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ABSTRACT 

 Literature pertaining to English-speaking L2 learners of Arabic on study abroad 

programs in the Arabic-speaking world is almost nonexistent. This may be due to the fact 

that not even one out of a hundred American students chooses to study abroad in the 

Arabic-speaking world each year (Gutierrez et al., 2009). The small number of American 

students studying in the Arabic speaking world is at odds with the MLA’s most recent 

language report in which Arabic enrollments increased more than any other language 

from 2002 to 2006 (Furman, Goldberg & Lusin, 2007). With the increase in Arabic 

enrollments it is probable that more and more American students will desire to study 

Arabic in the Arabic-speaking world. The benefits of study abroad have long been 

praised (Carroll, 1967; Kinginger & Farrell, 2004; Berg et al., 2008). Not all studies, 

however, have been congruent (Freed, 1995). This dissertation investigates L2 learners of 

Arabic on study abroad programs in the Arabic-speaking world. The primary countries in 

this research are Egypt, Jordan, Morocco, Syria, and Yemen. This research focuses on 

issues related to acculturation, language variety preference, proficiency and the use of 

technology in learning Arabic among students of Arabic on study abroad programs in the 

Arabic-speaking world. Particular attention is paid to the binary nature of Arabic as 

manifest in a host of spoken colloquial varieties. For example, the spoken colloquial 

Arabic in North Africa differs to a great extent from the Arabic spoken in the Levant. 

This feature of Arabic is referred to as diglossia (Ferguson, 1959a).  

 Over 90 L2 learners of Arabic participated in this research, though not all of them 

answered every question. These learners completed an extensive online survey pertaining 
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to their cultural experiences and interaction, language situations and functions, 

proficiency in Arabic, and which technologies they or their teachers used to assist in 

learning Arabic. It is hoped that this research will provide empirical insights pertaining to 

the cultural and linguistic experiences of L2 learners of Arabic in the Arabic-speaking 

world. General implications for Arabic programs are also presented. 
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CHAPTER 1 

INTRODUCTION 

1.1 Background and problem statement 

In 2007, the Modern Language Association reported a 126% increase in Arabic 

enrollments throughout the United States from the years 2002 to 2006 (Furman, Goldberg 

& Lusin, 2007). Unsurprisingly, Arabic represented the greatest statistical increase in any 

language enrollment from 2002 to 2006 in the United States. Arabic programs are 

expanding and opening all across the United States. More and more American students 

are becoming interested in learning the language of the Arabic-speaking world. While 

programs at home are abounding, one might expect the number of students participating 

in study abroad programs in the Arabic-speaking world to follow suit. Interestingly, 

however, the number of students studying abroad in the Arabic-speaking world has not 

followed the same trajectory as language enrollments (Gutierrez et al., 2009). The 

reasons for such a lack of congruency are many. The Institute of International Education 

(Gutierrez et al., 2009) listed some of the issues related to encouraging more American 

students to study abroad in the Arabic-speaking world - and making this process easier. 

Some of the concerns relate to issues of credit and educational standards as well as 

general security (Gutierrez et al., 2009). This dissertation, however, primarily 

investigates the experiences of students who have actually participated in study abroad 

programs in the Arabic-speaking world. Commenting on the importance of study abroad, 

Kinginger & Farrell (2004) wrote, “[T]hus it would appear that the study abroad context 

may complement classroom foreign language learning as students are socialized into 
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language use, linking linguistic and pragmatic features of the languages they are 

learning” (p. 19). This research seeks to understand why some students are more 

successful than others in acculturating and/or gaining higher levels of proficiency during 

study abroad programs in the Arabic speaking world. This research also seeks to 

understand which factors contribute to cultural and linguistic success as well as the role 

of technology in these processes.  

