessions for teachers in which modern
teaching methods were used. In this light, teachers had to be provided with adequate
knowledge of linguistics and phonetics (cf. ALECSO 1992). As for researches, the group of
scholars encouraged the dissemination of existing relevant works within the TAFL centers
circuit, besides producing more studies that took into consideration the peculiarities of the
Arabic language. Last but not least, the Recommendations of Tunis aimed to cure some
classical problems connected to the Arabic language, like the simplification of its rules, by
taking advantage of modern linguistic researches.

The Recommendations were soon put into practice. After only two years, in 1994, the “TAFL
Arab scholars’ guide” (Dalil al-hubara’ al-‘arab fi magal ta‘lim al-luga al-‘arabiyya li-gayr al-
natiqin bi-ha) was published by ALECSO and its International Cooperation Board in Tunis.
The work represented the first step for the effective creation of the TAFL teachers’ league (cf.
ALECSO 1994: 8) and aimed at reporting the experience of the various Arab countries in the
teaching of Arabic as a foreign language. Therefore it provided a list of 121 scholars that
contributed to this field. Scholars were presented through their biographical data, affiliation,
scientific production and research fields and they were subdivided according to their
provenance, namely Saudi Arabia, Egypt, Jordan, Iraq, Tunisia, Sudan, Syria, Libya, United
Arab Emirates and Qatar. The work was part of a series of guides promoted by the
International Cooperation Board and it tried to put into action the Recommendations of Tunis.
In this sense, it aimed to help experts in the field of TAFL, so that they could cooperate for a
common mission and exchange expertise.

Nonetheless, despite this good start, the second half of the 1990s saw a general lack of
cooperation between the TAFL institutes that took part in the Meeting of Tunis and until the

turn of the new century no other general meetings were organized. To this extent, Alosaili
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(2002) reported that there were no visits, exchange of expertise, students or professors
between the institutes, as the Recommendations encouraged. Moreover, the thesis and
researches carried out in these institutes were rarely put in a network and therefore
remained unknown also to field specialists. This situation lasted until 2003, when a new
meeting of the TAFL centers directors in Khartoum broke the silence (see § In the 21st

Century 2000-2015).

In the 1990s other scholarly publications were issued in Tunisia, which turned into a fertile
place for the debate on TAFL. For example, the Tunisian linguist Ridha Souissi drew his
attention again to TAFL. In the year 1990 he published “Fundamental structures for Arabic as
L2” (al-Hayakil al-asasiyya li-luga al-‘arabiyya luga taniya); then the year after he issued a
frequency list entitled “Communicative Arabic” (‘Arabiyya al-tawasul). Both works were
printed in Tunis, where the scholar was famous for his publications and contributions to the
national debate on linguistics, TAFL and language teaching in general. In particular, the
frequency list was a long-term achievement, which Souissi started to work on since the end of
the 1970s, when he underlined the urgency of syllabi construction (Souissi 1979).

At the beginning of the 1990s, the second part of the Bourguiba new textbook series (silsila
gadida) was published in Tunis. The book, together with the first level of the series
substituted the elder series (silsila qadima), which made history and competed with other
renowned examples of textbooks (e.g. Badawi and Younis 1983; Badawi, Abdellatif, al-Batal
1987; al-Hamid 2004 [1986]; Taima and Al Naqa 2009 [1983]). In particular, the second level
presented a series of cultural themes like the first level, though went in depth providing more
complex texts on important personalities of the recent Tunisian history, like the writer
Azzeddine Madani (al-Madani) or the poet Aboul-Qacem Echebbi (Abii al-Qasim al-Sabbi), etc.
The book remained an experimental version (nusha tagribiyya) until the end of the decade,
contrary to the first level, written by Zahia al-Gafsi, instructor at the Tunisian School, who
later became known for her textbook, on which a new generation of foreign learners began to
study.

Other Arab countries saw the appearance of works dedicated to TAFL in this period. In
Riyadh, for example, Omar Sulayman Muhammad published a workbook with Mahmoud
Esmail Sieny, entitled “Functional dictation for intermediate AFL learners” (al-’Imla’ al-wazifi
li-l-mustawa al-mutawassit min gayr al-natiqin bi-I-‘arabiyya). The workbook was issued in
1991 and was dedicated to dictation and aimed at facilitating foreign learners of intermediate

Arabic to improve their writing skills (kitaba sahiha), in particular orthography (higa’) and
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punctuation (targim). The work was conceived by Muhammad after his teaching experience at
Ma‘had al-Riyad, which started in 1983 (cf. Muhammad and Sieny 1991). It was also a
personal response to a felt need by learners to develop writing properly. Not only, the
workbook activities enhanced the other language skills through a varied typology of exercises,
e.g. cloze, transformation, decoding. In order to prepare students for language tasks and
activities, Muhammad encouraged the use of class discussion, an aspect often stressed by
other scholars in the past (Qura 1972 [1969]; al-Ma‘had al-qawmi 1981; Sieny, Abdelaziz,
Husayn 1985; Abdelaziz and Sulayman 1988). In addition, the technique proposed by
Muhammad was clearly inductive: activities were introduced through class discussion where
the teacher prepared his students on new vocabulary, then exercises were carried out and
grammar rules were explained (Muhammad and Sieny 1991). However, most important, the
teaching philosophy that pervaded the whole work was inspired by Dawud Abduh’s
functional way, outlined in “Towards Arabic language functional teaching” (see above).
Muhammad refused the traditional dictation technique, which he affirmed to be useless in
real life situations and embraced Abduh’s “functional approach”, which encouraged natural
use of language.

In Saudi Arabia, Mahmoud Esmail Sieny did not only coauthor the workbook with Omar
Sulayman Muhammad. The scholar that animated the TAFL scene during the 1970s and 1980s
now concentrated on Arabic for specific purposes. Between 1991 and 1995, Sieny published
the textbook series entitled “al-Qira’a al-‘arabiyya li-I-muslimin” (Reading Arabic for Muslims),
which consisted of three volumes (Sieny 1991, 1994, 1995), all printed in Beirut by Librarie
du Liban (maktaba Lubnan). The volumes gradually increased the complexity of the language,
going from simple sentences to more complex texts and from the first to the third level.

For the textbook realization, Sieny cooperated with a group of scholars, namely Muhammad
H. Abul-Futouh (Abu al-Futih), Anwar R. Badruddin (Badr al-Din), Mustafa O. Humaidah
(Humaydah), Ahmad A.W. Alshaarani (al-Sa‘arani) and Saleh M. Saleh (Salih). The series was
conceived by its authors in order to answer what they believed an urgent need of Muslim
learners of Arabic: reading Islamic texts (nusts ’islamiyya), an aspect that the scholars had the
opportunity to notice during their teaching experience conducted in Saudi Arabia and abroad
(cf. Sieny 1991). For this reason the textbooks presented contents linked to Islam such as
I[slamic history and doctrine. The choice of vocabulary was based on the authors’ academic
studies of the language of the Holy Qur’an, law, and in particular on some specific texts
concerning Islamic culture. Therefore an Arabic-English / English-Arabic glossary was

provided. Focus on written comprehension (madda ‘arabiyya maqrii’a) was favored instead of
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burdening students with composition or expression. Exercises trained learners on
comprehension (isti‘ab), lexicon (mufradat) and grammatical structures (tarakib nahwiyya).
This last typology of exercises, for instance, asked students to read either Qur’anic verses or
prose texts. Even though these tasks seem to have a traditional teaching orientation, Sieny
(1991) affirmed that learners were requested neither to learn by heart vocabulary lists, nor
compose sentences showing the use of grammar, though to achieve comprehension of texts
through exercises. In this sense, the textbook series tried to follow the functional grammar
(nahw wazifi) orientation.

The textbook series by Sieny confirms once again the inclinations of the kind of TAFL that
originated in Saudi Arabia. The tendency of considering religion and Islamic culture as key
aspects of the teaching of Arabic to foreign learners was a distinctive trait of Saudi TAFL both
in the 1990s and in the previous decades. This fact distinguished the Saudi debate on TAFL
from the other discussions that originated in other Arab countries, like Tunisia, Egypt or
Sudan. There, debates and scholarly publications on TAFL acquired specific features, each of
them different from the others and this because of numerous factors: from market trends to
social, cultural or historical reasons. For example, while in Sudan the peculiar language
panorama influenced the debate on TAFL and the researches completed at Ma‘had al-Hartiim,
in Tunisia the discourse on TAFL was mainly secular and to a certain degree it took
inspiration from foreign language teaching in the French context. In Saudi Arabia the
composition of AFL learners that studied in the country played a key role in the development
of TAFL and researches on it. Not only, the fact that the Kingdom was ruled by a King,
Protector of the Two Holy Cities of Islam, was also a fundamental aspect that oriented TAFL
towards religious scopes rather than mere linguistic ones.

In 1991, another protagonist of the debate on TAFL, Ali al-Kassimi published a book entitled
“Educational techniques in TAFL” (al-Tagniyyat al-tarbawiyya fi tadris al-luga al-‘arabiyya li-
gayr al-natiqin bi-ha) for ISESCO. The work reported a series of modern teaching techniques
and explained how to use and take advantage of them in the AFL class environment, by
stimulating and motivating learners. The book mixed both theory and practice and was
mainly dedicated to Arabic language educators (al-Kassimi and al-Sayyid 1991).

In 1993 Husayn al-Tayyib al-Shaykh wrote “Analysis on the mistakes made by AFL learners at
the African Islamic Center of Khartoum” (Tahlil ahta’ muta‘allimi al-luga al-‘arabiyya min gayr
ahli-ha bi-I-markaz al-’islami al-’ifriqi bi-I-Hartium). The book contained the frequent mistakes

of AFL learners and placed itself near other similar contributions of the same decade (Algmati

1992; al-Khatib in ALECSO 1992).

156



In parallel, one should mention the scholarly production on TAFL issued in the United States
in the Nineties. The TAFL scene was in fact active in this period and concentrated on various
themes, such as Arabic language proficiency, reference levels, curriculum, best practices,
technology applied to the study of Arabic, testing, etc. First of all, the symposium “The
Teaching of Arabic in the 1990s: Issues and Directions” held at the School of Arabic at
Middlebury in 1992 (see above) was followed by a Proceeding book. The lecturers’ extensive
discussion on TAFL that took place in that occasion was put on paper on The Teaching of
Arabic as a Foreign Language, which was edited by Mahmoud al-Batal in 1995 and became an
influential work on the international scale. Mahmoud al-Batal (al-Batal) was a name already
known in the field of TAFL. He was a scholar of Arab origin that generally wrote on TAFL,
Arabic (e.g. al-Batal 1988, 1992) and participated in the drafting of the second volume of the
“Basic course for teaching Arabic to speakers of other languages” (Badawi, Abdellatif, al-Batal
1987), issued in 1987 by ALECSO. The scholar then moved to the United States and started
teaching Arabic at Emory University (Atlanta, Georgia) from 1993 until 2006, when he
became associate professor of Arabic at the University of Texas at Austin.

The work edited by al-Batal collected TAFL scholars’ points of view and practical experiences,
which mainly referred to the North American context, although there were also some
contributions of scholars affiliated to TAFL institutes based in the Arab world, i.e. the
American University in Cairo (Elgibali and Taha 1995; Taha 1995). This fact gave the
opportunity to have a look at Arab contributions set in an international context, as it
happened in the great meetings of TAFL that followed one another during the previous
decades, for instance the symposia held in Madrid in 1959, Riyadh in 1978, etc.

Elgibali and Taha (1995) reported the Egyptian experience carried out at the American
University in Cairo Arabic Language Institute, which housed the Center for Arabic Studies
Abroad (CASA). Elgibali is in fact an Egyptian scholar, who taught at the American University
in Cairo (AUC) by that time. He was born in 1955 and received a doctorate in general
linguistics from the University of Pittsburgh, Pennsylvania. Elgibali was later known as
instructor and scholar in the filed of TAFL. As a matter of fact, he has taught Arabic in the
United States, Kuwait, Egypt, Lebanon, (ALECSO 1994); he is also the author of several
seminal publications!? (Elgibali 1996, 2005) and associate editor of the Encyclopedia of Arabic
Language and Linguistics (Versteegh 2006-2009). As for Zeinab Taha, she is an Egyptian

12 Cf. https://sllc.umd.edu/user/elgibali
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scholar, who has been teaching Arabic at the AUC since 1981. Taha received her Ph.D. from
Georgetown University in 1995 and was later known in the field of TAFL for co-editing the
Handbook for Arabic Language Teaching Professionals in the 21st Century with Kassem Wahba
and Elizabeth England (Wahba, Taha, England 2006).

In their article issued in the Proceedings edited by al-Batal (1995), the two scholars reported
the teaching methods, modus operandi, frequent problems experienced in the ASL class at the
Arabic Language Institute of Cairo. Not only, they discussed some issues that characterized
the wider debates of that decade and precisely the question of Arabic language proficiency
and testing, mentioning the Arabic Proficiency Test (APT) created in the United States in the
previous decades (see § Development 1970s). In this light, it is worth mentioning the
contributions of some other TAFL scholars of Arab origin, who moved to the United States and
taught at university level there. For example, Raji Rammuny presented the development of
the New APT in his lecture of 1992, and then in the Proceedings of the symposium
(Rammunuy 1995). The scholar was famous because he participated in the Riyadh
Symposium and cooperated in the construction of the APT with other Arab scholars like Sami
Hanna, Salman al-Ani, Hamdi Qafisheh. Between 1991 and 1992 the APT was revised again;
Raji Rammuny now cooperated with Mahmoud Esmail Sieny!3 and a working team consisting
of John Clark, Ernest McCarus, Charles W. Stansfield and Dorry Kenyon (cf. Rammuny 1992).
This time the New APT was field-tested ensuring a high degree of reliability. Furthermore, it
was revised and implemented, as its authors now inserted a section dedicated to speaking,
besides listening, reading and writing (Rammuny 1993). The test aimed to measure general
proficiency in literary Arabic and included simple utterances, conversations, but also radio,
television announcements and gradually increased its level, for example with proverbs, jokes
and poetry readings. In this light, it also followed the ACTFL Arabic Proficiency Guidelines, as it
tested examinees at proficiency levels from Novice High through Intermediate and Advanced
to Superior. It provided a Rater Training Manual, an Arabic Rating Scale and a scoring table
with equivalences between percentage scores and the ACTFL scale. In particular, the Arabic
Rating Scale was created by Rammuny and represented a grid of descriptors organized in four
parameters: comprehensibility (fahm al-istigaba), fluency (talaqa fi al- hadit), quantity
(kammiyya), linguistic and cultural accuracy (naw‘iyya al-istigaba).

The New APT also served a wide range of situations, from placement to measurement of

students’ progress and competency testing. With respect to speaking, the APT aimed to

13 Cf. http://dr-mahmoud-ismail-saleh.blogspot.it/p/blog-page_10.html
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evaluate both learners’ fluency and accuracy in Arabic and this through conversation,
personal background, topic, situation or picture-based questions (cf. Rammuny 1995: 333).
According to Rammuny the examinees taking the oral part were asked not to accommodate
Arabic to the geographical dialects, but rather to use the type of Arabic which was
linguistically and socially appropriate for each situation (cf. id.). In this sense, the Arabic
Speaking Proficiency Test differed from the ACTFL Oral Proficiency Interview (OPI) in terms
of duration and administration. The OPI was and is a 20-30 minutes conversation that
measures how well a candidate speaks a language, by assessing the global speaking ability
(ACTFL 2012). While the OPI was (and is) individually administered by a certified ACTFL
tester, the (New) APT could be handed out to a group of examinees in the language laboratory
(cf. Rammuny 1995: 337). With the 1990s, the two tests history started to converge and
overlap, as Rammuny (1995) declared that both the OPI and the New APT were going to be
administered to Arabic language students in the 1995 Summer Program at the University of
Michigan and at Middlebury College.

In the United States, 1995 saw the publication of another influential TAFL work, and precisely
a textbook: the Al-Kitaab fii Ta‘allum al-‘Arabiyya (hereafter simply al-Kitaab). The first
volume was issued for the first time in 1995 by Georgetown University Press and was
followed by the second and third volume in 1997 and 2001 respectively (Brustad, al-Batal, al-
Tonsi 1995, 1997, 2001). As Nielsen stated, with al-Kitaab the teaching of Arabic acquired a
genuine communicative textbook (cf. Nielsen 2009: 153). Its authors were Kristen Brustad,
Mahmoud al-Batal and Abbas al-Tonsi. In particular the last two were names already known
in the TAFL Arab scene. Al-Tonsi was an Egyptian scholar born in 1950, known for works like
the textbook “Media Arabic” (al-‘Arabiyya wasa’il al-’ilam) co-authored with Nariman
Warraki and published in 1989 by the American University of Cairo. Al-Tonsi was a member
of the Arabic Language Institute of the American University in Cairo; from 1986 onwards he
worked as instructor at the Middlebury Arabic summer school (cf. ALECSO 1994) and is
currently Senior Instructor at Georgetown University School of Foreign Service in Qatar!4.
Al-Kitaab textbook series used Modern Standard, though provided dialogues also in Egyptian
and Levantine Arabic!®; it narrated the story of Maha and Khalid, two Arab Egyptian
characters who lived in the United States and in Egypt respectively. The lessons usually began
with vocabulary, then a text, followed by questions and tasks. Soon after, grammatical

explanations and exercises. At the end of the lesson a series of activities were proposed, e.g.

14 Cf. http://explore.georgetown.edu/people/aa579/
15 Cf. https://www.alkitaabtextbook.com/books/
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role-plays, pair and group activities, reading and listening. According to Nielsen (2009) the
textbook offered the learner a perspective on Arabic language and culture, pointing to the
globalized reality in which Arabic plays a part from the beginning of the 1990s. With the time
the textbook series became known all over the world and was reprinted various times,

reaching its third edition in 2013.

Conclusion
In essence, the 1990s were a period of change in the field of TAFL. While the 1970s and then

1980s saw the growth and development of the subject respectively, in this time span scholars
went beyond the stage of discovery described by Al Naqa (1985a); they faced new challenges
and discussed topics that were poorly debated in the previous period: e.g. Arabic proficiency,
reference levels, teaching Arabic to heritage learners, etc. To this extent, Elgibali and Taha
(1995: 80) affirmed that serious and basic research had to be done on second language
acquisition, teaching methodology, materials development and standardized testing during
the Nineties. Furthermore, the teaching of Arabic as a foreign language now found itself in a
network, where new relationships were established. As the Assistant General Director of
ALECSO Abdelwahhab Bouhdiba stated at the Meeting of Tunis: “we are in the way of

cooperation” (‘ala tariq al-ta‘awun).
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Chapter 7

IN THE 21 CENTURY (2000-2015)

The new century opened with a striking event at international level, which influenced both
the Western societies and the Arab world. This is the case of the attacks of 11t September
2001, commonly referred to as the September 11 attacks or 9/11. These events had
repercussions in the field of Arabic language learning teaching. The number of students of
Arabic in American universities grew steadily, and as Nielsen (2009: 154) pointed out figures
showed an increase of 92.5 percent between 1998 and 2002. Students passed from 5,505 to
10,584 (Welles 2004) and a similar development took place in Europe. The attacks of
September 11 were not the only reasons of the increase of enrolment rates in Arabic language
courses at university level. In this, the cultural and economic globalization, together with the
political changes in the Middle Eastern region played a key role in it. As a matter of fact, the
Arab world was - once again - at the center stage of the international political scenario, with
the ongoing Arab-Israeli conflict and the beginning of the war in Iraq in 2003. To these
happenings, one should add a rising phenomenon in Western societies. Arab migrants now
represented a significant slice of the population, bringing their culture and making Arabic
become a minority language, spoken in many parts of the public sphere in Europe and the
United States (cf. Nielsen 2009).

In this period, some eminent TAFL scholars, continued to give their contributions to the field.
Among them for example: Yusuf el Khalifa Abu Bakr, who participated in the Riyadh
Symposium of 1978, Ali Ahmed Madkour, Rushdi Ahmed Taima, Mahmoud Kamel Al Naqa, the
first Director of Ma‘had al-Riyad Mahmoud Esmail Sieny, hereafter called Mahmoud Esmail

(Sieny) Salehl. Their works became the basis for further discussion (e.g. Sieny and al-Amin

L At a certain point of his career, the famous Saudi scholar Mahmoud Esmail Sieny (Sini) substituted his last
name with Saleh (Salih). The idea of changing his name was not new to him though, since he already authored
works under the name of Mahmoud Esmail (CIsma‘l) in the past (e.g. Esmail [Sieny] 1975). However, if until the
mid 1990s the scholar published his works mainly under the name of Sieny, from the end of the decade his
production appears under the name of Mahmoud Esmail Saleh. For instance, at the time of the Khartoum
Symposium of 2000, the scholar had already changed his last name, so that if one looks at the lecturers that took
part in the meeting, the name Sieny does not appear anytime. Today, the blog of the Saudi scholar is named after
the new last name and not the elder one. For the sake of clarity, [ will mention both names in the dissertation:

161



1982; Taima 1985, 1989) as certain scholars relied on them and not only on foreign works, a
phenomenon already witnessed in the previous decade (see § New Challenges 1990s), which
saw TAFL gradually turning into a subject based on Arab scholars’ reference sources. Then,
another group of scholars started to establish themselves as experts in the field of Teaching
Arabic as a Foreign Language. Even if the aforementioned renowned names of TAFL still
continued to issue their contributions, other younger scholars now participated in the debates
on TAFL (e.g. Amel Arbi, Abdulaziz Alosaili, Zeinab Taha, Iman Ahmed Haridi). These scholars
reported theories that remained previously untouched by TAFL Arab scholars such as the
Prague school, the Silent Way (tariga samita) by Caleb Gattegno, the Natural Approach by
Stephen Krashen or the Language Acquisition Device (gihaz iktisab al-luga) by Noam
Chomsky (cf. Alosaili 2002). In general, all scholars displayed a scientific and up-to-date
approach to the discipline, an aspect that put them in connection with the good practices and
the scientific accuracy of the TAFL Arab scholars who wrote on the subject in the previous
decade. In particular, the Saudi scholar Abdulaziz Alosaili (al-‘Usayli) dedicated much
attention to the specificities of AFL Muslim learners, who represented the core market of
Saudi TAFL institutes and the focus of Saudi TAFL itself from the very beginning (see §
Development 1970s; New Challenges 1990s). These learners needed not only particular care,
but also different learning material, as other scholars highlighted in the previous period (e.g.
Bahjat 1980; Taima 1982; Sieny 1991, 1994, 1995). In addition, Alosaili highlighted the fact
that some teaching methods like the audio-lingual one matched only in part with the
peculiarities of the Arabic language, for their typical communicative situations did not favor
learners of MSA in their interactions with Arabic speakers (natiqiin bi-I-luga). Similarly, AFL
Muslim learners could hardly take advantage from the communicative approach. Alosaili was
not the only author that showed this professional awareness though. In 2004, Abdullah al-
Hamid reedited the AFL textbook series of Al-Imam Muhammad Ibn Saud Islamic University
of Riyadh (al-Hamid 2004 [1986]), which was mainly dedicated to train AFL Muslim students

in Arabic, but also in the Arab-Islamic culture, and overall its religious aspects.

Wider Debates
One of the most debated themes of TAFL ever since, teachers’ training, was put again in the
limelight in this decade, right from its beginning. In October 2000, ALECSO organized a

symposium at Ma‘had al-Hartum. This was entitled “Symposium for the development of the

Mahmoud Esmail (Sieny) Saleh and provide cross reference in the bibliography. In particular, see under the
names: Esmail [Sieny], Saleh [Sieny], Sieny.
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programs for teachers of Arabic to speakers of other languages” (nadwa tatwir baramig ’i‘dad
mu‘allimi al-luga al-‘arabiyya li-I-natiqin bi-lugat uhra). As it happened in the 1990s, the
lecturers that took the floor during the Symposium highlighted some best practices in the
field. For example, Essaid M. Badawi informed the audience on the Master of Arts on TAFL
organized at the American University in Cairo from the late Seventies; Muhammad Zayd
Baraka reported the know how of Ma‘had al-Hartum, and Tag al-Sir Bashir (Tag al-Sirr Basir)
the experience of the International University of Africa (IUA) Arabic Language Institute,
hereafter shortened IUA Institute (Bashir 2000). In addition, Hadid al-Sa‘idi (Hadid al-Sa‘idi)
reported the experience of the “Arabic language teaching division” (Su‘ba ta‘lim al-luga al-
‘arabiyya) of the Islamic University of Medina (al-Sa‘idi 2000). To these lectures, one may add
other more focused presentations, such as the one by the Palestinian scholar Khalil Ahmed
Amayra (‘Amayra), who stressed the cultural preparation of TAFL teachers (Amayra 2000),
the Saudi scholars Mahmoud Esmail (Sieny) Saleh and Abdulaziz Alosaili (al-‘Usayli), who
discussed the professional aspects of TAFL teachers’ training and the implications of
microteaching (tadris musaggar) in the training sessions, respectively (Alosaili 2000; Saleh
[Sieny] 2000).

These last lectures together with other scholarly contributions of the following years
concentrated more on TAFL teacher’s profile, an offshoot of teachers’ training, which had
been already discussed in the previous decades (Madkour 1985; Souissi 1992; Badran 1992)
and was now put again under discussion. In particular, in 2002, Abdulaziz Alosaili denounced
the fact that prospective teachers of AFL lacked of preparation in education and were not
proficient in any foreign language. For this reason, they only read works in translation, which
however represented a little part of the references on Foreign Language Teaching available.
Nonetheless, AFL instructors were usually knowledgeable about Arabic and its literature; but
despite this fact, the Saudi scholar added that they had to master also the history of the
language and its developments in order to teach Arabic in class (cf. Alosaili 2002: 266).

Of note, a more complete contribution on the topic in the work by Madkour and Haridi
(2006), where the authors provided a series of guidelines for the proper training of the TAFL
teacher and a list of common themes that this last should know in order to teach Arabic. In
specific, the authors took inspiration from both Arab and non-Arab scholars (Caruso 1982;
Catron and Allen 1993; Jabir 2000) and affirmed that the ideal teacher should be motivated
(Sahsiyya dafi‘iyya), behave professionally (suliitk mihni) and have a propensity for success

(tawaguh nahwa al-nagah), (cf. Madkour and Haridi 2006: 196). Once again, the topic of TAFL

163



teachers’ training took the lion’s share among the debates on Teaching Arabic as a Foreign
Language, showing that from 1970s on the discussion was not fully exhausted yet.

In January 2003, ALECSO organized another symposium, this time dedicated to the teaching
of Arabic for specific purposes. The symposium was held at Ma‘had al-Hartim and was
entitled “Symposium on the teaching of Arabic for specific purposes” (nadwa ta‘lim al-luga al-
‘arabiyya li-agrad hassa). In this occasion, lecturers either spoke about the main topic of the
meeting, for example: Taima (2003), but also al-Imam (2003), who made a presentation on
Arabic for journalism (al-‘arabiyya li-agrad sahdfiyya). In addition, they reported other
themes, e.g. the AFL teachers’ linguistic requirements (Abu Bakr 2003), the TAFL experience
carried out in the American schools and paid special attention to the Muslim American Society
Council for Islamic Schools (MASCIS), (cf. al-Rih 2003).

Always related to this field, one can find the reflections made by Alosaili in his work published
one year before (Alosaili 2002). The Saudi scholar’s main aim was that of describing AFL
Muslim students’ writing problems, who represent a typology of learners related to Arabic for
specific purposes, and precisely “Arabic for religious purposes” (ta‘lim al-luga al-‘arabiyya li-
agrad diniyya). In this light, Alosaili discussed the specificities of this kind of learners and he
underlined that AFL Muslim students often tend to write words, which follow the Quranic
version instead of the MSA one (e.g. ‘ayyu-ha instead of ‘ayyu-ha). This discussion, indirectly
links Alosaili to a wider reflection, namely the pedagogical implications of “Teaching Arabic
for specific purposes”, which differ from TAFL in general. As a matter of fact, AFL Muslim
learners have usually been exposed to Arabic before, especially for what concerns written
texts like the Holy Qur’an and its recitation. As a result, the classes of AFL Muslim learners
differ from simple AFL ones, and can be partially associated with ASL students’ learning
process and the dynamics of TASL in general.

At the end of 2003, Ma‘had al-Hartim organized another meeting, which grouped TAFL
centers directors of the Arab world, as it happened in Tunis in the early Nineties. Not by
chance, the meeting bore quite the same name: “Meeting of TAFL centers directors” (igtima“
mudirt ma‘ahid ta‘lim al-luga al-‘arabiyya li-I-natiqin bi-lugat "uhra), hereafter referred to as
the “Meeting of Khartoum”. During the meeting, the centers directors took the floor and spoke
about various topics. Among them, for example, Rushdi Ahmed Taima who spoke about TAFL
centers in general (Taima 2003b). The fact that directors managed to gather again in one
dedicated occasion to discuss the state of the art and future challenges of the institutes and
TAFL in general, means that the aims of the International Cooperation Board established

during the 1980s and then 1990s were somewhat fulfilled and a sort of network was created.
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In September 2009, another important event on TAFL took place, this time outside the Arab
world, in Spain. The “Congreso Internacional sobre Ensefianza de la Lengua Arabe como
Lengua Extranjera” (Arabele2009) was held in Madrid at Casa Arabe. This congress was
different from the others that took place in the same decade, and it reminded of those huge
networking opportunities that characterized the early days of TAFL in the Arab world.
Arabele2009, in fact, managed to gather TAFL scholars from the Arab world, Europe and
North America; it had not only a regional scope but also an international one. There TAFL
scholars had the possibility to exchange points of view and experiences once again, as it
already happened in the past, for instance during the symposia held in Riyadh or Rabat
between the end of the Seventies and the beginning of the Eighties. Scholars spoke about
diglossia, teaching methods, new technologies applied to TAFL, error analysis, Arabic
language proficiency, etc. (e.g. Alosh 2010; Younes 2010). Their contributions were collected
one year after in the Proceedings of the Congress by Aguilar, Pérez Cafiada and Santillan
Grimm (2010). The success raised by this event encouraged organizers to propose again
another meeting three years after in the same setting (see § The Present Period).

Other debates discussed in this time span involved the question of diglossia, adequacy of
teaching methods in connection with Arabic, AFL textbooks. In particular, the matter of
diglossia still was at the center stage of the general debates on TAFL. However, this time it
was integrated in the TAFL researches proposed by Arab scholars (Arbi 2001; Alosaili 2002;
Madkour and Haridi 2006), often as a starting point in order to further develop the
discussions on “how” to teach Arabic and not as the main focus of the research itself. For
example, Alosaili encouraged studying Modern Standard Arabic, which he described as the
language of the Holy Qur’an and did not place much attention on colloquial varieties, which -
according to him - are not destined to become independent languages (Alosaili 2002: 177). At
the same time, the Saudi scholar highlighted the inadequacy of some teaching methods like
the audio-lingual one (tariqa sam‘iyya Safahiyya) in connection with MSA. The method in fact
fostered communicative situations that resulted unprofitable for those learners who wanted
to get in contact with Arabic language speakers. This dysfunction was due to the diglossic
nature of Arabic, to which Alosaili referred by citing the levels of Arabic (mustawayat al-luga
al-‘arabiyya) theorized in the influential work by Badawi published in 1973 (cf. Badawi 1973).
Also Madkour and Haridi (2006) dealt with the matter of diglossia and mentioned Badawi’s
levels of Arabic, then left the topic to discuss more practical applications of Arabic language

teaching. From another point of view, Munther Younes (2010) gave another contribution to
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the integrated approach, previously mentioned (see § New Challenges 1990s), which
combined the study of both Modern Standard and colloquial Arabic.

Another debate that drew scholars’ attention was the partial adequacy of Foreign Language
Teaching (FLT) theories and methods in connection with the Arabic language specific status.
In this sense, Alosaili (2002) pointed out that the orientations and visions conceived in the
teaching of foreign languages in general by European or North American scholars either could
be applied on the Arabic language easily or had to be discussed again and consequently
modified. The question raised by the Saudi scholar may have come from his own reflections
and observations, especially those stemming from his numerous readings, which also
included North American and European FLT scholars. However, this question could be also
observed in connection with another important issue, which has kept scholars busy until
today: the implementation of the Common European Framework of Reference for languages
(CEFR) on Arabic. As a matter of fact, the translation of the CEFR into Arabic raised a debate
and many scholars asked themselves whether the document could be considered a proper
tool and framework of reference for Arabic. The discussion is ongoing still today both among
Arab scholars and non-Arab ones to such an extent that in October 2014 the Université du
Québec a Montréal organized the first international conference dedicated to the implications
of CEFR and Arabic: the Conference entitled “Le CECRL et la didactique de 'arabe: bilan et
horizons”. There, in other previous and later occasions, scholars had the opportunity to
discuss this specific matter (i.e. Toonen 2009; Khalifa 2011; Amin, Sheb, Abd El Salam 2012;
Facchin 2012, 2014a, 2014b; Higueras 2012; Runge 2012; Aguilar 2014; Norrbom 2014;
Pashova 2014; Sa‘id and Muhammad 2014; Sucin 2015; Soliman 2016).

Last but not least, during this time span, elder debates were discussed by scholars, who drew
the attention to classical TAFL criticalities for another time. In particular Alosaili (2002),
Madkour and Haridi (2006) presented the problem of AFL textbooks, a topic widely discussed
in the previous decades, especially during the 1980s, when the first versions of the Basic
Arabic course were issued (e.g. Badawi and Younis 1983; Taima and Al Naga 1983). In this
period, scholars denounced that the morphological rules were often introduced randomly in
textbooks, explained through classical methods and ordered according to the Arab

morphological essays, which did not take into consideration AFL learners training needs.

Methods

During this time span, TAFL Arab authors cited old and new methods, and at the same time

took stances. For instance, Alosaili (2002) reported the language teaching methods that
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succeeded one another in history (see “method” in the English-Arabic § Glossary) and he
mentioned the most influential theories on which these methods laid their foundations,
together with their theoreticians: e.g. Pavlov, Skinner, Edward Lee Thorndike, Ferdinand de
Saussure, John Watson, Henry Sweet, Otto Jespersen, Jean Piaget, Leonard Bloomfield, Robert
Lado, Stephen Krashen, Noam Chomsky, etc. These theories were the structural (nazariyya
bunyawiyya), behavioral (suliikiyya), cognitive (ma‘ifiyya) and transformational-generative
(tawlidiyya tahwiliyya) theories. The report echoed a more exhaustive work by the same
author issued in Riyadh three years before (Alosaili 1999). The work was entitled “Linguistic
and psychological theories and Arabic language teaching” (al-Nazariyyat al-luagwiyya wa-al-
nafsiyya wa-ta‘lim al-luga al-‘arabiyya), as it was devoted to the theme of foreign language
methods and theories.

Even if Alosaili (2002) tried to outline an unbiased overview on language teaching methods,
leaving the reader to form his own opinion on the topic, finally he also took stances. In this
light, the scholar favored the natural approach (tariqa tabi‘iyya), which he however described
as difficult to carry out in class since no books, teaching tools or materials are usually
contemplated (Alosaili 2002: 297). Above all, the scholar inclined towards good
pronunciation (nutq salim), the four language skills as the objective of language learning,
communication and a general eclecticism in language teaching. In this sense, the scholar
affirmed that there was no right method, since age, levels, language and cultural background
of learners affect teaching practices. As al-Kassimi (1979) and Al Naqa (1985a) previously
stated eclecticism in teaching was a question of combining various methods so to develop all
language skills and choose the activities that most suited learners’ specific training needs.
However, contrary to his predecessors, who called the eclectic method “tariqa intiqa’iyya”,
“tawlifiyya” or “muhtara” (chosen method) (al-Arabi 1981), Alosaili maintained that these
were inaccurate expressions for the method was not eclectic itself, though presented a wide
range of eclectic activities (ansita) and teaching styles (asalib) that were appropriate
according to needs and situations. For this reason, the scholar preferred to call the eclectic
method: tariqa al-haga literally “method of need” or tariqa al-mawagqif “situational method”,
which practically focused on the same principles described by the other Arab scholars (al-
Kassimi 1979, al-Arabi 1981, Al Naqa 1985a).

Alosaili’s vision of language was inspired by a multitude of readings, e.g. Noam Chomsky
(1972 [1968]), Stephen Krashen (1987) and Robert Lado (1988), only to cite a few famous. In
this sense, he reported the Natural Approach (madhab tabi‘i) by Stephen Krashen and Tracy
Terrell (1983), which was rarely mentioned by other TAFL Arab scholars in the past. The
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Natural Approach was a new kind of philosophy, which largely influenced the panorama of
foreign language teaching. The approach should not be confused with the “Natural Method”,
which was followed a century earlier in Cambridge, Massachusetts, at the school of foreign
languages founded by Gottlieb Heness and L. Sauveur. In this light, the Natural Approach is
not the direct descendant of the “Natural Method”, which then took the name of “Direct
Method”?, even though it lays its foundations on the same common basis. The Natural
Approach distinguished itself for being mainly a teaching philosophy rather than a method (cf.
Serra Borneto 2005 [1998]: 253). It was also based on five hypotheses and followed
principles similar to those ruling the natural process of first language acquisition. Alosaili
(2002) himself reported some of these hypotheses, namely the monitor theory (nazariyya al-
muraqib), the input (i + 1) hypothesis (fardiyya al-dahl al-lugawi) and the affective filter
(musaff infi‘ali), which were consequently made available to Arab scholars and readers in
general.

According to Alosaili, language was firstly a question of communication, be it spoken or
written (cf. Abdulmawjud 1984), but also the representation of a speech community’s identity
(Alosaili 2002: 26). Even though communication played a key role in Alosaili’s vision of
language acquisition process, the scholar was not in favor of the communicative approach
(madhab ittisali) a priori. He affirmed - in fact - that certain learners like AFL Muslim ones
could hardly take advantage from it, for the approach did not fulfill their training needs. In
addition, contrary to what Ryding Letzner (1978) affirmed, the Community Language
Learning approach was also considered not suitable for AFL Muslim students by Alosaili
(2002: 378) since it used a range of terms derived from the Christian tradition, which did not
match with the target learners. Similarly, the audio-lingual method was also judged
unprofitable by the scholar for its typical communicative situations (mawagqif ittisaliyya) did
not favor learners of MSA in general in their interactions with Arabic speakers (natiqtn bi-I-
luga). Furthermore, grammar and morphology were considered interlaced with one another,
so that they could not be separated. In this, Alosaili took inspiration from the Egyptian linguist

Kamal Muhammad Bishr (BisSr), who described the relationship between morphology and

2 One should make clear that the aforementioned “Natural” or “Direct Method” is a teaching philosophy
developed in a particular setting in place and time, namely the language school of Cambridge, Massachusetts,
founded by instructors Gottlieb Heness and L. Sauveur in the second half of the 19t century. In this sense, it does
not relate to what is frequently referred to as “direct” or “natural method” in this research, which is a practical
kind of teaching that was also named either “direct” or “natural” according to the different cases and
theoreticians that dealt with it, e.g. the “direct method” of Jan Amos Komensky (Comenius), the “natural method”
by Abbé Pluche, etc. (cf. Titone 1980). Generally, I refer to the general practical method (also called “direct” and
“natural”) with small letters, while the “Natural Method” by Heness and Sauveur is distinguished by capital ones.
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grammar with a metaphor, where the former is the building material, while the latter is the
building itself (cf. Bishr 1969: 23).