The experiences of students who participated in study abroad programs in the 

Arabic-speaking world are investigated to understand linguistic and cultural aspects of 

life in an area of the world not traditionally visited by large numbers of American 

students. In particular, this dissertation seeks to understand issues related to acculturation, 

proficiency, and the role of language variety as experienced by the students on a day-to-

day basis. Acculturation is investigated by measuring the amount of cultural interaction 

students engage in as well as how difficult they find a variety of communicative functions 

in the language. This dissertation uses the term acculturation to represent how students fit 

in the culture (identity), how they deal with cultural differences and challenges, and the 

nature of student interaction with host nationals. Acculturation in this dissertation rejects 

the notion of ‘going native,’ rather; acculturation is a process of integrating through 

empathy and understanding into the culture without necessarily losing one’s former 

identity. Berry and Kim (1988) wrote, “Acculturation has sometimes been used to mean 

assimilation… [in which one loses] his original precontact culture, and be sbsorbed into 

te larger society. While this often happens … it is not inevitable” (p. 211). Berry and Kim 

(1998) then present different modes of acculturation: “assimilation, integration, 
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separation, and marginalization” (p. 211). This dissertation also claims that acculturation 

is not necessarily total assimilation at the cost of one’s previous culture. 

Language variety preference is investigated as related to the binary nature of the 

Arabic language. This binary nature is embodied in the existence of a spoken vernacular 

and a more formal variety, each used in somewhat exclusive contexts. Understanding 

how students react to and relate to different varieties of Arabic is of utmost importance to 

emerging Arabic programs at this time of increasing enrollments. Understanding student 

opinion to such varieties may help such programs in developing dynamic and practical 

curricula at home and abroad. Understanding these issues as they relate to proficiency 

will also shed light on the study abroad experience. In addition to understanding issues 

related to acculturation, preference and proficiency, this dissertation seeks to understand 

the role of technology in student learning in study abroad programs in the Arabic-

speaking world. In particular, this dissertation investigates which technologies students 

and teachers used in learning different varieties of Arabic. These issues are introduced in 

greater detail below. Following these introductions, the research questions and 

hypotheses of this dissertation are presented. Thereafter the significance of the research 

in this dissertation is discussed. Finally, an outline of this dissertation is presented. 

As mentioned above, Arabic is a language in which there exists a vernacular and a 

restricted formal variety. According to Ferguson (1959a), Arabic is language in which a 

diglossic situation is found, which indicates the presence of higher and lower registers of 

speech that are significantly marked and used in somewhat exclusive contexts. The 

higher register is generally defined as Modern Standard Arabic (MSA). The lower 
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register is a spoken variety of Arabic, or dialect, that is rarely codified and may lack the 

prestige of MSA. Hereafter the spoken variety of Arabic will be called ‘spoken colloquial 

Arabic’ (SCA).  

In the field of Arabic language learning and teaching there is a paralyzing and 

fundamental disagreement over which varieties of Arabic should be taught and learned. 

Many instructors in the United States still prefer to exclusively teach the so-called 

mutually intelligible MSA even though it is primarily a formal written language (Ryding, 

2006). Voices against such an approach remain in the minority, though they are 

increasingly growing louder as more and more students express a desire to learn SCA 

(Wahba, 2006; Palmer, 2008). There is a great deal of opinion and debate regarding 

learning and teaching SCA. Unfortunately, there is almost no empirical data supporting 

or refuting such opinion. This dissertation seeks to partially fill this gap. This dissertation 

also seeks to assist Arabic language programs in understanding student desire regarding 

issues related to the learning of MSA and SCA as based upon cultural and linguistic 

experiences in a study abroad context. Moreover, the use of technology may assist in the 

process of acculturation and gaining language proficiency. 

1.2 Research Significance  

There is often heated debate at conferences as well as on the field’s primary 

listserv, Arabic-L, regarding the issue of diglossia and teaching Arabic. Such arguments 

range from concerns about which spoken variety of Arabic to teach, to when and whether 

curricula should include SCA. This dissertation does not seek to address the former 

concern. Al-Batal & Belnap (2006), commenting on results from extensive data 
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collection, demonstrated “that 86% of students who expressed interest in learning Spoken 

Arabic [SCA] prefer either Levantine or Egyptian Arabic” (p. 396). Thus, this 

dissertation does not investigate which variety of SCA should be taught to students, but 

rather what students think about learning a spoken variety. 