From the practical point of view, Alosaili encouraged the use of declension (’i‘rab), for it
fostered good pronunciation and knowledge of grammar (Alosaili 2002: 214). Not only, he
favored gradual introduction of useful vocabulary, which had to be selected according to the
principle of diffusion (kalima $a’i‘a al-isti‘mal) and taught step by step, in compliance with the
learners’ level (id. 243). In addition, the scholar favored the use of authentic texts (nass haqiqi
or tabi7), communicative exercises (ittisali), not automatic (ali) and the respect for the
diversity of learners. The scholars’ positions remind of other authors, who made similar
utterances in the past, first of all Raji Rammuny (1980c), but also Al Naga (1985b), Sieny,
Abdelaziz, Husayn (1985), Taima (1982, 1986), al-Gafsi (1986), IBLV (1990), Brustad, al-
Batal, al-Tonsi (1995, 1997, 2001), who all embraced the communicative approach either

from the theoretical or practical point of view.

Scholarly Production

The scholarly production of this period generally regarded textbooks, articles, theoretical
treatises, experimental projects, on-line resources and translations. Scholars concentrated on
many themes such as TAFL best practices (Badawi 2000; Baraka 2000; Bashir 2000; al-Sa‘idi
2000; al-Rih 2003; Madkour and Haridi 2006), Arabic language teaching for special purposes
(Taima 2003a), diglossia (Younes 2010), common problems among AFL learners, TAFL
teacher’s profile (Alosaili 2002; Madkour and Haridi 2006), Arabic language teaching methods
and testing.

In general, the works published in this decade were characterized by exhaustiveness, in a way
that they tended to examine all aspects of the discipline. For instance, Arbi (2001) and Alosaili
(2002) took into consideration eminent Arab authors of the past (e.g. Ibn Ginni, Ibn Haldiin),
but also North American and European scholars of foreign language teaching, like Ferdinand
De Saussure, Henry Sweet, Edward Sapir, Leonard Bloomfield and Noam Chomsky, together
with TAFL Arab authors. This was a trend also witnessed among other TAFL Arab scholars in
the previous decades (e.g. Souissi 1979; al-Kassimi 1979; Hassan 1980; Souissi 1992, etc.).

In 2002 (1423 H), the Saudi scholar Abdulaziz Alosaili wrote “Fundamentals of teaching
Arabic to speakers of other languages” (Asasiyyat ta‘lim al-luga al-‘arabiyya li-I-ndatiqin bi-
lugat uhra), which was printed in Mecca. Alosaili is a Saudi scholar, who obtained his Master’s
Degree at Al-lmam Muhammad Ibn Saud Islamic University of Riyadh in 1985, with a research

on the oral mistakes among AFL learners (Alosaili 1985). He studied at the University of
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Pittsburgh, Pennsylvania, then he became the Director of the Arabic Language Teaching
Institute of Al-Imam Muhammad Ibn Saud Islamic University of Riyadh and is now Professor
of applied linguistics in the same university. In the recent years he cooperated with foreign
institutions, for example with the University of Leeds for the data collection for the Arabic
Learner Corpus project (al-mudawwana al-lugawiyya li-muta‘allimi al-luga al-‘arabiyya)3.
Alosaili’s work of 2002 was part of a book series issued by Ma‘had Umm al-Qura entitled
“Researches on Arabic language and literature” (silsila buhtit al-luga al-‘arabiyya wa-adabi-
ha), which differed from the series published during the 1980s and dedicated to TAFL. The
work represented a good tool for Arab scholars working both in the field of TAFL and Foreign
Language Teaching (FLT) in general, for it provided theoretical explanations and practical
examples for a wide range of FLT methods that mainly generated in non-Arab contexts (e.g.
grammar-translation, direct, natural, reading methods, Total Physical Response, Community
Language Learning, etc.). Every method was introduced by the author through its main
features, teacher’s and students’ roles in class, and finally pros and cons. Nonetheless, the
focus on TAFL dominates an important part of the publication. According to Alosaili the work
aimed to integrate various aspects and experiences of TAFL in one comprehensive work,
which took into account the peculiarities of the Arabic language (hasa’is al-luga) together with
linguistic and educational principles (cf. Alosaili 2002). In specific, the scholar dedicated one
chapter to Arabic language peculiarities only, which differed from other languages
specificities from the point of view of history, religion, culture, etymology (istiqgaq), etc. In this
light, the discourse on TAFL brought by Alosaili distinguished itself for its maturity, as it
displays a connection between the Arabic language specific nature and applied linguistics,
often resorting to prime examples derived from the scholar’s disparate readings. For this
reason, the work is not only an imitation of a foreign language teaching treatise, like it
sometimes happened in the past, though an Arabic-language-oriented analysis, which is based
on a wide range of reference works dealing with linguistics, Arabic language, but also religion,
translation studies, etc. (e.g. Bishr 1969; Younis 1978; al-Kassimi 1979; Abdulmawjud, Taima,
Madkour 1981; Sieny and al-Amin 1982; Bakalla 1983; Abdulmawjud 1984; Al Naqa 1985a;
Fahmy 1985; Ibrahim 1985; Taima 1985, 1989; Ibn Murad 1990; Hassan 1994).

In general, among the themes exposed in the work, one can find: general linguistic
considerations, Arabic diglossia, common problems among AFL learners, the genesis of TAFL,

the TAFL teacher’s profile, methods, teaching unit and testing. From the historical point of

3 Cf. http://www.arabiclearnercorpus.com/
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view, Alosaili took a dive into the past, as he retraced the history of TAFL starting from the
first centuries of Islam. In essence, the Saudi scholar retraced what Fahmy (1985) did some
years before. He began to narrate the genesis of TAFL in the Muslim countries of Asia, and
precisely in Iran, Pakistan and India, not forgetting the process of arabization (intisar al-
‘arabiyya) and islamization of these places. In this light, Alosaili did not distance much from
those scholars who made similar utterances, still in other terms, and maintained that TAFL
generated outside the Arab world. Some of them described the genesis of TAFL, giving
examples in the Western context (Mekki 1966; Souissi 1979; Muhammad Ahmad 1980;
Badawi 1992; Versteegh 2006), while some others in the Asian one (Fahmy 1985; Alosaili
2002). However, as we have understood from the previous chapters (see § The Birth of a New
Branch) TAFL - as we know it today — was born both inside and outside the Arab world at the
same time, since it sprung from the scholarly exchange between the new independent Arab
countries and the rest of the world. In this sense, Alosaili himself declared that the modern
TAFL differed from the old one because scholars and instructors now based themselves on
scientific principles of language teaching and linguistics (cf. Alosaili 2002).

From a practical point of view, Alosaili listed the most common learning problems among AFL
students. In this, he highlighted pronunciation problems, which often come from the
interference with learners’ first language, but also the difficulties linked to the writing system,
morphology, grammar, lexicon (e.g. false friends), culture, etc. The information that he
provided were extracted firstly from his Master’s Degree thesis, which revolved around
speaking mistakes (Alosaili 1985), secondly from the lecture of Ahmad Mukhtar Omar, who
presented at the Symposium of Medina in 1981 and put in the limelight the phonetic
differences between learners’ mother tongue and the target language (cf. Omar 1986).
However, Alosaili did not limit himself to a mere problems list, though he tried to provide
solutions to them. The Saudi scholar, in fact, proposed a series of guidelines related to the
introduction of sounds (tadarrug fi taqdim al-’aswat), which proceeded gradually from the
simplest to the hardest, according to the principle of diffusion (or absence, by contrast)
among languages in general (cf. Alosaili 2002: 200). Not only, in order to cure pronunciation
problems, Alosaili suggested explanations and the use of pairwise language comparison
exercises (tuna’iyyat sugra), as many others did in the past (Nasr 1978; Souissi 1979; Sieny,
Abdelaziz, Husayn 1985; Algmati 1992).

Of note, another scholarly publication printed in Egypt in 2006: “Teaching of Arabic to non-
native speakers” (Ta‘lim al-luga al-‘arabiyya li-gayr al-natiqin bi-ha) by Ali Ahmed Madkour

and Iman Ahmed Haridi. The work represented another comprehensive volume on TAFL. It
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dealt with several topics, such as the teaching of Arabic as a foreign language inside and
outside the Arab world, curriculum design, teaching methods, frequent problems among AFL
learners, the teaching of Arabic for specific purposes, the training of trainers and most
important the implications of Arab-Islamic culture teaching in the class of Arabic as a Foreign
Language (AFL). Madkour and Haridi highlighted the fact that teaching culture in the AFL
class was often a question of religious themes and sources, like reading of the Holy Qur’an,
hadit, or explanations of Islamic law (figh). In this sense, the two scholars refused this
superficial vision and embraced a wider concept of culture, which included also
anthropological aspects. Ali Ahmed Madkour is a scholar that obtained his Ph.D. at London
University; he wrote his first contributions in the field of TAFL in the early Eighties (Madkour
1985) and still continues until the present day.

In this time span Tunisia registered a sizeable activity in the field of TAFL, especially for what
concerns dissertations. Among them, one can cite “The teaching of Arabic as a foreign
language” (Ta‘limiyya al-luga al-‘arabiyya luga agnabiyya) by Amel Arbi (al-‘Arabi) and “On
deduction problems in the teaching of Arabic as a second language in the French institutes of
Tunisia” (Min qadaya al-istidlal fi ta‘lim al-luga al-‘arabiyya luga taniya bi--ma‘ahid al-
faransiyya bi-Tinis) by al-Hashimi al-Ardaoui (al-‘Ardawi). The first dissertation was
prepared at Institut Supérieur de Education et Formation Continue (ISEFC) of Bardo (al-ma‘had
al-ali li-I-tarbiya wa-I-takwin al-mustamirr) in 2001. The author, Amel Arbi, is a Tunisian
instructor of the Bourguiba School, with international experience, e.g. at Deakin University,
Melbourne (Australia). In her unpublished dissertation, the scholar examined the first level
book of the silsila gadida of Bourguiba School (al-Gafsi 1986) and analyzed it from various
perspectives: lexical, grammatical, morphological, etc. The second dissertation was defended
at ISEFC as well, in 2004. The Institute, in fact, prepared a series of experts in the field of
education, linguistics and also TAFL. This time the author is al-Ardaoui, who dedicated much
attention to a more specific topic, but not for this less important: the question of deduction in
TASL. The dissertation by al-Ardaoui also dealt with a series of other topics, like general
considerations on Arabic language and linguistics, comprehension problems among ASL

school pupils, evaluation and action research*.

4 With “action research” I refer to a type of self-reflective analysis used by teachers in order to test their ideas,
teaching styles, curriculum and students’ learning process. For this reason, action research is also called
“reflection in action” or “self-reflective enquiry”. See i.e. Easen (1985), Henry and Kemmis (1985).
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Testing was also a theme debated in this period among TAFL Arab scholars as previously
anticipated. For instance, Alosaili (2002) provided an extensive explanation on language
testing in general, which mainly took from North American authors like Henning (1987),
Worthen and Sanders (1987), but also Arab ones, such as Taima (1989) and Muhammad
(1996). After discussing terminological issues, the Saudi scholar went on to explain language
testing fundamental principles (e.g. reliability, validity, practicality, etc.), and then gave
examples on test typologies. In this sense, he commented that some test typologies were more
diffused than others in TAFL Arab centers. These were the essay test (ihtibar al-maqal), which
is composed by open questions that could be responded by candidates through free
expression and open answers. Not only TAFL centers programs also contemplated criterion
referenced tests (ihtibar dawat al-ma‘ayir al-tabita), power tests (ihtibar al-ma‘rifa or al-
quwwa) and achievement tests (ihtibar al-tahsil), so to measure students’ levels of language

acquisition (cf. Alosaili 2002: 437).

With respect to AFL textbooks and courses, one should mention the new edition of the Al-
Imam Muhammad Ibn Saud Islamic University textbook series, which was published in 2004
and edited by Abdullah al-Hamid (al-Hamid), a well know personality in Saudi Arabia, for he
was not only an expert in the field of TAFL, but he is also a poet, university professor and
famous human rights activist. The textbook series was devoted to Arabic language teaching,
but it also dealt with Arab-Islamic culture since the target learners were mainly AFL Muslim
students, who aimed at mastering Arabic and practicing Muslim life. In this sense, another
textbook series was published in Syria in 2006, which aimed to train students with the same
focus. The series was divided in three volumes and was entitled “Fundamentals of Arabic as a
foreign language” (Asas al-luga al-‘arabiyya li-ta‘lim gayr al-natiqin bi-ha). The three volumes
were realized by a group of authors chaired by Abdullah Abbas Nadwi (‘Abbas Nadwr).

With respect to the republication of famous textbooks, one should not avoid mentioning the
new edition of the “Basic Arabic course for speakers of other languages” (al-Kitab al-asasi li-
ta‘lim al-luga al-‘arabiyya li-I-ndtiqin bi-lugat uhra) by Taima and Al Naga in 2009. The
textbook was one of the former examples of basic courses for AFL learners written in the
1980s, now revised by the two Arab scholars together with other key figures of the TAFL
history such as Ali Muhammad Elfiky (al-Fiqi) and two former directors of Ma‘had Umm al-
Qura Abdallah al-Jarboa and Abdallah al-Abadi (see § Development 1980s).
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For what concerns the North American context, one should cite some influential works that
were printed in the time span analyzed in this chapter. First of all, in 2006, Kassem Wahba,
Zainab Taha and Liz England edited Handbook for Arabic Language Teaching Professionals in
the 215t Century. The work collected a series of contributions by TAFL experts from all over
the world, especially the United States, the Arab region and Europe. It further developed the
discussions on TAFL collected by al-Batal in 1995 and imposed itself as an important
reference work in the field of TAFL, to such an extent that it became the basis of other books
and debates (cf. Aguilar, Pérez Cafiada and Santillan Grimm 2010). In 2013 another work
added to the “trilogy on TAFL” printed in the United States (al-Batal 1995; Wahba, Taha,
England 2006; Ryding 2013). This was the case of Teaching and Learning Arabic as a Foreign
Language: A Guide for Teachers by Karin Ryding. In her work, Ryding analyzed the field from
various perspectives, above all the one that favored teachers of Arabic in teaching and
learning practices.

Last but not least, the last fifteen years saw the translation into Arabic of an influential
document in the field of modern foreign languages: the Common European Framework of
Reference for languages (henceforth CEFR), (CoE 2001). The work was firstly printed in 2001
and it quickly became an important reference in the field of modern foreign languages in all
its branches, from planning, to testing, etc. The work was then translated into 40 languages,
both European and non-European ones. As for Arabic, the translated version was printed in
Egypt in 2008 by the Goethe Institut Agypten in cooperation with Elias Publishing House and
was named al-’Itar al-murgi‘T al-’urubbi al-mustarak li-lugat (CoE 2008). At the very end of the
first decade of the 21st century, the document did not have much appeal either on the Arab
FLT panorama or on TAFL. In this sense, the CEFR adoption process is still in progress today
within the language institutes of the Arab world. From the scientific point of view the CEFR
Arabic version brought a wide range of specific terminology in the Arab world and stressed
the discussion on the “fifth language skill”, namely oral interaction (tafa‘ul Safawi), which was
later debated by arabists such as Aguilar (2014). The Spanish scholar discussed the
implications of oral interaction, the Arabic language and TAFL. In particular, she encourages
the simultaneous teaching of MSA and one colloquial variety. With this in mind, she takes the
CEFR’s 5 language skills and applies them to the language testing of the two varieties.
According to Aguilar, listening and reading should be tested both in MSA and colloquial,
writing only in MSA, speaking and interacting only in colloquial Arabic (see § The Idea of

Language).

174



Conclusion
To conclude, the period that goes from 2000 to 2015 saw the succession of many historical

landmarks in the field of TAFL, from symposia and meetings, through scholarly publications,
to on-line projects. In general, Arab scholars showed a marked exhaustiveness, since they
aimed to analyzed TAFL from various perspectives, included new ones. In this, TAFL Arab
scholars tried to keep in connection with the modern developments of foreign language
teaching and consequently apply them to the Arabic language peculiarities and to TAFL in

general, which they recognized being different from the teaching of other languages.

175



ANNEXES



Chapter 8

SCALES OF LEVELS AND GUIDELINES

The question of language proficiency is a crucial topic in the field of foreign language teaching
together with other general discussions like language planning, testing, classroom practice,
etc. The teaching of Arabic as a foreign language did not remain untouched by this debate,
since the discourse on reference levels, proficiency guidelines and institutional framework
was faced by scholars in numerous discussions and very different ways since the birth of
TAFL.

The focus of the present section is to shed light on scales of levels and guidelines created by
TAFL scholars for all sorts of purposes, for instance: curriculum design, Arabic language skills
measurement, AFL class proficiency management, testing, etc. In this sense, grids, lists of
descriptors, scales and guidelines that try to define different proficiency levels are taken into
consideration. The contents of these scales and guidelines do not classify those Arabic
language levels (e.g. Badawi 1973) that pertain the domain of diglossia, indeed they refer to

the didactic practice.

Terminology

The theme of language proficiency brings into play a series of concepts, which should be
clarified so that the reader can go through the dissertation with ease and have a clear idea on
the subject matter of the discussion.

First of all, “language proficiency” describes the good knowledge of a subject because of
training and practice. It generally refers to ability, skills and competences and it is usually
translated in Arabic with kafa’a or kifaya (i.e. Badawi 1992; Rammuny 1993; CoE 2008; Alosh
2010). Certainly, language proficiency calls into question the concepts of ability (qudra),
language skills (mahara) and competences (kafa’a or kifaya), which were widely discussed in
the previous chapter (see § The Idea of Language) and constitute the basis of the whole
discussion.

The practical needs of language teaching often imply that learners’ proficiency in a given

foreign language is measured and for this purpose a series of regulations or standards are
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usually established. Scales of levels and guidelines, therefore, classify learners’ language skills
and competences according to a grade or level, which is a qualitative or quantitative value in a
specific order. The term “level” is realized in Arabic either with mustawa or with marhala and
is usually explained through descriptors (tawsif tafsili), which clarify the grade of competence
of learners.

Sometimes, those TAFL Arab scholars who dedicated their attention to the issue of Arabic
language proficiency intended to deal with reference levels and ended to speak about
curricula and syllabi. In this light, it is important to define the two terms and distinguish their
different functions. While the curriculum refers to the program (barnamig) of study, where
contents, objectives and aims are exposed, the syllabus (manhag) is the specification and

graduation of the learning contents.

Wider debates

The discourse on language skills, competences, proficiency and reference levels was not
always present in the field of Teaching Arabic as a Foreign Language, and in foreign language
teaching in general. Before describing its gradual introduction in TAFL discussions, one
should make clear that these topics cannot be analyzed as a single subject, since they entered
the field of TAFL at different points of its maturity. Nonetheless, one could argue that the
introduction of such specific speculations in the teaching of Arabic as a foreign language -
within the Arab world - was relatively quick and this because the development of TAFL as a
modern discipline mainly took place after the Second World War and was characterized by
contamination of theories and a quick escalation of events.

For example, the theme of language skills began to draw TAFL scholars’ attention right from
the beginning, in the 1960s, when translations and essays (al-Hadidi 1967) informed Arab
readers on assessment techniques and tests for language skills measurement. By contrast, the
issue on proficiency developed later, even though the Arabic proficiency tests of 1967 and

1974 paved the way to the further development of the topic.

As previously clarified, the School of Languages of Cairo (Madrasa al-alsun) was the institute
where the first activities on the new born branch of TAFL took place in the Arab world, at the
beginning of the 1960s. There, the Arabic language program for non-native speakers was
divided into three levels: beginner (mubtadi’), intermediate (mutawassit) and advanced
(mutaqaddim). At all levels, program developers assigned a different number of hours with

respect to language activities. These were: expression (ta ‘bir), writing, texts (nusts), reading,
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dictation (imla’), linguistics (lugawiyyat) and general culture (cf. Muhammad Ahmad 1980:
46). The only variation between levels was the inclusion of literature (adab wa-nusts) from
the intermediate level on. However, most important, Muhammad Ahmad (1980) reported the
presence of a class management technique, which was called “movable classes” (fustil
mutaharrika) that aimed to place students at the most appropriate level, by upgrading or
downgrading them with a certain flexibility according to their knowledge of language (cf.
Muhammad Ahmad 1980: 56).

In the same decade, in 1966, the Egyptian Broadcasting Corporation started a program for the
diffusion of the Arabic language and the Islamic culture on air. The program was directed to
foreign language learners and was organized - again - in three levels: beginners, intermediate
and advanced. The first level dealt with general aspects of Arabic and corresponded to the
themes faced by Arab pupils between the 15t and the 4t class of the elementary school cycle.
The second level (mutawassit) dealt with grammar and morphology and corresponded to the
5t and 6t class of the same cycle. The last level (mutaqaddim) dealt with literature, it
presented both prose and poetry and it corresponded to the junior high school program (cf.
Rushdi 1980).

In the same year, al-Taher Ahmad Mekki proposed a method for the teaching of Arabic to
foreigners, which he divided into two levels: the first for beginners and the second as its
continuation. According to Mekki (1966), beginners should be accompanied with clemency
(rifq) and cure (‘inaya). The teacher should start from sounds and letters, then shift to words.
From their points of view, students should pronounce, understand meanings and leave
reasoning (ta‘lil) and explanations (tafsir) to another moment.

Following, Mekki (1966) enumerated a series of topics, which should be gradually introduced,
such as the classification of words in Arabic - name (ism), verb (fil) and particles (hurtf al-
garr), the types of phrases, verbs, plurals, subject and object pronouns, then - at the end - the
dual. From the lexical point of view, the vocabulary should be selected according to the
principle of usefulness, it should deal with common issues and be presented through
dialogues or reading activities (nusus li-I-qira’a), (cf. Mekki 1966).

Mekki’s article is a manifesto of TAFL and for this reason it provides a multitude of
information, starting from reference levels, then shifting to discuss curriculum design.
Furthermore, Mekki adds that foreigners find grammar easy, as well as nouns of objects,
adverbs of place and time, while the broken plurals are difficult.

One year after, in 1967, another scholar spoke about Arabic language reference levels. This

was the case of Ali al-Hadidi, who presented four levels for language learning in his work “The
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problem of Arabic language teaching to non-Arabs” (al-Hadidi 1967). The book became one of
the main references for TAFL scholars during the 1970s and early 1980s and the levels
presented in it were named by the scholar “first” (Cawwal), “intermediate” (mutawassit),
“advanced” (mutaqaddim) and “final” (niha’i). As in other cases, these levels represent more a
curriculum than language skills descriptors, however they are interesting because they can be
considered one of the first examples of guidelines and curriculum for TAFL in the Arab world.

In the 1990s, for example, Ridha Souissi reported his own vision of reference levels. The
Tunisian scholar proposed that students learned lexical units and basic structures, focusing
on comprehension (fahm, idrak) and the use of audio-visual tools in a first step. In the second
step the scholar suggested to encourage students to go in depth, use freer expression and
explanations (tafsir), which should be written at the blackboard. The third and last step
concentrated on “exploitation of the dialogue or text” (istiglal kitabi li-I-hiwar aw al-nass) and
special attention was drawn to the topics encountered in the previous levels.

From this first quick overview, one can understand that the ways of conceiving reference
levels differed from time to time and from scholar to scholar. Generally, the trend in the
definition of Arabic language levels was and is to consider the three classical levels: basic (or
elementary), intermediate and advanced. Nonetheless, there have been significant exceptions
(Mekki 1966; al-Hadidi 1967; ACTFL 1989; Badawi 1992; CoE 2008). As a matter of fact, not
every scholar, who dealt with the topic of reference levels for the teaching and learning of
Arabic, hypothesized three levels. As outlined above, the theories written by TAFL Arab
scholars on the topic display a multitude of visions. While Mekki (1966) proposed only two
levels, al-Hadidi (1967) opted for four of them. Generally, then, Arab scholars either took
inspiration from the North American experience of ACTFL (1989) or from the European one,
namely the six levels approach of the Common European Framework of Reference for
languages (CEFR).

In this sense, of note the guidelines drafted by Abdellah Chekayri in 2010. The guidelines
proposed by the Moroccan scholar classify the cultural competence for foreign students of
Moroccan Arabic (Chekayri 2010). These are firstly organized in four sections, which
subdivides again in four stages. The sections are: communication in cultural context, value
system, social patterns, and conventions and social institutions. As for the stages, the scholar
himself, affirmed that he preferred to choose the word “stage” instead of “level” in order to
avoid the correlation between the two terms (cf. Chekayri 2010: 140). Stages were named (1)

elementary, (2) basic intercultural skills, (3) social competence, (4) socio-professional
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capability and corresponded to the ACTFL novice, intermediate, advanced and superior,

respectively.

With respect to Arabic language proficiency, one can state that the tests of 1967 and 1974
paved the way to the further development of the discourse on the topic. However, as Elgibali
and Taha (1995: 98) affirmed, the interest in “proficiency” and “proficiency-oriented
instruction” began in 1979 when the Carter’s Commission on Foreign Language and
International Studies recommended the adoption of a national U.S. standard for measuring
language proficiency. In TAFL, the topic of proficiency developed, when in 1983 Raji
Rammuny proposed a subdivision of Arabic language reference levels on the basis of
proficiency (see § New Challenges 1990s). Soon after, a series of debates followed (Allen
1984, 1985), the ACTFL Arabic Proficiency Guidelines were published (ACTFL 1989) and in the
early 1990s Essaid Mohammed Badawi brought a part of them into Arabic during the Meeting
of Tunis. In specific, Badawi (1992) translated the descriptors of the ACTFL distinguished
level (mutamayyiz) into Arabic. This gave a first input to the discussion in the early Nineties

and prepared scholars for in-depth discussions in the following decades.

Conclusion

To conclude, TAFL Arab scholars expressed themselves during the years on the topic of Arabic
language proficiency and reference levels. Generally, the three classical level approach was
taken as the official partition for curriculum design, Arabic language skills measurement, AFL
class proficiency management, testing, and so on. Nonetheless, other scholars expressed

themselves on the topic, enriching the scientific debate and bringing different perspectives.
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Chapter 9

ASSESSMENT, EVALUATION AND TESTING

The present chapter aims to present the topic of assessment, evaluation and testing in
connection with the teaching of Arabic as a foreign language. The question is described from
the theoretical and partially practical points of view. In this light, the main examples of Arabic
Proficiency Test (APT) are taken into consideration and briefly described. In addition,
scholars who spoke about assessment and evaluation from the theoretical perspective are
considered.

Testing is put at the center stage of the dissertation of this chapter since the literature in TAFL
has always given ample space to the topic. A first introduction on testing in general is
provided, then the focus is shifted to the testing of Arabic as a foreign language and its

significant examples.

Testing

Language testing early developed in the Arab world with the tests formulated by some
Egyptian scholars between Cairo and the city of Sers el-Layyan from the late 1940s on (al-
Murshidi 1948; Lutfi 1957; Khater 1958; Khater and Barakat 1958). In addition, during the
1950s, Ain Shams University saw the drafting of several dissertations on the topic (ALECSO
1983: 50). Not by chance, the interest in the field of testing occurred when the country was
experimenting not only opening to theories and approaches coming from outside, but also
thematic specialization of the issues discussed by scholars, together with the proliferation of
experimental and applied researches.

From the one hand, the tests produced in Egypt by Muhammad Ahmad al-Murshidi and
Muhammad Qadri Lutfil were mainly targeted for Arab school pupils, not learners of Arabic as
a Foreign Language (AFL). From the other hand, the tests by Khater (1958), Khater and
Barakat (1958) focused on silent reading among Arab adult illiterates. In particular, the “Sers

el-Layyan exam for silent reading” (Ihtibar Sirs al-Layyan li-I-qira’a al-samita) was built to test

1 Muhammad Qadri Lutfi (Lutfi) was a prolific Egyptian scholar, who mainly devoted his publications to the field
of pedagogy.
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different aspects of reading. The test owes its name to Sers el-Layyan, a city of the Nile Delta
in the Manufiyya Governorate, near Cairo, where the Arab States Fundamental Education
Centre (ASEFC) (al-markaz al-duwali li-I-tarbiyya al-asasiyya fi al-‘alam al-‘arabi) was founded
in 1952 after the agreement between the Egyptian Government and the UNESCO. As for its
structure, the test was divided into four sections, which aimed at assessing the recognition of
words (qudra ta‘arruf al-kalimat) and sentences (ta‘arruf al-gumal), the comprehension of
sentences (fahm ma‘ani al-gumla) and paragraphs (fahm ma‘ani al-faqara). This partition was
also found in tests issued later, during the 1970s, by Arab scholars such as Mujawer (1974a,
1974b) in Kuwait and Barada (1974), again in Egypt.

Until the early 1960s, testing and assessment in the Arab world were usually a question of
frequent mistakes (ahta’ sSa’i‘a), mistakes correction (tashih al-ahta’), cure (‘ilag) or cure of
problems (‘ilag al-muskilat) and were correlated to the field of literacy development,
especially after the foundation of the Sers el-Layyan Centre. However, from the mid Sixties on
Arab scholars began to dedicate their attention to the matter of tagwim “assessment”
(Mujawer 1966; ALECSO 1983: 82), which acquired a new terminological significance. As a
matter of fact, other tests were published in this period, while western translations on the
topic entered the Arab world and started a change in it. Translations informed Arab readers
on assessment techniques (turuq al-taqwim), tests for the measurement of language skills
such as listening (’isga’), speaking, writing, handwriting (taqdir al-hatt), composition (’intag

maktib), grammar, expression and literary taste (tadawwuq adabi), (cf. ALECSO 1983: 87).

The Testing of Arabic as a Foreign Langnage

The overview outlined above partially helps to contextualize the birth of AFL testing in the
Arab world, which was influenced by some of these experiences. As a matter of fact, AFL
testing, as well as TAFL in general (cf. Alosaili 2002), took inspiration from very different
sources. To make things clear, the very first Arabic Proficiency Test (APT) of the TAFL history
was created by a committee of experts chaired by Peter Abboud in the United States in 1967.
To this, another APT followed, this time created by a committee of experts chaired by Raji
Rammuny, who issued another test in 1974. As a matter of fact, in 1973, the American
Association of Teachers of Arabic (AATA) decided to re-evaluate the 1967 APT in the light of
the Arabic language teaching profession trends of that period (cf. RaRmmuny and May 1974).
Therefore, it was decided to build a new APT rather than revising the old one. The 1974 APT
aimed to assess students’ levels of proficiency in both Medieval (Classical) and Modern

Standard Arabic, in order to place learners in the classes appropriate to their level (Rammuny
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and May 1974). As McCarus (2012: 191) pointed out «the test was remarkable in that it
included not only the taped aural comprehension component but also a written component-
both translation and free composition in Arabic». Thus, the APT aimed to assess listening,
writing and reading skills, together with other aspects such as grammar and vocabulary.

The 1974 APT was then adopted by the Center for Arabic Study Abroad (CASA) program and
distributed to a wide range of testees from 48 different Arabic programs by the end of the
1970s (cf. Rammuny 1980a). Later on, in 1977 the AATA decided to re-examine the APT and
put equal emphasis on all language skills, according to the recent trends in foreign language
teaching, which paid greater attention to oral comprehension and communication. The test
was revised in 1979 and other times in following decades. In particular, the 1980s and 1990s
saw Raji Rammuny revising and republishing more up-to-date versions of the APT. In 1983,
the scholar wrote an article on Al-Arabiyya Journal entitled “Arabic Proficiency Test:
Implementation and Implications” (Rammuny 1983). However, most important is that in the
early 1990s the scholar of Arab origins published the new Arabic Proficiency Test, which from
that moment on was implemented and integrated with the speaking test. The Arabic Speaking
Proficiency Test differed from the ACTFL Oral Proficiency Interview (OPI), however the
history of the two tests was about to converge since a couple of years later Rammuny (1995)
declared that both the OPI and the New APT were going to be administered to Arabic
language students in the 1995 Summer Program at the University of Michigan and at
Middlebury College. As for Rammuny’s APT, it saw other republications until today
(Rammuny 1992, 1993), experimental editions included.

Within the Arab world, experimental researches on AFL testing were started only in the
1970s. For example, Saleh (1980: 130) reported the existence of AFL placement tests in
Kuwait, namely ihtibar tahdid al-mustawa “test for level definition”. The Kuwaiti placement
test was created in order to put students of Arabic as a foreign language in the appropriate
class according to their level of language knowledge, a practice pursued also at the School of
Languages of Cairo (Muhammad Ahmad 1980). The Kuwaiti placement test was divided into
four sections: reading comprehension (gira’a wa-isti‘ab), grammar (tarakib nahwiyya),
expression (ta‘bir) and oral part (ihtibar Safawi). Of note also some scholarly publications,
such as “Arabic foreign language test design” (tasmim ihtbarat al-luga al-‘arabiyya bi-wasfi-ha
luga agnabiyya) by Mahmoud Esmail Sieny issued in Riyadh in 1977. Furthermore, two other
publications dedicated to AFL testing: the first, “Curriculum design for TAFL” (tasmim manhag
li-ta‘lim al-luga al-‘arabiyya li-I-aganib) by Fathi Younis printed in Cairo in 1978; the second,

the “Arabic language test for non-Arabs” (ihtibar al-luga al-‘arabiyya li-gayr al-‘arab)
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published by the Arabic Language Center of the University of Riyadh in the same year (Ma‘had
al-Riyad 1978). The work published by Sieny was based on scientific parameters for test
construction, such as clear objectives planning (ga‘ida tahdid al-hadaf), validity (sidq),
reliability (tabat), discrimination (tamyiz) and practicality (suhtla al-tatbiq or ‘amaliyya). It
contained a wide range of items like open and closed questions, clozes, etc.,, which were
constructed for all language skills and displayed the use of visual material, in compliance with
the structural approaches. In this, the scholar was mainly influenced by foreign studies on
English language testing (i.e. Robert Lado, Paul Pimsleur, David Payne Harris, ].B. Heaton), but
also by Mohammed Mujawer’s experience on objective tests (ihtibar mawdii‘i) published in
Kuwait in the mid 1970s (Mujawer 1974b). Nonetheless, one cannot avoid underlining that
Sieny was also influenced by the experiences in AFL testing carried out by those Arab
colleagues, who moved to the United States in order to start their careers there. In particular,
the APT of 1967 and 1974 were not unknown in the Arab world, to such an extent that in
1978 Sieny, Rammuny and Abboud had the opportunity to gather for the occasion of the
Symposium of Riyadh. Not by chance, in the early 1990s, when Rammuny revised the APT for
another time and published the new version in 1993, one of the main collaborators was
Mahmoud Esmail Sieny himself, together with other personalities, namely John Clark, Ernest

McCarus, Charles W. Stansfield and Dorry Kenyon (cf. RaRmmuny 1992).

Assessment and Evaluation

Assessment (taqwim) and evaluation (taqyim) are two topics both debated by TAFL Arab
scholars during the time span analyzed in the present research. In specific, the works that
devoted their attention to the aforementioned topics, mainly dealt with the question of
frequent mistakes among learners and their typology (e.g. Shalaby 1966, 1967; Souissi 1979;
ALECSO 1983: 147; Algmati 1992).

For example, al-Sayyid (in Sieny and al-Kassimi 1980) spoke about the correction of written
production, which can be organized in two phases: the first when the teacher collects
students’ copybooks and corrects them by underlining mistakes and providing solutions, the
second when the teacher discusses the most frequent mistakes in class, so that to sort out
problems and bridge gaps.

In the same period, Ridha Souissi (1979) identified two types of language mistakes: the first
bound to speaking, the second to writing. Then he went on by affirming that “prevention is

better than cure” (al-wiqaya hayr min al-‘ilag) (cf. Souissi 1979: 192).
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Always on the same topic, Algmati (1992) reported the most frequent mistakes among AFL
learners and divided them into categories. Among the first category one could find phonetic
mistakes, which were linked to those Arabic sounds particularly hard to pronounce for
foreigners. Spelling mistakes also included long and short vowels and language interferences
between MSA and colloquial varieties, which produced different pronunciation realizations.
Students’ production was in fact influenced by colloquial varieties (ta’tir lahgi), especially
Egyptian, which was learned by students through movies, television and contact with native
speakers. This had an influence also on syntax. For example, some students translated “there
is a girl in the car” with al-sayyara fi bint instead of hunak or fi al-sayyara bint, where the
interference of the Egyptian Arabic syntax is evident. The second category of mistakes
concerned translations, which were usually too literal. This because students were used to

think in their L1 and not directly in Arabic.

Conclusion

In general, TAFL Arab scholars (e.g. ABEGS 1986; Souissi 1992; Alosaili 2002; Alosh 2010)
spoke about AFL testing, evaluation and assessment during the time span analyzed by this
research, however scholars’ interest and commitment for this specific branch of TAFL can be
considered relatively scarce if compared to wider debates and more discussed themes such as
TAFL teachers’ training, textbooks, the question of diglossia in the AFL class, etc. To conclude,
the field of AFL testing remained mainly unexplored within the Arab world and by contrast it
developed much more abroad, where universities and institutes have developed official
Arabic FL tests and syllabi for them, especially in the last fifteen years (de Graaf 1999; College
voor Examens 2011a, 2011b; Amin, Sheb, Abd El Salam 2012; Runge 2012; Benchina and
Rocchetti 2015).

186



Chapter 10

CERTIFICATION

The certification is a tool that snapshots the language proficiency of a given candidate, who
takes a test, then attributes a value to it. As experts in the field maintain, a certification is
never accurate, neither its value can be considered forever, though only concerns the time in
which the snapshot was taken.

The word “certification” is translated in Arabic with Sahada, a term that generally refers to the
certificates issued by all sorts of institutions, both at university level and not. Nonetheless, a
terminological distinction can be introduced with the terms “diploma” (dibliim) and “master”
(magistir), which however mainly refer to the course, rather than the certificate itself.

Today, obtaining a certification that attests the grade of language skills in a given foreign
language has become a strategic tool, both from the point of view of education and work
opportunities. In particular, in the recent last two decades the need of testing, and then
certifying learners’ language skills has become an important means of getting ahead in the
world of business. In this light, in the European and North American contexts, eminent
institutes and universities started to certify language skills and competences, to such an
extent that a wide range of certifications and certifying bodies appeared in the modern
foreign language panorama. Among them the American Council for the Teaching of Foreign
Languages (ACTFL) and the Interagency Language Roundtable (ILR) in the United States,
which started to provide various types of examinations (e.g. the Oral Proficiency Interview) in
order to certify learners’ levels of proficiency according to the guidelines drafted by them.
Similarly, in Europe, the situation was and is characterized by a multitude of certifications and
certifying bodies, e.g. the Progetto Lingua Italiana Dante Alighieri (PLIDA) for Italian, the First
Certificate English (FCE) for English, the Zertifikat Deutsch (ZD) for German, the Diplome
d'Etudes de Langue Frangaise (DELF) for French, to cite a few randomly.

As a consequence, at a certain point in time, people started to ask for official certifications in
Modern Standard Arabic, so that they could spend them in the world of work. In this sense,
the idea of having an official certification of the Arabic language should be placed in the

context that generated the idea itself, thus a specific setting in place and time.
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As a matter of fact, the need of certifying and testing Arabic seemed to worry more European
and North American learners than those studying in the TAFL institutes of the Arab world.
These, in fact, already issued certificates of AFL (for learners) or TAFL (for teachers) from the
1970s on. The certificates were and are officially recognized by Arab governments, though
they vary from those certificates issued by the European and American certifying bodies.
Hence, before examining in depth the question of the Arabic language official certification
within and outside the Arab world, a licit question should be posed: what kind of certification
should we take into consideration in relation with the Arabic language?

From the overview outlined above, there seems to exist two different types of certifications.
The difference between them lies in the duration of the enrolment procedures. While the
certificates issued by TAFL Arab centers often imply learners’ enrolment in a year or two year
long course at university level, certificates like PLIDA, ZD, FCE, etc. can be done without
enrolling in a university course and may provide a preparatory course, which is not
compulsory though. In this light the need of an official certification in Arabic seemed to
structure itself on the second typology of certificates. In this sense, the certificates issued by
European institutes represented a guarantee that attested learners’ language skills and
offered them a chances in the world of work.