In addition to opinions regarding language variety, there is an urgent need to 

investigate student experiences in study abroad settings. With proliferating Arabic 

enrollments in the United States, it is highly likely that demand for study abroad 

programs in the Arabic-speaking world may soon follow suit. Such research should 

include investigation regarding acculturation along with proficiency gains. After listing 

some benefits of studying abroad, Freed (1995) wrote that “[w]e have … more to learn 

about how students actually spend their time while abroad, which language they speak 

with friends and host families, the purposes for which and the amount of time they 

actually spend using the target language …” (p. 28). Data in this research will be 

analyzed in an attempt to understand student cultural and linguistic experiences at study 

abroad locations in the Arabic-speaking world. 

1.3 Research Questions and Hypotheses  

The research questions in this dissertation deal with acculturation, proficiency, 

variety preference and technology use. The first research question investigates 

acculturation and Arabic proficiency. The hypothesis for this question is that students 

who are more acculturated will have a higher level of proficiency in Arabic. The second 

research question investigates student opinion regarding different varieties of Arabic and 

variables that may influence such opinions. The hypothesis is that there are no variables 
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that influence student opinion regarding different varieties of Arabic. The third research 

question investigates use of technology on study abroad programs in the Arabic-speaking 

world. The hypothesis is that students and teachers are rarely using technology on these 

programs.   

1.4 Dissertation Outline 

  This chapter has provided an introduction and overview of the research questions 

and hypotheses that will be investigated in this dissertation. The next chapter will provide 

a review of the literature relating to issues in this dissertation. This includes a review of 

research about study abroad programs, the history of Arabic teaching in the United 

States, diglossia, ideologies of language, acculturation, proficiency, technology and other 

issues related to acculturation and proficiency.  

 Chapter 3 presents the methodology of this research. The chapter presents 

information about how the data was collected and who the participants were. Each survey 

instrument is discussed in detail.  

 Chapter 4 presents the results of this study. The results are presented in order by 

research question. Some commentary will be included in this chapter though the ultimate 

conclusions are saved for the last chapter.  

 Chapter 5 is the final chapter in which the results are interpreted and conclusions 

are offered. Chapter 5 also includes recommendations for future research and the 

limitations of this study. The chapter will also offer general recommendations for study 

abroad programs. 
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CHAPTER 2 

LITERATURE REVIEW 

This chapter begins with a general review of literature pertaining to study abroad 

programs and second language acquisition. Thereafter, this chapter provides a historic 

overview of Arabic teaching and learning in the United States. Particular attention is paid 

to the issue of diglossia in Arabic. Finally, literature pertaining to a number of other 

fundamental issues in this research is presented. Such issues range from acculturation, 

proficiency, living arrangements, to technology use in language learning. 

2.1 Study abroad introduction 

 One may think that the dramatic increase in Arabic enrollments at institutions of 

higher education in the United States is likely to produce a similar boost in the number of 

students wanting – or being required – to participate in study abroad programs in the 

Arabic-speaking world. This may be the case in the future, but according to a white paper 

report from the Institute of International Education (February 2009), however, such a 

result is not yet the reality. The report does reveal some increase in the number of 

American students receiving credit to study in the Arabic-speaking world from 2004-

2007. In comparison with other countries and regions, however, the numbers are still 

small. In fact, “the Arab world attracts only 2,200 American students a year, or less than 

one percent of all Americans who study overseas annually” (Gutierrez et al., 2009, p. 7). 

The IIE (Gutierrez et al., 2009) report continues, “[m]ore than half study in one country, 

Egypt, and more than 80 percent of American students go to one of three countries: 

Egypt, Jordan, or Morocco” (p. 7). Unfortunately the report does not show how many of 
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these 2,200 students went to the Arabic-speaking world exclusively to study Arabic on 

intensive language programs. This finding may be of interest to Arabic teachers and 

students due to the perceived inherent advantages of study abroad programs.  