To this extent, the recent decades saw a certain development in the field in Europe and North
America. In this, both universities and private enterprises tried to move a step forward. For
example, the University of Leipzig!, telc gmbH? in Germany. Of note also the publication of
Benchina and Rocchetti (2015) entitled Test preparatori per la certificazione della lingua
araba: livello A1, livello A2, which contains a series of proficiency tests for level A1 and A2 in
MSA. These preparatory tests are conceived to train candidates for the test of Arabic, which
would consequently bring to the Arabic language certification in case of success.

Diametrically different is the situation in the Arab world. In this light, one should point out the
attitude of TAFL Arab scholars on the question of certification. The question, in fact, seemed
not to worry TAFL Arab scholars, who mainly focused on other topics like TAFL teachers’
training, textbook drafting, diglossia, classroom practice, etc. During the years only a few
scholars drew their attention to the topic of certification. In particular, Ali Ahmed Madkour in
the mid Eighties and again, later, in 2006, reported information on the certificates issued by
the TAFL institutes within the Arab world, discussed above (cf. Madkour 1985; Madkour and

Haridi 2006). Among those institutes reported by the scholar there were Ma‘had al-Hartim,

1 Cf. http://www.test-arabic.com/en/examination-regulations
2 Cf. https://www.telc.net/en.html
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Ma‘had al-Riyad, Ma‘had Umm al-Qura, the American University in Cairo, the Arabic Language
Teaching Institute of Al-Imam Muhammad Ibn Saud Islamic University and the University of
Minnesota, which was taken as a basis for comparison. In this light, the scholar mainly pointed
out technical issues, such as the duration of AFL or TAFL courses offered by the
aforementioned institutes and as a consequence the different choices that the institutes
operated on the programs and the effect that these choices had on the usability of the
certifications issued.

After Madkour (1985), Madkour and Haridi (2006) there seems not to be relevant examples
of official certificates to be cited, neither from theoretical nor from practical point of view. The
only examples of certificates within the Arab world are those issued by the TAFL Arab centers
mentioned above, while in Europe and North America a certain development is witnessed. As
it can be understood, the topic of certification remained quite unexplored within the Arab
world and among Arab scholars, except from some rare examples. Even today, the official
certification of Arabic as a Foreign Language that certifies the different proficiency levels of
learners is a theme widely discussed, rarely realized. In a sense, the matter of certification
represents still today one of the key issues that needs further development, besides political

agreement.
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CONCLUSIONS

The present research has provided a wide historical excursus on the teaching of Arabic as a
foreign language (TAFL) within the Arab world and outside of it. It has described the origins
of a simple branch of applied linguistics, its developments into a full-fledged discipline, which
is today object of study at university level and debated in the field of foreign language
teaching in general. In this, a specific literature was favored, namely that of TAFL Arab
scholars, which has remained undiscovered for many years now. The historical review was
narrated according to TAFL Arab scholars’ points of view and discussions on their language
and how it should be taught, not avoiding to put emphasis whenever necessary on the general
TAFL debate that affected universities and scholars outside the Arab world and precisely
within four macro regions: North America, Europe, South-East Asia and South America.

In addition, the research has also considered language qualification systems, namely scales of
levels, guidelines, tests of all kinds, and certifications, which seemed intriguing and interesting
points to develop by virtue of their scattered presence in TAFL Arab literature. These topics,
together with others inserted in the § Historical Background (e.g. TAFL teachers’ training,
AFL textbooks, etc.) constitute the main frame of the research. After the general treatment of
the subject, however, the study offers a series of § Appendices, which represent the practical
part of the work. In this section one can find a § List of Events, § Tables (On the Approaches of
Teaching Arabic as a Foreign Language in Short), an English-Arabic-English § Glossary and a
sample § Arabic Proficiency Test.

The aim of this research was therefore to give a complete overview on the aforementioned
topics and constitute a comprehensive work that could be taken as a reference for the
researchers in the field of TAFL. Furthermore, the appendices give some samples intended as
a practical support to both AFL and TAFL instructors, who can exploit tools like the Arabic
Proficiency Test for testing, tables to understand the methods witnessed in the field of TAFL
and perhaps meditate on their teaching styles, in a self-reflective analysis, used in the action
research approach. Other tools like the glossary and the list of events may help either teachers
or researchers of TAFL in finding accurate information on the discipline they teach or study,

and this with particular attention to Arab scholars’ perspective on the topic.
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One of the goals of this research was also that of putting in the limelight some unconventional
aspects of the teaching of Arabic as a foreign language in the Arab world, which however
would remain unknown. In this light, the § Historical Background tries to give a complete
overview both on the most diffused debates on TAFL and on unconventional methods,
secondary discussions and matters, so that every point of view on the subject matter of the
research is stressed. For example, it was often highlighted that some TAFL Arab scholars (i.e.
Qura 1971 [1969]; Souissi 1979; Hiliaoui in al-Ma‘had al-qawmi 1981; Sieny, Abdelaziz,
Husayn 1985; Abdelaziz and Sulayman 1988) favored oral discussion (mundqasa) in the AFL
class either as the main activity of their lessons or as a wrap-up, revision tool of the concepts
exposed during the lesson. In this sense, the research tried to show that the teaching of Arabic
as a foreign language was not always traditional in its theoretical premises as one could think
or imagine, though it showed elements of innovation since the late 1960s.

The present study also encourages further research in the field of TAFL. In particular, the
accounts reported in the historical background are relevant mostly from the theoretical point
of view, and only sometimes from the practical one. The historical excursus, in fact, paints a
picture of significant approaches, methods, trends as well as institutions that actively
participated in the development of Teaching Arabic as a Foreign Language during the time
span that goes between 1958 and the present day. In this sense, classroom practice related to
the methods declared on paper still has to be investigated. As a result, I see the urgent need to
widen the scope of the present study and this by means of other researches that provide
practical validations of the theories and approaches listed in this research. In this light, it will
be interesting to see whether there was (and is) a gap between concepts reported or
theorized by Arab scholars, their application in classroom practice and implementation to
Arabic in general. Furthermore, my research points to the need of creating functional tools for
Arabic Language Learning and Teaching (ALLT) from a practical point of view. TAFL is in fact
a practical science as the teaching of other foreign languages is. For this reason, it needs tools
like: Arabic Proficiency Tests, curricula, syllabi, etc., which can be exploited for field analyses
and action research projects.

With this in mind, one can affirm that the present research is not only a description of TAFL
approaches, methods, trends, scholars, that took the stage within the Arab world between
1958 and today, but also a snapshot of the historical happenings related to the teaching of
Arabic as a foreign language. In this light, it gives a clear idea of a period, but future
developments are still to be investigated. TAFL, in fact, won'’t stop its development, as the

teaching of every foreign language is subject to pendulum swings and constant changes. To
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this extent, one should report the animated debate that took place in Cairo at the end of 2013.
In specific, a group of professors and TAFL experts attending the conference entitled
“Internationalizing the Arabic Language” organized at Cairo University proposed to create a
curriculum for the teaching and learning of the Arabic chat alphabet, also called “Arabish”,
“Arabizi” (‘arabizi) or “Franco-Arabic”, namely the alphanumeric code used to communicate
in Arabic over the internet and for sending messages via mobile phones (cf. Palfreyman and Al
Khalil 2007; Yaghan 2008). The proposal raised an animated debate among participants, who
expressed themselves in favor or against the idea: some stated that the slang did not have the
right to be officially established in AFL curricula, others inclined towards innovation.

As this brief anecdote shows, new perspectives and themes enriched and are going to enrich
the debates of scholars in the following years. These, again, will have numerous opportunities
to gather and discuss the teaching of Arabic as a foreign language from different and brand

new perspectives.

192



APPENDICES



1958
1959

1960
1964

1966

1967

1968
1970

1974

1975
1978

1979

LIST OF EVENTS

Conference on the teaching of MSA at Harvard University

Symposium on TAFL at Instituto de Estudios Isldmicos en Madrid (Symposium of
Madrid)

TAFL project and commission at the School of Languages of Cairo

Foundation of the Institut Bourguiba des Langues Vivantes in Tunis (Bourguiba
School)

Publication of Taysir al-luga al-‘arabiyya li-I-aganib by al-Tahir Ahmad Mekki;
Establishment of the program for the diffusion of the Arabic language and the
[slamic culture by the Egyptian Broadcasting Corporation

Publication of Muskila ta‘lim al-luga al-‘arabiyya li-gayr al-‘arab by Ali al-Hadidj;
Creation of the first Arabic Proficiency Test by Peter Abboud

Publication of Elementary Standard Arabic by Peter Abboud and Ernest McCarus
Establishment of ALECSO in Tunis;

Death of Gamal Abdel Nasser on September 28th

Foundation of Khartoum International Institute for Arabic Language (Ma‘had al-
Hartm);

Foundation of King Sa‘ud University Arabic Language Institute (Ma‘had al-Riyad);
Creation of the Arabic Proficiency Test by a committee of experts chaired by Raji
Rammuny

Foundation of the Institute of Arabic Language in Mecca (Ma‘had Umm al-Qura)
“First International Symposium on Teaching Arabic to Non-Arabic Speakers” in
Riyadh (Symposium of Riyadh);

“Arab-German Symposium on Teaching Arabic to Non-Native Speakers” in Cairo;
Publication of The Teaching of Arabic as a Foreign Language by Raja Tawfik Nasr;
The Egyptian president Anwar Sadat and the Israeli Prime Minister Menachem
Begin sign the Camp David Accords

Establishment of the Master of Arts in TAFL at the American University in Cairo;

Foundation of the Language Center of Yarmouk University in Irbid, Jordan;
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1980

1981

1982

1983

1984
1985

1986

1989

1990

Publication of Ittigahat hadita fi ta‘lim al-‘arabiyya li-I-natiqin bi-I-lugat al-uhra by
Ali al-Kassimi;

Publication of Min al-halig ila al-muhit by Jarjura Hardan;

Egypt and Israel sing the Peace Treaty and consequent exclusion of Egypt from the
Arab League

Publication of al-Sigill al-ilmi li-I-nadwa al-‘alamiyya al-ula li-ta‘lim al-‘arabiyya li-
gayr al-natiqin bi-ha (Symposium of Riyadh Proceedings);

Symposium on TAFL basic textbook at Ma‘had al-Hartim;

Symposium on “TAFL textbook writing” in Rabat;

Foundation of the Arabic Language Teaching Institute of Al-Imam Muhammad Ibn
Saud Islamic University of Riyadh;

ABEGS Symposia of Doha, Kuwayt City and Medina

Publication of the first number of Magalla al-‘arabiyya li-I-dirasat al-lugawiyya of
Ma‘had al-Hartim

Establishment of the International Cooperation Board for Arab-Islamic culture
development;

Publication of al-Kitab al-asasi li-ta‘lim al-luga al-‘arabiyya li-I-natiqin bi-lugat uhra
by Rushdi Ahmed Taima and Mahmoud Kamel Al Naqa;

Publication of by al-Kitab al-asasi li-ta‘lim al-luga al-‘arabiyya li-gayr al-natiqin bi-
ha by Essaid Mohammed Badawi and Ali Fathi Younis

Foundation of the TAFL Center in Alexandria, Egypt

Publication of Ta‘lim al-luga al-‘arabiyya li-I-natiqin bi-lugat uhra by Mahmoud
Kamel Al Naqa

Foundation of the Arabic for Non-Native Speakers Center of Qatar University;
Publication of al-Murgi* fi talim al-luga al-‘arabiyya li-I-natiqin bi-lugat uhra by
Rushdi Ahmed Taima;

Publication of the first volume of the new book series of Bourguiba School al-
‘Arabiyya al-mu‘asira by Zahia al-Gafsi

Publication of the ACTFL Arabic Proficiency Guidelines;

Egypt re-enters the Arab League

Invasion of Kuwait by Saddam Hussein and beginning of the First Gulf War (1990-
1991);

Publication of the second volume of the new book series of Bourguiba School al-

‘Arabiyya al-mu‘asira;
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1991

1992

1993

1994

1995

1997

2000

2001

2002

2003

2006

2008

Publication of Elementary Arabic: An Integrated Approach by Munther Younes
“Meeting of the TAFL centers directors” organized by ALECSO in Tunis (Meeting of
Tunis);

Publication of al-Qira’a al-‘arabiyya li-lI-muslimin by Mahmoud Esmail Sieny
Symposium “The Teaching of Arabic in the 1990s: Issues and Directions” in
Middlebury, Vermont;

Publication of the Proceedings of the Meeting of Tunis

Signature of the Oslo Accords between Israel and the Palestinian Liberation
Organization;

Publication of the New Arabic Proficiency Test by Raji Rammuny

Foundation of International University of Africa Arabic Language Institute in
Khartoum;

Publication of Dalil al-hubara’ al-‘arab fi magal ta‘lim al-luga al-‘arabiyya li-gayr al-
natiqin bi-ha by ALECSO

Publication of The Teaching of Arabic as a Foreign Language by Mahmoud al-Batal;
Publication of the first volume of Al-Kitaab fii Ta‘allum al-‘Arabiyya by Kristen
Brustad, Mahmoud al-Batal and Abbas al-Tonsi

Establishment of the Institute for the teaching of Arabic as a foreign language and
the diffusion of Islamic studies in Nouakchott (Ma‘had Mauritania);

Panel discussion “Development of AFL teaching styles” in Amman, Jordan
“Symposium for the development of the programs for teachers of Arabic to
speakers of other languages” organized by ALECSO at Ma‘had al-Hartim

Attacks of 11t September, United States of America

Publication of Asasiyyat ta‘lim al-luga al-‘arabiyya li-I-natiqin bi-lugat uhra by
Abdulaziz Alosaili

“Symposium on the teaching of Arabic for specific purposes” organized by ALECSO
at Ma‘had al-Hartum;

“Meeting of TAFL centers directors” at Ma‘had al-Hartim

Publication of Handbook for Arabic Language Teaching Professionals in the 215t
Century by Kassem Wahba, Zeinab Taha and Liz England;

Publication of Ta‘lim al-luga al-‘arabiyya li-gayr al-natiqin bi-ha by Madkour and
Haridi

Publication of the Arabic version of the Common European Framework of Reference

for languages by the Goethe Institut Agypten
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2009

2011

2012
2013

2014

2015

2016

Conference “Arabele 2009: Ensefianza y aprendizaje de la lengua arabe” in Madrid;
“International Conference on the teaching of Arabic as a foreign language” in
Riyadh

Burst of the Tunisian revolution Tunisia and subsequent resignation of President
Zine El-Abidine Ben Ali on 14t January

Burst of the Arab Spring in Egypt, Libya, Syria, Yemen and Bahrain

“Symposium on the teaching of Arabic to non-Arabs in Europe and in the Arab
world” organized by the Cultural Afro-Asian Friendship Society in Cairo
Conference “Arabele 2009: Ensefianza y aprendizaje de la lengua arabe” in Madrid
Publication of Teaching Arabic as a Foreign Language. A Guide for Teachers by
Karin Ryding

Conference “Le CECRL et la didactique de I'arabe: bilan et horizons” at Université
du Québec a Montréal

“Teaching Arabic for Non Native Speakers Forum” organized by the Arab School of
Translators in Cairo

Doha Conference for Teaching Arabic to Non-Native Speakers, at Qatar University
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TABLES
(On the Approaches of Teaching Arabic as a Foreign

Language in Short)

Historical excursus on approaches and methods of Teaching Arabic as a Foreign Language
developed within the Arab world are rare to find in literature. The existing accounts on TAFL
methods often refer to the trends followed outside the Arab world. Among these excursus one
can find articles by Versteegh (2006), Nielsen (2009) and Akar (2013), besides other country-
specific focuses on TAFL such as Abboud (1968) and Ryding (2006) for the United States,
Kalati (2003, 2004) for Italy, Amara (2006) for Israel, Anghelescu (2006) for Romania, Hee-
Man and El-Khazindar (2006) for Korea, Gomes De Araudjo (2008) for Brazil, Sirajudeen and
Adebisi (2012) for Nigeria, Akar (2013) for Finland, etc.
The present section collects the most important trends concerning teaching methods of
Arabic as a foreign language developed within the Arab world in tables. These summarize the
wider discussion reported in the chapters of the § Historical Background. The main aim of the
section is to give a clear overview of the TAFL trends that followed one another within the
Arab world in the time span analyzed by the research.
The approaches and methods selected are written in a chronological order. These are:

* Direct Method

* Grammar-Translation Method

* Phonetic Method

*  Whole-Word Method

* Aural-Oral Orientation

¢ Structural-Global Audio-Visual Method (SGAV)

* Bourguiba School Method

* Eclectic Method

* Communicative Approach

e Learner-Centered Orientation
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A table is dedicated to each one of the trends listed above. Each table is organized in five
sections. The first two give the name of the trend both in English and Arabic, this last in
transliteration. In this instance, it often happens that the trend has more than one
denomination, thus all the names encountered during the examination of written sources are
given. After the two denominations the literature of reference is given. In this case, the
reference works reported generally refer to foreign language teaching philosophies theorized
outside the Arab world. Sometimes, famous examples of methods theorized within the Arab
countries are reported, i.e. the Bourguiba School Method. In addition, the literature of
reference is far from being complete. As a matter of fact, a selection has been done, as the
most important works on the given method are listed.

The last two sections are dedicated to the description of the trend and its proponents. The
first provides a short explanation of the trends main features, while the second lists the TAFL
Arab authors that supported either the approach or the method itself. In this case all authors
who contributed to the development of the method both on theoretical and practical levels

are mentioned.

The Direct Method
Name(s) “Direct” or “Natural method”
Name(s) in Arabic tariqa mubasira

Literature of reference | No literature in particular

Description It is characterized by an extremely practical kind of teaching that
favors the oral ability and penalizes grammar and literature. A
typical lesson starts with the teacher talking in the target language
and the disciple listening to him. To this, brief explanations follow
and then the teacher expects from the student to repeat the

contents of the lesson also resorting to mnemonic acquisition.

Authors --
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The Grammar-Translation Method

Name(s)

“Grammar-translation method”

Name(s) in Arabic

tariqa al-targama; tariqa al-nahw; tariqa al-targama wa-al-qawa‘id

Literature of reference

Education seen as respect of rules; various authors, e.g. Johann

Franz Ahn, Heinrich Ollendorff, Karl Plotz.

Description It was a widely diffused approach; mainly artificial. It aimed at the
systematic study of grammar, while language was codified and
arranged into fixed rules learned by heart.

Authors --

The Phonetic Method

Name(s) “Phonetic” or “Analytical” or “Alphabet method”

Name(s) in Arabic

tariqa sawtiyya or tariqa guz’iyya

Literature of reference

Henry Sweet, Sievers, Trautmann, Helmholtz, Passy, Rambeau and

Klinghardt.

Description

It originated in the late 19t century, when the newborn science of
phonetics was considered indispensable for the teaching and
learning of languages. It focused on the spoken word rather than
the printed page and on the sound, as the smallest chunk of
meaning in the language acquisition process. It was at first

exclusively oral and gave paramount importance to pronunciation.

Authors

It was mainly reported by scholars who dealt with the teaching of

Arabic as L1, e.g. Sati‘ al-Husri in Iraq until the late 1930s.

The Whole-Word Method

Name(s) “Whole-word” or “Global” or “Sentence method”
Name(s) in Arabic tariqa kulliyya
Literature of reference | John Dewey

Description

It consisted of a global reading that put emphasis on the word as
the smallest chunk of meaning in the language acquisition process
rather than isolated sounds or letters, as it happened with the

phonetic method.
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Authors

The whole-word method use was mainly reported by scholars who
dealt with the teaching of Arabic as L1, like Muhammad Fadhil al-
Jamali, Matta Akrawi in Iraq or Sumaya Fahmi and Muhammad
Sa‘id Qadri in Egypt (cf. al-Qawsi 1948). By osmosis, the method
also influenced the early developments of TAFL in Egypt, where the
Arabic language diffusion radio program of the Egyptian
Broadcasting Corporation presented readings through this

particular teaching orientation.

The Aural-Oral Orientation

Name(s)

“Audio-lingual method” or “Aural-oral method” or “orientation”

Name(s) in Arabic

tariqa sam‘iyya Safawiyya or sam‘iyya nutqiyya

Literature of reference

Various authors, among them for instance very different examples:

Burrhus Skinner and Leonard Bloomfield.

Description

It is part of the structural orientations; a method developed around
the Second World War that starts from the sounds and then shifts
to reading and writing. In essence, the approach is founded on the
notion that language is basically a matter of listening and speaking.
It favors the aural acquisition and production activities in the

target language.

Authors

A great number of TAFL Arab authors expressed themselves in
favor of the aural-oral orientation. Among them: Abboud and
McCarus (1968a, 1968b), Rammuny (1977, 1980c), Nasr (1978),
Ouali Alami (in Sieny 1978), al-Kassimi (1979), Souissi (1979),
Bakalla (1980), Ben Ismail (1983), Hassan (1983), etc. By contrast,
Alosaili (2002) affirmed that this orientation did not favor learners
of MSA in their interactions with Arabic speakers and this was due

to the peculiarities of the language itself (i.e. its diglossic nature).
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Structural Global Andio-1"isual Method (SGAV)

Name(s)

Originally “Méthodologie Structuro-Globale Audio-Visuelle” (SGAV)

or “Zagreb-Saint-Cloud method”

Name(s) in Arabic

tariqa haykaliyya kulliyya sam‘iyya basariyya

Literature of reference

Petar Guberina; Paul Rivenc

Description

The method is today part of the structural orientations. It was
developed by the Croatian scholar Petar Guberina together with
French Paul Rivenc. The SGAV method distinguished itself from the
aural-oral approach firstly for the fact that the former was of
European origin, while the latter was developed in the United
States between 1940s and 1960s. Secondly, SGAV put great
emphasis on comprehension, while the aural-oral approach was
content with providing learners with auditory patterns, leaving

comprehension to a later stage.

Authors

The method was brought into TAFL through those Arab scholars,
who studied in France, such as Ridha Souissi (1979) and Mohamed
Ben Ismail (1983).

Bourguiba School Method

Name(s)

Original name in Arabic

Name(s) in Arabic

tariqa ma‘had Biirgiba

Literature of reference

Bourguiba School scholars’ and instructors’ contribution in Sieny

and al-Kassimi (1980); Zahia al-Gafsi (1986); Amel Arbi (2001).

Description

The Bourguiba method favored good pronunciation, the use of
language laboratory, audio-visual tools and Arabic as the only
vehicular language. It put listening and speaking skills first, and
then developed reading and writing. It did not follow either the
translation method or the traditional one. Grammar would be
practiced in a natural way with exercises, not explained through
theory. In addition, the method favored flexibility, which allowed it

to develop according to political and societal changes.

Authors

Ben Ismail, Ben Saleh, Alayed (1966); Mohamed Ben Ismail (1974,
1983); Hiliaoui (1980); Zahia al-Gafsi (1986); IBLV (1990).
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Eclectic Method

Name(s)

“Eclectic method”

Name(s) in Arabic

tariqa intiqa’iyya or tariqa tawlifiyya

Literature of reference

No literature in particular; cited by Rivers (1968), al-Kassimi

(1979), Abdelaziz (1980), Al Naga (1985a), Alosaili (2002).

Description

Generally the eclectic method combines various teaching
approaches according to training needs and language peculiarities.
Scholars who favor the use of an eclectic method in class maintain
that there is no best method for language teaching, since each way
of teaching has its pros and cons. For instance, when al-Kassimi
(1979) speaks about Arabic language lessons through the use of
radio, he suggests the aural-oral orientation, which is made of
exercises and cultural contents, though he does not refuese

grammar explanations a priori.

Authors

al-Kassimi (1979); partially Al Naga (1985a)

Communicative Approach

Name(s)

“Communicative approach”

Name(s) in Arabic

madhal ittisali or madhal tawasuli

Literature of reference

Various authors, among them for instance some different
examples: Noam Chomsky, Dell Hymes, Robert Lado and Stephen

Krashen.

Description

The communicative approach originated in the 1970s and it
showed a general deconstruction of the previous theories on
language learning and teaching. In this sense, it shifted the focus of
language study to social conventions and the appropriate use of
language in a given socio-cultural context. It also concentrated on
the language acquisition process rather than the language itself,
favoring a transformation inside the classroom walls: the student
became an active protagonist of the acquisition process and the

teacher a facilitator rather than a leader.

Authors

A communicative practice is firstly witnessed in Rammuny

(1980c), and then in from the 1980s other TAFL Arab scholars
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inclined towards the communicative approach. Among them for
instance: Al Naqa (1985b), Sieny, Abdelaziz, Husayn (1985), Taima
(1982, 1986) and partially Badran (1992), Alosaili (2002).

1 earner-Centered Orientation

Name(s)

“Learner-Centered Orientation”

Name(s) in Arabic

tamarkuz ta‘lim al-lugat hawla al-muta‘allim or tadris al-luga al-

mutamarkaz hawla al-muta‘allim

Literature of reference

Gardner and Lambert (1972); Oller and Richards (1977 [1973]);
Finocchiaro and Bonomo (1973); Schumann and Stenson (1974);

Papalia (1976).

Description

The learner-centered orientation is part of the communicative
approach, as it is considered one of its developments. It focuses on
students’ interests and training needs. Moreover, it aims to develop
functional competence in students rather than simply a

communicative one.

Authors

Taima (1982); Al Naga (1985b) and partially Badawi (1992).
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GLOSSARY

(English - Arabic)

A

Ability <! Jgs (=) 5l o2 08 (2] 5 0
comprehension a. sl 55l
manuala.,  Adasi8 a0 e
phonetic a. Ay 3l

Acquisition oS!

Addresser  —bla.

Adequacy of expression (rhetoric) S

Adult JeS

Advanced learner  zalbiub i iub
Affective ilter Aty iald) Jaidt Jial)
Ambition G5

Andragogy 81 uls
Approach  Jalu (=) das
cognilive a. 2 e Jhoe
communicative a. Ll 8 e (Tl Jase
cultural a. (Madkour and Haridi 2006) 5 Jaw
functional a. il Jas
humanistic a, ;Hs Jao.
media-based a. Pt R S S T EAC ik e
natural a b i
situational a, <8l e el Jaan o 8. Jan
structural a. S Jdaa.
Aptitude sl ¢ A
Arabic aw el GGl Gl
as a Herilage Language  weondl olu¥ A pall sy paleddl ol Sy all llall o6y 2l
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for diplomats faule o ol 2y 4 all

for medical purposes A il 2 Y3 all
for religious purposes A yal 2N Ay all
for specific purposes dala pal 2N Ay all e peate Jleatial @lidg all

Arabic Language Education 4 s 3alll Ll
Arabic Language Learning  “x 0 300 s
Arabic language simplification g pllZalll b sy pllZall le s
Arabic Language Teaching S sl 5l il
Arabic Proficiency Test (APT) iy ! e LSl ylacial
Arabist Cgalian
Arabization u sl
Arbitrariness of language (al-Kassimi 1979: 5) _hloe! Ll
Army Specialized Training Program (ASTP) S el GG L
Assessment a0

analytical a. sl i

formative a. posealll a i o 1 85 ¢ Al a5l

gualitative a, A8 a8

quantitative a. G g

summative a. Jes 05 a8
Assimilation —aful
Attamment <l 3!
Audio-visual orientation (al- Kassimi 1979: 179) 5 sar e ladl
Audio-visual 1ools 4 sy Lo 3 jea
Audiocassetle Umss Ja i

Authentic text ik pal o dia al o lal at

B

Basic course wlal A€
Bilingual Zadl ol
Bilingual dictionary %4 A5 aaa
Bilingualism Aalll 4008
Blackboard st fa 5l da sl o 5
Body language paeall da]
206



Book «&(2)\B

Book series  Juti (=) ks

c

Calligraphy 53

Calligraphy copybook hallaul 8

Certificate  GDliga (=) 2les

Class «i i (=] viea

Class poster ahila s gl diiaiis g

Classical Arabic Al il Ay sedt 2Rl

Classroom <& es (2] 352

Cognitive development (Mansour 1980: 60) (e gl

Colloquial variety  3aglds b dule

Common sense il 3805 el (Aals
Communication Jlatl edoml 8
Communicative o L [ X
Communicative competence Adlantselis
Communicative practice (Rammuny 1980) P JTL
Community Language Learning 4=l 310
Competence SUES () 4008 (2l US (2] 3.US

academic ¢, eSS
Competency-based learning selifll o SEH ulalll s
Comprehension Clagial cagd

c. check gl e (3]

general ¢ #le agd

oral c. (sl

specific e, luail b

writlen o, A agd
Computer assisted instruction (CA1) B Bl ailat
Conceplt Jeeaie va agis
Conference s
Context s
Contrastive analysis (al-Kassimi 1979 54) (o5 Jgha
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-

Corpus 43 gl

Correclion  z2& «mseal i goal
Correction of exercises sl )
Correction of mistakes ellas dallas
Correctness of meaning i
Creative activity 585 LLE
Creative wriling ey LK
Creativity — “uelyls p8 o S5

Cultural awareness 25 =

Cultural competence 48131 B LS
Culture A

Cure gl

c.of (language) problems =285 =2
Curriculum  zalis (=) zeie

. design gial! mpanal

multidimensional ¢, Sy i, st Sa0 20,

y
=

D

Decoding Jgaryll la
Deduction  Jalsiul
Descriptor  Luailcija &

Design (language planning ) st

Dialect daglda s dae
Dialogue Sl (=) S
Dictation &0l

Didactic activity in couples (g 3slade 08 8

Didactical method (or technique) ~edat e

Diffusion e
Diglossia AalllGgl g

bt o=

Discourse analysis  lsall LS
Discrimination (testing) S
Dislexia sl il jue
Disposition ds= (=) J=
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Domain Ul i e

affective d,  ible Jla o sy Jas

copnitived. 2= Jlas

Drill exercise [ -

Emotional involvement Ailan y 38 L

Evaluation a0

Exercise (S (=) Gy

antonyms e, 2L=dll o0
automatic e, J w0
cloze e, ATy o et il | jill oo A LSS

communicative e. [see also Communicative practice] Jladl oo 30

ot ¢ s

communicalive question e.
composition e. TR TR oY
comprehension question e, olagiad! e
creative writing e, &' yad

[ (e

detailed answer e, leais (e
inductive e, 2 il iy
make order e e gl
multiple choice e, 23530l Se 5las)
Open answer e, 3 e dglatil
phonetice, Ssea (g
realistic free expression e. 2% ja pal
semantice, A2 oy )0
sentence transformation e. (Souissi 1979) cagadil cp yad
structural e B s
summary e, =l
synonyms e, —&! il o o
testing e. o MRt e s

et

true [/ false e Uad I.i-i T cLaadll g ! ol b

Expression LUl (=) i« peas

oral e, S pas
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wrilten e. Syl

Extralinguistic ey |z la

F

Facial expressions o« 30 Sl (=) selad

False freinds (Sieny, Abdelaziz, Husayn 1985; 90) (et elival
Feedback (Ma'had al-qawmi 1981) danl 3 A0 Aan j 4000 Af] .
Fixation ¢l 5 el

Flannel board St dagd oy ypyda gl

Flashcards (al-Halioui 1981: 67; Qura 1972 [1969])  %bla it Slils jaa S dicls ]

Fluency ik
Foreign wea! ( lal caas

A ea

Forum<laiie () g ool (o) il

Fossilization a) st

Free composition [Rammuny 1980) PO P
Free conversation [Rammuny 1980) 5y Aldlas
Free expression e ial ¢ el

Free writing 3 408
Frequency of use  #§
Frequent mistakes 4aild ¢Uasl
Function diay
Functional i
[.grammar by s
1

f.langnage ik al

. teaching (Abduh 1979)  ids s s

G

Gap (in language learning) 35

General class discussion [Rammuny 1980) il AEL
Geolinguistics (el aadl S5l e

Good use of the language sl

Grammar g
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g function 4 psidis,

g. rule 4 aisacls

g structure gy j
Grammatical antomaticity “siad
Grammatical correctness ‘aalls o

Group management (class) Zle pn JES o

H

.
I |

Hand gestures gl LS (=) 5l
Homework “iuolal
AT c e

Homonymy <l 5.5

Humming (Dichy 1979) Aagan

Incitement  SOaa il () Jias cadl s (2] adls
Inclination  Js. () de

i |

Induction el il

Informative £

Innate universal grammar k382

Input <3 () Jas adt o (=) adla

Input hypothesis (Alosaili 2002) sl Jadllis @
Interlocutor 53
Interpretation Gl i
Intonation  aa®

Invention il

K

Kinesics [al-Kassimi 1979: 11) v S

Knowledge 42 .

active k. 5 i L A S-S WPt
passive k. A8l ol Gulal 38



L

Laboratory (language) 4alll yha. cilees
Language 4
artificial I, (al-Kassimi 1979:19) =l sl
dead |. 45 34l

first . Jslaa!

foreign 1. sl !
heritage . Jea¥! 3] Slaiaal
innate L. (al-Kassimi 1979: 9) 4 aal

L accuracy 4 alias

L. Acquisition Device (LAD) alll L8 5l

I. automaticity (Souissi 1979) Al 4

L ceiling (Badawi 1992) s i

L command  43l) 5 k)

l. error anlysis Ggalll othaa Lilas

l. games Ll lall (=) A

l. interference (transfer); (Abdelaziz 1980: 144) s &l Jals (gl
ke (N ()

l. laboratory 4l sl

. material (Badawi 1980; 26) a4y gl 20l
I of the educated Cpiiia]l Aal

L planning &l bl

l. reform dallt -3

L register (Souissi 1979) s das
L structure sl S

L testing Aalll o slas)

local 1, auls dal

mixed 1. e y 42l (Alalis, Gal
national . % 8 Gad dgids  4al

official 1. eyl
second | s dal
simplified |. (e.g. Basic English in al-Kassimi 1979: 22) 5 . 343

Language Acquisition Device (LAD) alll LLSE s
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) "|.!|_" -i':\l‘l‘_l-'ul

Learner-centered teaching (Al Naga 1985; 21)

Learner

)

Learning a0
autonomous L. (3 alad
early |, Sw ahs
explicit L. ot e alad
implicit 1. (glasin 2l
informal 1. ey pe 2l
natural 1. NETTN L

Learning Arabic as an additional language [Badawi 1992)

Lesson pis =) uep
L planning s e
L register el i

Level
advanced I. (Badawi 1992; ACTFL )25
distinguished 1. [Badawi 1992; ACTFL)
mtermediate 1 (Badawi 1992; ACTFL)

lower-intermediate 1.

novice |. (Badawi 1992; ACTFL) 2xi.
superior |. (Badawi 1992; ACTFL) 3

upper-intermediate 1. oot e i

Lexical e
Lexicology  asbdl =
Lexicon P
Lingua franca< ;b Joal 53]
Linguistic communication i Jea! 2
l. performance gl el
L progress %8 &

W
b | [ ™

Linguistics 4.l azalibaal
applied 1. Agiphy il ¢
comparative l. ol Al e
computational 1.

descriptive | il il e

A g odal g () Al e el ghan () 6 g

‘:.1 -I]l"_"i_jl 'a]:_

sl Jya 8 gt e i cahaildl Jpa Galll las 8 4

Adlial 438 Syl pla

"

prac

1 T

Mj.l-

el o Rl L



educational |, Gk Sl
historical ], 5,050
pragmaticl. Jsllaall e

Listening elia) Lo

Literacy At yae

Literary Arabic el s sall 25T

Literary criticism &

Literary taste =i 355

Literature w2

Liturgical language “aaiaal

Logic (ki

M

Macro-evaluation 8« a8

Material (didactical) 2 s« (=) 22l (2L (2] Lls

Material development aghill ot gall Sfac!
o 3 1 .‘I o i
Meaning dyiie s pas ()

Measurement <2
Medinm (communication) 1w
Memory 5 Sl
echoic m. [al-Kassimi 1979: 109) “awss S
haptic m. (al-Kassimi 1979: 109) 48 3 S0
ICOMIC 1, 4y e 5 813
long termm. el 2l 5h3 S
short term m. ga.J's pais S
visual m. (al-Kassimi 1979: 109) % peus 80
Message A
auditory m, 4fpaiil

decoding m. s il elsi

Iconic m. L8 Al
oral m. FPERE
visual m. Ay ey Al 5
Method Bl (=) @ bk ()b



audio-visual m. A e dnan 4

audio-visual oral-written m. (Ben Ismail 1983) 405l h paim il o
aural-oral m. 4 s e 45y il L 4 4

blended m.  “id 855 0

cognate m. (Abdelaziz 1980: 150) — ;a3 55 5L

- 1

communicative m. =i am L B0 Ll Ak 5k

counseling learning m. (g3l iyt aalll Jas
direct m. 5 puilie 4y 3ha
dual m. dusd g2y Ak ke

gy

dual-language m. (Abdelaziz 1980: 150) <480 aalliag, b
eclectic m. (Abdelaziz 1980: 150) 2250055 )k
grammar m. [Abdelaziz 1980: 150) sl i 5k
grammar-translation m. (Abdelaziz 1980: 150) s fly s=300535 5h el @ll p 2 I35 50
intensive-oral scientific m. (Al Naga 1985 108) “iS. % a5 5k
lexical m. Lpeana 4y yhn
natural m. (Abdelaziz 1980: 150) “aubii b
oral m. A ik 4y g
phonetic m. (Abdelaziz 1980: 150)58 5= 55 jh
practice theory m. (Abdelaziz 1980: 150) %le % ki % L
psychological m,  “wiiZi la a8 05 5k
reading m. (Abdelaziz 1980: 150) 3/ &l 4L L
structural m, L8 15 5k
structural-global andio-visual m. [SGAV) e S U8 U8 15 5l
traditional m. (al-Hadidi 1966)  “fa kb
unit m., (Abdelaziz 1980: 150) alas gl1AG 5k
whole-word m. K45k

Micro-evaluation s asiic pas il

Microteaching (Alosaili 2000) Precia gy 3

Mimery method (Abdelaziz 1980: 150) b0 4G 5k

Mime Cula i

Mind e

Mimimal pairs s aiad s ganall A3 ya i haa LA

Mnemonic devices (Qura 1972) & S el i,
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Mnemonic exercises <Us yis.

Modern Standard Arabic  @asll G Jlad! Gy wll Gl G pualeddl S wll o auaill Gy gl Gl
Monitor (language), (Alosaili 2002) il
Monolingual dictionary %0l g2l aa
Moral jb- (=) & e

Morpheme 2=

Morphological rule 22 yaixcl

Morphology & jall A=

Mother tongue AR

Motivation — Gipes

Multilingual sl s

-

Multilingualism Aalll G

N

Narration at
Narrative panad (2] sl
Neurolinguistics ] 3alll e e clilld

O

Objectivity (testing) e s s

Oral comment § 3 ila
Oral interachion Ll Jelis
Ornamentation of speech (rhetoric) Flul

Orthographic ability Jles Sl
Orthography 5 s
Output Sl i iz faa (2) 205

Overhead projector & s 48

P

Pairwise language comparison (Souissi 1979: 145; Sieny, Abdelaziz, Husayn 1985: 23)
(A _‘y.__._h'.‘} aé.c-hi..“ :'".'51.}‘" L P l...'_.ln.:.ln..l:
anel discussion Al s (o) il
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Paradigm Jsea
Pattern drill S o 0

Pedagogical tool >l e

Personal talent adlil .
Philology Jalll 4
Phoneme slpa (=) D pea

Phonetics  Ld€llol pa¥lle wildya
Phonology ! sea'¥loiills y ale oy galll &l ol e
Placement [testing) —aial

Poetry =5

Polisemy AR R A
Polisemy (al-Kassimi 1979: 7) Ltafyt ays asas ozl ol

Practicality (testing) =

Professor sl (z) Ml

Proficiency 3¢S

Proficiency-based learning s¢Usll e SEI /ATl s
Programmed instruction g = ada

Programs evaluation el 3l o 535

5

Pronunciation e

p. correction Gadl ~2ia)

eood p. sl 3l
Prose &
Psycholinguistics  Asdi il il 3l e

Psychopedagogy sl paitll e

Punctuation »2

Q

(Juestionnaire !

Quiz sl ;s

R

Yoe

Read aloud % 3e



Reading Bl 5
aloud . Lgate! A
extensive . Asul y3el # v gadel B
intensiver. 58 8l § AiSa5
r. comprehension (Abboud, in Shalgani 1980: 4) %=l53! 3
r. for study purposes Al plisg! i3 jlen
r.in rotation (Ma'had al-gawmi 1981) sl a il g
r. performance gl il g laf
silent . (Ben Ismail 1983) 456! # ciilasel A
slow r.ab seiasge! #
speed 1. Ay gua Bel B
Receiver (communication) Jdie (13
Recitation 23U
Reliablility (testing) <&
Representation (il
Research unit&osad) sas g el 3as
Rhetoric “e T
Role-play (Alosaili 2002) /5% oal

Rules disambiguation et gl e

Rythm & 4

S

Saying [(Qura 1972) <l iV (=)W

Screening (testing) ‘i

Second language learner 22350400 s

Self-assessment ot s ¢ Sy g

Semantic i

Semantic field P T

Semantics  4Y¥al e

Semester el 33l

Semiotics (al-Kassimi 1979: 14) 5 4l 2=
1

Sender (communication)  Je = 2

Signifier dus



Silent way  “Gladi
Situation il g () e
Skill <&l ()54
creatives.  Flulls e
four language s. a1 A i Slea
productive 5, z 2918 e
receptive s, Juiiayis .
Slide (teaching tool), (Rammuny 1980)  “als ) 2058 (o) eu s
Sociolinguistics Lelaat il elayaall e

Speaking Wiala (218

Speech s3I8 cuallas
g act Jeolll
5. areas (Mansour 1980: 65) axsl hli.
s, habit LS sile

5. pathology 23811 3hill ! i 23
Spelling Laglis agd
Spoken language  “aed sl Al
Story el () s
Student Sl (o) Wl i (o) il
Stylistic accuracy  52sal s 38
Stylistic field sl Jlse
Suggestopedia Agilagl iyl

Summary sl

Syllabus ot R spalis () meie
grammatical s. § o Ee

notional s. 388 =
situational s, &' !zt
Symposium 20 (2] 550
Synonymy (al-Kassimi 1979: 7) &2l 5

Syntax saill Jle G4

T

Target language Alagtiies dal cciagll sl
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Taxonomy  «idaillade
Teacher Gpaladl (2] pbe

teacher's book PLSY | T3
teacher's guide alnall (L3

teacher’s training  abd! oy 55 calall slac |
Teaching 30 catlat
t. ceiling (Badawi 1992)  ~bi i

q

L materials  Aaubial s

t. method Al 35k () Ak

L style b

L technique A5 55
Teaching Arabic as a First Language g AaK Ay pll sl
Teaching Arabic as a Foreign Language Aninfdal Gyl
Teaching Arabic as a Second Language  “8%GE Ly pll s
Teaching Arabic for Speakers of Other Languages oal claly o ahlilldy all s
Teaching Arabic to Non-Native Speakers L 08kl bl iy all ulas
Teaching Arabic to Non-Native Speakers LeeBi il iy all b
Teaching Arabic to Non-Native Speakers L sa; GibUl5 all et
Term <ol jia () 2 ke B () L
Test sl

achievement t. and A

1t { sl

aptitudet.  gallalwiy! dag

diagnostic 1. e joal

discrete point 1. alsanlt Llall lasl
essay 1, Ja sl

integrative I L83 olasl

language skill . aggalllict yleldt slaal

level t. s jo slosl

matching t.  4ajl 3« Lol

objoctive . = sa e Lol

placement t. (Mansour 1980: 98; Alosaili 2002) il laal Gl pllen 8 jldal
placement t. (Saleh 1980: 130) sl @ el nuss jlaal

power 1. 1.l glasl s all jlasl
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proficiency 1. 2/l sl

remedial 1, 2 sl

speed 1. Ao gl slasd
standardized t. e jLial

subjective t. S Lot

L design SR e
Testing Aalll = sl
Textbook e e e
Textbook drafting <!l Calb
Theory Ayl
behavioral t. 28 sl. i 3
cognitive t. At 34 .4y k)
monitor t. (Alosaili 2002) <81 15 L
structural 1 5 4k
transformational-generative grammar t. oL il gad @l gadlld) il
Thesaurus 38 (=) 35«
Thorough knowledge Al
Timbre L
to Make people understand [Ma'had al-gawmi 1981) s
Tool (didactical) il (=) fa s czil ol () 520
teaching t. a3l
Total Physical Response (TPR)  ALISH 3o ll 345 Gunall S 0an 158, 4h
Translation studies s ik 4 ki ool

Trilingual aadll 25

U

Unit  Zlasy (=) 52s;

comprehension n. . sela sisg

lexical u. Apane s Ac pans cipans . Biay
logic u. adiliias

teaching . Aphizas

Universal grammar %8 2= 3
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Vv

Validity (testing)  Gs
Vehicular language =4l
Video tape recorder 2w Qa2
Videotapes Alie il a0 (o) byl
Vocation das () i

Voiced phoneme (1bn Khaldun)  3see

w

Way of thinking A L
Weakness point whaall i g
Word 5. 2.8
contentw. pead 38
functionw. ids ;a8
Workhook Al jp S
Writing s
Written comment U8 (§das

Wrilten composition A 2l o B, ol

T2
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GLOSSARY

(Arabic - English)

s

Video tape recorder (. y Jaauidll

Language automaticity (Souissi 1979) Al 4l
Grammatical automaticity 4 s~ alf

Foreign il

Audio-visual tools % yay Lm a3 jeal

Frequent mistakes 4xili ¢l

Reading performance 3e | il gl

Linguistic performance ¢ sl el

Literature

Tool (didactical) &l (=) 3

True / false exercise Uaall s il guall 2]

True / false exercise (bs af zsia 4l

Professor  sdilul (z) 3l

Teaching style o sl

False freinds (Sieny, Abdelaziz, Husayn 1985: 90) O sealie slBaal
Foreign ey

Linguistics ~ 4xwuli

Recitation il

Ornamentation of speech (rhetoric), invention § /x|
Communicative, informative =2l
Attainment &l ).

Fixation gl )]

Hand gestures @Al el L) (=) 5l
Listening ¢laia)

Correction of exercises Crotadll 3l

12
2
)



Languagereform  Zalll 72

Pronunciation correction Ghill 72|

Self-assessment R k)

Teacher's training .l alxc|

Material development Apaalaill af gall alac |

to Make people understand (Ma'had al-qawmi 1981)  alg&]
Thorough knowledge AN

Dictation e 2L

Written composition A z

Written composition o i L)

Free composition (Rammuny 1980) PN
Rythm¢ &)

Facial expressions () Clslay) (=) 86lal

Creativity =~ Sl

Audio-visual orientation (al-Kassimi 1979: 179) (s »<y (o2eu ol
Communication Jlil

Arbitrariness of language (al-Kassimi 1979: 5) hlic| Juxil
Communicative (sl

Integrative test (el s

Test LiAl

Aptitude test s sl alaia! HLial

Placement test ol lisl

Speed test  4c yull HLial

Power test  3;all HLial

Proficiency test FHEN Y

Power test 48 y.ll Lial

Essay test  Jil Lasl

Language skill test  4alll &l jle]l jLaal

Discrete point test  Alaiill Liwill il

Placement test (Saleh 1980: 130) s slll s siadl aaa jLial
Achievement test  luaxi Ll

Diagnostic test (A S LA

Subjective test o HLasl

2
12
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Remedial test_a2e Lial

Placement test (Mansour 1980: 98; Alosaili 2002) Al pall gy 8 Las|
Quiz =i L

Level test (s s HLidl

Matching test s sl 3« HLisl

Standardized test (&« Ll

Objective test o= g 3= LAl

Language testing 42l &l jLial

Testing Al el lasl

Exercise, multiple choice — 2aidl o HLidl

Diglossia 4l Zalsa )l
Questionnaire Ol

Comprehension check agdll (e (Sl

Open answer exercise 5 a sl

Induction el yaial

Listening g Leual

Deduction Ll

Assimilation, comprehension Gl
Orthographic ability (Alss Gl

Polisemy (al-Kassimi 1979: 7) JERERIEI vy
Aptitude 2ol ¢ |

Acquisition LuX]

Total physical response (TPR) EVALN RN T P
Arabic 4y »ll

Modern Standard Arabic & yaladl iy all

Arabic for specific purposes Uapaia Jlaatinl ¢l Ay sall
Arabic as a Heritage Language  “allall ¢l G sall
Arabic as a Heritage Language Gl LY Ay sall
Arabic as a Heritage Language Oaoalgadl el 3 i
Arabic for specific purposes dald al eV iy sl

Arabic for diplomats&uls sha jal &Y 4y all

Arabic for religious purposes 4l ol ey Ay i
Arabic for medical purposes Ak gl Y A i
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Arabic 4y ]l 22l

Classical Arabic Al sl Ay yall Aadll

Literary Arabic (e>aaill A jall dalll

Modern Standard Arabic il 3y slldalll
Modern Standard Arabic — Zaall 3 jlall 4y ll 2alll
Arabic Proficiency Test (APT) A yall g el sl

-
-

Sender (communication) &b
Flashcards 4ibla <,
Rhetoric e

Syntax, s

-~

(]

Textbook drafting Sl calls

Arabic language simplification 4w pdl 22l s

Fixation s

Fossilization s jaad

Free expression POt

Language error anlysis Al elhaa¥l dulas

Discourse analysis «Usall dilss

Contrastive analysis (al-Kassimi 1979: 54) (o hlE
Lesson planning el Jadads

Language planning s s huaas

Language interference (transfer) sl daly

Exercise o

Automatic exercise ;J G pi

Communicative practice (Rammuny 1980), communicative exercise il )i
Testing exercise T SN ST

Inductive exercise (Al ghal cy i

Teacher's training Aol cu ya

Semantic exercise  (AY3 <)

2
12
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Teaching X

Learner-centered teaching (Al Naga 1985: 21)  alicll Jsa 5K e 5
Microteaching (Alosaili 2000) Feas a8

Literary taste 2 (353

Synonymy (al-Kassimi 1979: 7) <&l 3

Linguistic progress <& i

Punctuation ag y

Grammar structure g s> € i

Arabic language simplification % ]l Gl Qs

Motivation (355

.»

Correction fuaaal

Screening (testing) 4l

Design (language planning) s

Test design LY aesd

Curriculum design el apesi

Placement (testing) &zt

Correction  uisai

Language interference (transfer); (Abdelaziz 1980: 144) ol o sl
Expression  uad

Free expression > el

Creative writing exercise =l ja =l

Realistic free expression exercise ails ja jwl

Oral expression (sl ymd

Written expression 8 jad

Polisemy  LLiyIal¥aoms

Multilingualism Al daaas

Arabization < a0

Learning alad

Learning Arabic as an additional language (Badawi 1992) Alia) LS Ay pll b
Competency-based learning, proficiency-based learning el o Al culalll alas
Counseling learning method (ool yy 1 Aalll nlas

Arabic Language Learning 4y !l 4alll oL

Community Language Learning  4clex 3 dalll b

LA



Learning, autonomous (18 ala

Explicitlearning = @ s a3

Implicit learning e ol

Natural learning =~ _2ub a3

Informal learning ) e Al

Oral comment (550 (3l

Written comment  (2US (53

Teaching  al

Teaching Arabic as a Foreign Language  “uial 2K 4y jall 2l
Teaching Arabic as a First Language sl A Ay pall e
Teaching Arabic as a Second Language  2iliZaK iy jll alas
Teaching Arabic to Non-Native Speakers lg: Giblill yaldy sl aas
Teaching Arabic to Non-Native Speakers lemic jaldy jll adas
Teaching Arabic to Non-Native Speakers s ys Giblill 4y jall aiad
Teaching Arabic for Speakers of Other Languages oAl bl pallll 4y sl ol
Andragogy LSl il

Arabic Language Education 4x nd! 2l alss

Arabic Language Teaching &y sl 4alll ailas

Computer assisted instruction (CAI) s RV Jially ala
Programmed instruction g e s’

Learning, early S il

Functional teaching (Abduh 1979) s 5 abs

Feedback  4aal)iiws

Feedback &= )4

Oral interaction (5 siuls Jelis

Interpretation Ssall s

Common sense PRRRT.S

Message decoding  4llu il &l&is

Teaching technique 2 54,

Assessment a8

Summative assessment R RN PR

Programs evaluation el all a5
Formative assessment il ay g

2
12
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Formative assessment (ALl a5
Analytical assessment (hlad oy 58
Formative assessment (o oS3 oy

Micro-evaluation ) a8
Summative assessment (U o o8
Self-assessment (S a5
Quantitative assessment S a5
Qualitative assessment (S a6
Micro-evaluation — _as aysil
Macro-evaluation S« a8
Evaluation ~u

Cloze exercise 4l

Summary Uaili

Summary exercise (x<3) gaiili)
Advanced learner a3 A0
Advanced learner @zl Ll
Homonymy ki 4,5l
Representation s

Mime Cuwla Jfid

Learner-centered teaching (Al Naga 1985: 21) abidl Jsadallladas S,

Exercise et
Cloze exercise ALY
Sentence transformation exercise (Souissi 1979) agaill o 5l

Synonyms exercise <&l jill (s 53

Antonyms exercise bzl () s

Make order exercise s il (2 5
Composition exercise SR RT G
Phonetic exercise S sa (3 5

Pattern drill, structural exercise S (3 3
Discrimination (testing) .l

Rules disambiguation e gall e

Pairwise language comparison, minimal pairs (Souissi 1979: 145; Sieny, Abdelaziz, Husayn

1985: 23) (et el

2
2
o



Intonation = aai
Spelling >
Spelling g

£

Frequency of use il

Communication deal 58

h A

Linguistic communication .fuil dual

Descriptor (sl ciua
Ambition A

£

&

Reliablility (testing) <L

Gap (in language learning) s 35

Culture 43l

Trilingual 4l 5

Bilingual aalll A

Pairwise language comparison, minimal pairs (Souissi 1979: 145; Sieny, Abdelaziz, Husayn
1985: 23) A L

Bilingualism 4all 4.5l

&

Paradigm  dJs»

Timbre U

Language Acquisition Device (LAD) dalll L) s

Pedagogical tool =l e

C

Classroom  &ljyaa ()8
Group management (class) Sle seaddlZ€
Panel discussion (Sl s (o) 4l

Dialogue Ales (=) Ol



&

C

Extralinguistic RIS EN
Material (didactical) 2Ll (=) Lla
Calligraphy L

Speech s
o
Colloquial variety, dialect, spoken language da )b

Input, incitement 2853 (=) &l
Signifier Jha

Translation studies ea sl il ja
Lesson Wi (=) wan
Lesson register el By
Semantic T

Teacher's guide RENIFNL

.
|

Memory 3 SIa

Visual or iconic memory (al-Kassimi 1979: 109) 4 513 S0
Haptic memory (al-Kassimi 1979: 109) 48 =3 Si3

Echoic memory (al-Kassimi 1979: 109) 4mews S

Long term memory s34k ks S

Short term method 2l 5 juais K13

4

Message alla

Visual message 4 panalla
Message, iconic Alsdnalla
Oral message 55 4l

Auditory message 4 s 4llu )



Orthography 2! aw )

& o

Comprehension question exercise «lxiuy! Jl5u
Detailed answer exercise leail JI3u
Communicative question exercise Jlail J3u
Blackboard &) s

Language register (Souissi 1979) ¢ & daw
Teaching ceiling (Badawi 1992) eila’ i
Language ceiling (Badawi 1992) s iiu
Book series  Jullu (=) Alulas

Context Bl

Language command 421) 3 ;huw)

&

@

Slide (teaching tool), (Rammuny 1980) Zals) =58 (=) dag )l
Videotapes  4fleiw il )il (=) Ly

Audiocassette Jae day 3l

Poetry =5

Certificate = Slalgd (=) saleds

oa

Correctness of meaning  Jaelldsa
Language accuracy “sldsa
Validity (testing) (=

Morpheme 2 =

Class wisia () ba

Phoneme Al ya (=) S sa
Phonetics  &liiga

Flashcards 4kl jpa

12
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L

Student (masc.) s () s

Student (fem.) bl (=) 4l

Method Gob (=) 4k

Teaching method  “:asli 5k (=) 44 )k

Suggestopedia Al 45 5k

Communicative method — %llailis )l

Dual method 4548 51

Total physical response (TPR)  “pawallalaiudlag ;0
Grammar-translation method (Abdelaziz 1980: 150)  c! sl das il 4% )l
Cognate method (Abdelaziz 1980: 150) < Ellas, )k

Mimcry method (Abdelaziz 1980: 150) il 45 5k

Army Specialized Training Program (ASTP) S Y il sk
Reading method (Abdelaziz 1980: 150) 3¢/ 8l 4g ,ha
Dual-language method (Abdelaziz 1980: 150) 4ol asll5s, )l
Grammar method (Abdelaziz 1980: 150) s~ill 4% )k
Grammar-translation method don jilly gailldg) Hla

Unit method (Abdelaziz 1980: 150) ilas ll 45 5k

Eclectic method (Abdelaziz 1980: 150) 45l as, )k

Traditional method (al-Hadidi 1966) T AT) 5l
Communicative method — “lalsii )k

Blended method — 4&dsids )k

Audio-visual method 4y dmenn 48y 5l

Method, audio-visual oral-written (Ben Ismail 1983) 2 su “ghli %) yaydmandyy Hh
Aural-oral method % sd dmen 35y 5l

Aural-oral method 4hids iy sh

Psychological method sl Kl 5k

Oral method 45545 5l

Intensive-oral scientific method (Al Naga 1985: 108) 4. au5aha% 5k
Silentway  “ilaiy sk

Phonetic method (Abdelaziz 1980: 150) i sais )l

Natural method (Abdelaziz 1980: 150) 4wmubhis )k

Whole-word method LK as Hh
233



Direct method 5yl 48 Hh

Lexical method EIREC R TRV

Practice theory method (Abdelaziz 1980: 150) el i ,l335, 50
Psychological method At 44 Hha

Structural method 4w 3350

Structural-global audio-visual method (SGAV) % ya dmen LK K0 35, 51
Fluency EERIN

o

Speech habit 428 3ile

Colloquial variety, dialect, spoken language dule
Foreign asc

Dislexia el pll e

Mind dJic

Cure, correction zole

Speech pathology o3Il 5 (3haill jal sl #20e
Cure of (language) problems COICE e
Phonetics ~ “DSll gl e

Phonology  “isalll cilsalale

Kinesics (al-Kassimi 1979: 11) syl e
Taxonomy «aiaill.le

Semantics ~ 4¥allale

Semiotics (al-Kassimi 1979: 14) sl ale
Morphology & yall e

Linguistics %l e

Computational linguistics J¥/4alll.le
Sociolinguistics elaayialll e

Historical linguistics &t 2alll e

Pragmatic linguistics gl aalll e
Applied linguistics  iulaillZalll e
Geolinguistics Sl aallaall e

Computational linguistics 2 sulalldalll e
Neurolinguistics ~ uaalldalllle



Comparative linguistics Goliaiaalll e
Psycholinguistics il 2alll e
Descriptive linguistics ol Zalll e
Lexicology aaxbdliale

Syntax saill ale

Psychopedagogy — s sl Luidll e
Phonology il sl il ale
Practicality (testing)<le

Speech act  Jwalsilldidc

-

Overhead projector ¢ sau asild

Input hypothesis (Alosaili 2002) sl Jaslldz 3
Semester  (ul» Jad

Philology — 4allf s

Decoding s il

Comprehension el

Specific comprehension — luaii a8

Oral comprehension ¢ sil agd

General comprehension  ale ~g?

Written comprehension  (2US »¢

-

3

Morphological rule % yaicl

Grammar rule dggaisacld

Ability <l % () 5 8

Creativity 4l 8

Stylistic accuracy & salls 8

Grammatical correctness 4aalls )8

Reading sl B

Reading in rotation (Ma'had al-qawmi 1981) il sl el 3
Read aloud %eaiel #
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Reading, aloud 4 e el A

Silent reading 4 sel A

Speed reading day s Bl B

Silent reading (Ben Ismail 1983) 4ilazel #
Intensive reading 35 3¢l

Slow reading 3l 5. 3¢l #

Intensive reading %3¢l #

Extensive reading  4augesel A

Extensive reading ! se! #

Reading comprehension (Abboud, in Shalgani 1980: 4) 4cls3c! #
Narration ol

Narrative, story paual () sl
Universal grammar 48 x|

Innate universal grammar 4 yhi 1K x| 8

Measurement L

El

Book i ()=

Basic course ulul QLK

Workbook 4l oplall (LS
Textbook ()2 UK

Writing 4ls

Creative writing dely) e

Free writing 3 S

Calligraphy copybook Laliaul S
Proficiency 3lS

Competence el ()36l

Academic competence EONRIE S
Communicative competence bl sel€

Cultural competenceals s¢ S
Competence LS () 48

Didactic activity in couples (xslaie (il S
Speaking, speech 28



Word 4K

Content word () sl 4K
Function word Aaids g 4K
Adult Je&

J

Saying (Qura 1972) <L ¥ (=) Y
Linguistics <yl

Applied linguistics  “anli bl
Educational linguistics dpayla’ iyl
Neurolinguistics ~ 4uac Glilul
Sociolinguistics daclaiad dyild
Psycholinguistics % 4yilal
Role-play (Alosaili 2002) !5/l
Language games sl lali (=) “l
Language 4

Foreign language  “uiaidal

Heritage language 4l

First language gl Aal

Artificial language (al-Kassimi 1979:19) “clhul 451
Heritage language dJ=Y!4a!

Mother tongue Y1 4a]

Body language aanllds]

Language of the educated = nidiall 45!
Target language = —agllaal

Liturgical language “u=idal

Lingua franca< yii. Joal 133l

Second language — 4ulaal

Official language = )33l

Innate language (al-Kassimi 1979: 9) 4 e dal
National language 58451

Local language Alasdal

Mixed language ddalia. da]
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Target language = 3¢ dal

Language, dead A dal

Simplified language (e.g. Basic English in al-Kassimi 1979: 22) 5y 45l
Mixed language (s g 42

Vehicular language “aws2al

National language 4k 4al

Functional language i 532l

Expression, term LUl () Ll

Colloquial variety, dialect, spoken language FE

Flashcards (al-Halioui 1981: 67; Qura 1972 [1969]) <l cilsyl
Blackboard 4s3!

Blackboard  uiliall 48 4]

Class poster “islaallia gl

Class poster kil dagl

Flannel board Sl s gl
Flannel board ggdad

P

Conference <i}-

Material (didactical) 2l s« (=) 82le

Language material (Badawi 1980: 26) sl
Concept Jsalie

Multilingual <Gl s

Second language learner ~ 4ulll 4alll st

Learner ool calaie

Superior level (Badawi 1992; ACTFL) (st
Receiver (communication) Jsi

Advanced level (Badawi 1992; ACTFL)  »i
Distinguished level (Badawi 1992; ACTFL) Jpelle
Intermediate level (Badawi 1992; ACTFL) dasi i
Lower-intermediate level .l i
Upper-intermediate level leilauyic

Domain Jlas



Stylistic field (2 shul Jlas

Semantic field ¥ Jlae

Affective domain bl Jls.

Cognitive domain & - Jla

Affective domain =l dlew

Lexical unit 4iesssic gess

Voiced phoneme (Ibn Khaldun) s
Speaking Gala.

Free conversation (Rammuny 1980) 5 a ol
Mnemonic exercises < sia.

Literacy Ayl yaa

Interlocutor, adresser EAE

Language laboratorytll is.

Output Glaie @olie (P Tt

Approach  dJalw (=) dax

Input, incitement <A (=) daa.

Humanistic approach (Hhai] Jane
Communicative approach Jl<il Jas.

Structural approach Al Jaa.

Media-based approach S Jaa.
Communicative approach L=l Jax

Cultural approach (Madkour and Haridi 2006) A Jaa.
Natural approach  xuh Jas.

Situational approach il gl e ue Jan.
Media-based approach il s e e Jane
Cognitive approach 2 =~ Jax

Situational approach i e JA0e

Functional approach -l 5 3.

Meaning J sl

Corpus 40 9
Monitor (language), (Alosaili 2002) Bl s
Feedback (Ma'had al-qawmi 1981) 48

Pairwise language comparison, minimal pairs (Souissi 1979: 145; Sieny, Abdelaziz, Husayn
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1985: 23) el 4l

Exercise drill Ol

Level <Ba e cdal o (=) 4 e

Sender (communication)  Jw
Teacher's book pladl Ak 5

Novice level (Badawi 1992; ACTFL) NENKI
Arabist S aleas

Receiver (communication) Jiie.

Level <l (=) s sius

Emotional involvement 4l 558 LA
Affective filter Al aadl) sl Caal)
Correction of mistakes elhaall dallas
Adequacy of expression (rhetoric) (ol
Lexicon pa

Monolingual dictionary %l galal aaas
Bilingual dictionary 4l A .aa
Lexical (gD

Knowledge 4 .

Passive knowledge 4ula)3d p.

Active knowledge  Aulsds .

Teacher O sebdl (2) b

Passive knowledge 8L il sl

Active knowledge il <l s
Language laboratoryJe=-

Meaning Ulas () 2=

Moral jlas (=) ¢ xs

Language key 4l (z) 35

Term b jie () 3.

Word, term 3 i«

Concept o oeie

Syllabus ol ) ke

Thesaurus & (=) 35

Cloze exercise el il e



Forum«liil (o) il

Good use of the language 4ssai e
Speech areas (Mansour 1980: 65) ~2&1 3hli
General class discussion (Rammuny 1980) dle Al
Forum <L (=) s

Logic (3hi.

Common sense A (3hai

Syllabus, curriculum, method zalis (=) mee
Notional syllabus 5 Sill z¢ie
Multidimensional curriculum Aoyl anie Apia ¥ dalll g
Situational syllabus <! sall zeis

Grammatical syllabus o mee

Four language skills a,¥! %l &l e

Skill Gl (=) 8ol

Creative skill §lwy!s les

Productive skill U5 lew

Receptive skill JLEY 8 jlew
Comprehension ability aedll 8 jlee

Reading for study purposesul allse! yall 5 les
Manual ability Aliae A€ 508 Hlew

Phonetic ability Al goca B 5l

Teaching materials 4kl al 5

Objectivity (testing) % s se

Weakness point Canall a5

Situation il go () e
Personal talent dpai i g
Domain Ol

Disposition, inclination, vocation Jsx (=) Jie

L

Prose i
Grammar sl

Functional grammar ils 5 s



Symposium &l (=) 350
Creative activity (¢ \Shl LU

Diffusion v

Authentic text (al pai
Authentic text (i al
Authentic text (b pal
Pronunciation (3l
Good pronunciation adu (3hi
Theory Ak

Translation studies e il 4 ,1i

Monitor theory (Alosaili 2002) <l )l 4, 5k
Transformational-generative grammar theory  Lsaill gl gill gl 4y Hhas
Structural theory = 4usia Hhi

Behavioral theory 4 sludy yhi

Cognitive theory = %ablic 48 p. iy ki

Literary criticism &

Way of thinking el

Didactical method (or technique) (o= h

Cognitive development (Mansour 1980: 60) (lic gai

Humming (Dichy 1979) 4
Language structure sl s

3

Homework Aiwclal,
Unit  Glasg ()3
Research unitaall sas
Research unit< sl sas
Teaching unitiiedxizas
Lexical unit “iesacisg

Comprehension unit % seis 53 5

2
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Logic unit 4. sas g

Mnemonic devices (Qura 1972) 5 SIAll Calausf Jilas
Medium (communication) 4l

Tool (didactical)  Jilus (=) 3l

Teaching tool ahill Al

Function das g

Grammar function 4 sididsy

Functional il

Cultural awareness 2 <
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ARABIC PROFICIENCY TEST

1 What is the net weight of one tin of Harissa? (1p)

The correct answer is: 70 or 70 g.
s gl

.:.}‘* Al Jlaati) aag " SN Coa g Eulasy sl Jalaly :r-*'l_g..ll Juialdl e _ic.l

prda 939 alall 43 _:-:ﬂ;";P e ph e Jidi declidiae b A el Jd gl
mall/geal | aalosd | Sasiaine | e
ddall o5 S
e 100 | 7000 | 25 | 1juegs
ide 60 | £4200 15 | 2 58
e 16 | £1120 4 | ue1s
4 | ¢280 1 A3
W | 70 .

Source; Sl sodaco.com.tn

244



Oiiad e L Y 5 Sl Ll e MLEAN Al A peaall 3N & jic 1
diad AlS oMl g sl 3§ yhadllg pelall e dol 38 200 ala jall 5 calladl 3 =1 g
oSiel ¥ g Opdlell et g Usile

‘____r-:" S B }- lal_piudl" e ledia e Gl s s Al o g 2

4508 Jpe _J_.S.l m sllas ) L ﬁ.r_‘.hj i”'_"...:'.'_".‘%é-“ d..:-j.....j.n A ‘_;'._......'Lllﬂ I_':_i" :'.__‘,_.-:El.c._l :._#_)...a._.

Iy '1|.

adiia gl il e MR ¢ ddled” dnilaall daalall B el cuad ) Al 5 Sy

="
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2 What is paragraph 1 about? (1p)
A a rich Egyptian artist.

B a fashion product of high value
C a wedding dress that costed a lot of money to the bride

L

3 What does relate Walid Atalfah to the dress? (1p)
A he conceived it *

B he bought it

C he organised the fashion show for it
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5 Mention two objectives of the Organising Committe of the Carnival that were fulfilled during
the event. (pragraph 3) (2p)

The candidale should provide two from the following likely answers:

- to revitalize the cily with aclivities.
- lo bring a new club scene lo the beach area of the cily.
- fo create a nice vision of the nation in the eyes of tourists.
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7 List two objectives of the social campaign of the project mentioned by Iman Junia in
pragraph 2. (2p)

The candidate should provide two from the following likely answers:

- to adopt the principles of green living.

- o encourage investors to support green solution projects,

- to improve the current critical situation in which Egypl stands.
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Abboud, Peter
Abduh, Dawud
ABEGS
Ability
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manual a.
phonetic a.
Abu Bakr, Yusuf el Khalifa
ACTFL
ACTFL Arabic Proficiency Guidelines
Adequacy of expression (rhetoric)
Advanced learner
Affective filter
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ALECSO
Al-Imam Muhammad Ibn Saud Islamic
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Al Naga, Mahmoud Kamel
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American Association of Teachers of Arabic
(AATA)
American Council on the Teaching of
Foreign Languages (ACTFL)
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‘ammiyya
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cognitive a.
communicative a.
cultural a.
functional a.
learner-centered a.
Natural A.
structural a.
Arab Bureau of Education for the Gulf
States
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Arabele 2009
Arabele 2012
Arabic
as a Heritage Language
for diplomats
for medical purposes
for religious purposes
for specific purposes
Language Education
Language Learning
language simplification
Language Teaching
Arabic Language Teaching Institute of Al-
Imam Muhammad Ibn Saud Islamic
University
Arabic Proficiency Test
Arabic through radio in Gambia (Project)
Arabish (see also Arabizi)
Arabization
Arabizi (‘arabizi)
Arab League Educational Cultural and
Scientific Organization (ALECSO)
Arbitrariness of language
Army Specialized Training Program (ASTP)
Assessment
ASTP
Authentic text
Autonomy (in language learning)
Badawi, Essaid Mohammed
Badran, Muhammad Mamduh
Bagley, William Chandler
Bakalla, Mohammed Hasan
al-Bara, Yahya Bin
Basic Arabic
Basic course of Arabic (see al-Kitab al-
asasi)
al-Batal, Mahmoud
Ben Ismail, Mohamed



Black board

Bloomfield, Leonard
Bourguiba School
Bourguiba School Method
Cairo University
Calligraphy

CASA

CEFR

Center for Arabic Study Abroad (CASA)

Certificate

Chomsky, Noam

Class discussion

Classical Arabic

Cloze

Colloquial variety, colloquial Arabic
Comenius

Common European Framework of Reference

for languages (CEFR)
Communication
Communicative

c. competence

C. practice
Competence
Competency-based learning
Composition
Comprehension

c. check

general c.

oral c.

specific c.

written c.
Computer Assisted Instruction (CAI)
Corpus
Correction
Counseling
Creative activity
Creative writing
Creativity
Cultural awareness
Cultural competence
Culture
Curriculum

c. design

multidimensional c.
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Deduction
Dewey, John
Dialect
Dictation
Didactic activity
d. a. in couples
Diglossia
Discrimination (testing)
Domain
affective d.
cognitive d.
Drill (see Pattern drill)
al-Dukhayl, Hamad Bin Nasir
Ecole Polytechnique du Bardo
Educational triangle
Egyptian Broadcasting Corporation
Error analysis
Evaluation
Exercise
automatic e.
cloze e.
communicative e. (see also under
Communicative practice)
communicative question e.
composition e.
comprehension question e.
creative writing e.
inductive e.
make order e.
mnemonic e.
multiple choice e.
open answer e.
phonetic e.
semantic e.
sentence transformation e.
structural e.
summary e.
true / false e.
Expression
oral e.
written e.
Extralinguistic code
False friends
Feedback



First language

Fixation

Flannel board

Flashcards

Fluency

Foreign Language

Franco-Arabic (see also Arabizi)

Frequency of use

Frequent mistakes

Function

Functional grammar

Functional teaching

al-Gafsi, Zahia

Grammar

Grammatical automaticity

Grammatical correctness

al-Hadidi, Ali

Hardan, Jarjura

Hand gestures

Harvard University

Haykal, Muhammad Husayn

Heritage Language

Hiliaoui, Abdelrazzak

Holy Qur’an

Humming (teaching technique)

Husayn, Taha

Ibn Khaldun

ilag, ‘ilag al-muskilat

Induction

Innate universal grammar

Input hypothesis

Institut Bourguiba des Langues Vivantes

Institute for the teaching of Arabic as a
foreign language and the diffusion of
I[slamic studies (Ma‘had Mauritania)

Institute of Arabic Language in Mecca
(Ma‘had Umm al-Qura)

Instituto de Estudios Islamicos en Madrid

International University of Africa

International University of Africa Arabic
Language Institute

International Cooperation Board for Arab-

I[slamic culture development
Intonation

ISESCO

Islamic Educational Scientific and Cultural

Organization (ISESCO)
al-Kassimi, Ali

Khartoum International Institute for Arabic

Language (Ma‘had al-Hartim)
al-Khatib, Ali Ahmed Ali
Kinesics
King Sa‘ud University
King Sa‘ud University Arabic Language
Institute (Ma‘had al-Riyad)
al-Kitab al-asast
Al-Kitaab fii Ta‘allum al-‘Arabiyya
Knowledge
active k.
passive k.
Komensky, Jan Amos (Comenius)
Laboratory (language)
LAD (see Language Acquisition Device
under Language)
Lado, Robert
Language
dead 1.
first L.
foreign L
heritage 1.
innate 1.
l. accuracy
L. Acquisition Device (LAD)
l. automaticity
1. ceiling
l. games
l. interference
1. laboratory
1. of the educated
1. planning
l. reform
l. register
1. testing
l. transfer
liturgical 1.
local 1.
mixed l.
national L.



official 1.
second .
simplified 1.
source l.
target l.
Language Center of Yarmouk University
Learner-centered teaching
Learning Arabic as an additional language
Lesson planning
Lesson register
Level
advanced 1.
distinguished L
intermediate 1.
lower-intermediate l.
novice l.
superior l.
upper-intermediate l.
Lingua franca
Linguistic performance
Linguistics
applied 1.
computational 1.
Listening
Literacy
Literary Arabic
Literary criticism
Literary taste
Madkour, Ali Ahmed
Ma‘had al-Hartum
Ma‘had al-Riyad
Ma‘had Maridi
Ma‘had Mauritania
Ma‘had Umm al-Qura
al-Makhzumi, Khalf
McCarus, Ernest
Measurement (testing)
Meeting of Khartoum
Meeting of Tunis
Mekki, al-Tahir Ahmad
Method (of language teaching)
audio-visual m.
audio-visual oral-written m. (Ben Ismail
1983)
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aural-oral orientation
blended m.
direct m.
dual m.
eclectic m.
grammar m.
grammar-translation m.
integrated m.
intensive oral-scientific m.
natural m. (see also practical or direct
m.)
Natural M.
oral m.
phonetic m.
practical m.
reading m.
structural m.
structural-global audio-visual m. (SGAV)
traditional m.
whole-word m.
Micro-teaching
Minimal pairs (see also Pairwise language
comparisons)
Mixed Arabic
Modern Standard Arabic (MSA)
Monitor Theory
Monroe, Paul
Mother Tongue
MSA
Mubarak, ‘Ali
al-munaqasa (see Class discussion)
Nasr, Raja Tawfik
Nielsen, Helle Lykke
nutq salim (see Pronunciation)
Objectivity (testing)
Oral interaction
Ornamentation of speech (rhetoric)
Orthographic ability
Orthography
Pairwise language comparison
Pattern drill
Pimsleur, Paul
Practicality (testing)
Proficiency



Proficiency-based learning
Programs evaluation
Pronunciation

p. correction

good p. (nutq salim)
Qasim, Awn Alsharif
qlyas (see Measurement)
Qur’an (see Holy Qur’an)
Rammuny, Raji
Read aloud
Reading

extensive r.

intensiver.

r. aloud

r. comprehension

r. for study purposes

r. in rotation

silentr.

slowr.

speedr.
Recitation (anasid)

Recitation (of the Holy Qur’an)

Reliability (testing)
Representation (tamtil)
Rhetoric
Role-play
Rythm
Saleh, Mahmoud Esmail
Mahmoud Esmail)
al-Sayyid, Ahmad Lutfi
School of Languages of Cairo
Screening (testing)
Self-assessment
al-Shaykh, Husayn al-Tayyib
Second Language
Sieny, Mahmoud Esmail
Silent way
Skill
creative s.
productive s.
receptive s.
Souissi, Ridha
Source language
Southern bureaus division

(see

Sieny,

288

Speaking
Speech
s.act
Spelling
Spoken Arabic
Stylistic accuracy
Sugestopedia
Summary
Suggestopedia
Syllabus
grammatical s.
notional s.
situational s.
Symposium of Madrid
Symposium of Doha
Symposium of Rabat
Symposium of Riyadh
al-Tahtawn, Rifa‘a Rafi°
Taha, Zainab
Taima, Rushdi Ahmed
tamtil (see Representation)
Target language
TASOL
Teacher’s book
Teacher’s guide
Teacher’s training
Teaching Arabic as a First Language
Teaching Arabic as a Foreign Language
Teaching Arabic as a Second Language
Teaching Arabic for Speakers of Other
Languages (TASOL)
Teaching Arabic to Heritage Learners
Teaching Arabic to Non-Arab Speakers
Teaching Arabic to Non-Native Speakers
Teaching ceiling
Test
achievement t.
aptitude t.
diagnostic t.
essay t.
language skill t.
level t.
objective t.
placement t.



power t.
proficiency t.
speed t.
standardized t.
subjective t.

t. design
Testing (language)
Textbook
Textbook drafting
Theory

behavioral t.

cognitive t.

monitor t.

structural t.

transformational-generative grammar t.

Thesaurus

al-Tonsi, Abbas

Total Physical Response (TPR)
TPR

Translation studies
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UNESCO

United Nations Educational, Scientific and

Cultural Organization (UNESCO)

Universal grammar

Validity (testing)

Vehicular language

Wahba, Kassem

Way of thinking

WFAIIS

Woidich, Manfred

Workbook

World Federation of Arab
International School (WFAIIS)

Writing

Written composition

Yarmouk University

Younes, Munther

Younis, Ali Fathi

Islamic