In 2005, the Commission on the Abraham Lincoln Study Abroad Fellowship 

Program published a report about the need for more participation in study abroad 

programs. The Commission states that it hopes to have one million U.S. students 

participating on study abroad programs each year within one decade. The rationale for 

this is simple: “what nations do not know can hurt them …. [and] Promoting and 

democratizing undergraduate study abroad is the next step in the evolution of American 

higher education …. [and] Greater engagement of American undergraduates with the 

world around this is vital to the nation’s well-being” (p. v). Particular mention is made 

concerning Arabic and other less-commonly-taught languages, “Americans remember the 

desperate search for speakers of Arabic, Farsi, and Pashto that followed the national 

calamity of September 11, 2001” (p. vi). Indeed, less than one quarter of all Americans 

hold a passport. This program will provide global learning opportunities for many 

additional American students. It should be noted, however, that there is no language 

stipulation in this program. The report does mention “[f]oreign language abroad should 

be strongly encouraged for receipt of a Lincoln Fellowship and would be desirable for 

Lincoln Scholarships” (p. xi). It is hoped that students studying abroad in non-English-

speaking countries will learn the language of their host country. 

One may expect students to make more linguistic progress on a study abroad 

program than those in normal classes at home. Such an expectation may stem from the 
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possibility of abundant opportunities for target language use and communicative 

interaction. There is considerable research about study abroad programs and language 

gains. Unfortunately, the research is not always unanimous in its findings. After 

reviewing numerous studies about study abroad and language acquisition, Freed (1995) 

wrote, “[w]hat emerges from these studies is a somewhat contradictory picture of the 

linguistic benefits to be gained from an in-country language learning experience” (p. 8). 

Regardless, research claiming the linguistic benefits of study abroad has been published 

for a number of decades.  

Miller and Ginsberg (1995) wrote, “it is often claimed that the only way that 

students ever acquire functional language ability, as least at advanced levels, is during 

study abroad” (p. 293). Miller and Ginsberg (1995), however, described a number of 

“ folklinguistic theories” that some students hold about language learning (p. 294). Such 

beliefs can actually impede students from taking full advantage of study abroad 

programs. Thus, there remain many aspects of study abroad that remain unanswered. 

Regardless, many people do believe that study abroad programs are the best way to learn 

a language and also its culture.  

 There is certainly renewed interest in research about study abroad programs. What 

lacks, however, is “empirical evidence to support assumptions and intuitions regarding 

the linguistic advantages of time spent abroad” (Freed, So and Lazar, 2003, p. 35). The 

following subsections contain numerous additional articles about issues related to study 

abroad. Many of these articles do provide some evidence into the linguistic benefits of 

study abroad programs. 
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2.1.1 Study abroad and proficiency  

One of the earlier studies is from Carroll (1967), who elaborated on the benefits 

of time abroad in his seminal research regarding proficiency in language majors 

throughout the United States. Carroll’s (1967) research consists of several tests that were 

administered to a large number of students. One of these tests was a proficiency test that 

was administered to seniors (n=more than 2,000) nearing graduation and were “majoring 

in French, German, Italian, Russian, or Spanish at 203 institutions (p. 131). The test used 

in this article for discussion was the MLA Listening test, which the author claims is 

generally highly correlated to the scores of the other skills tests. Carroll (1967) found that 

one of the strong associations with skill level was “the amount of time spent abroad … in 

a country where the foreign language is spoken” in data from students who had studied 

French, German, or Spanish (p. 136). He also found that gender did not play a role in the 

ability to learn a language. Carroll (1967) reported that “[t]ime spent abroad is clearly 

one of the most potent variables we have found … Certainly our results provide a strong 

justification for a ‘year abroad’ as one of the experiences to be recommended for the 

language majors” (p. 137). It should be noted, however, that some aspects of Carroll’s 

research have not gone unchallenged (see Freed (1995) and Rifkin (2005) for 

commentary about Carroll’s research). One thing is for certain: since Carroll’s study, 

there have been many further studies investigating proficiency gains in the study abroad 

setting. Some of these studies have been quite large-scale.  

 In a fairly large-scale article about study abroad programs, Brecht et al. (1995) 

report proficiency gains of some 658 students, who studied Russian in the 1980s and 
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early 1990s. Commenting on the perceived importance of study abroad programs, the 

authors wrote, “college programs in languages known to be less accessible to English 

speakers, like Arabic, Chinese, Japanese, and Russian, essentially have come to rely upon 

in-country language programs to insure even the basic minimum level of functional 

competence” (Brecht et al., 1995, p. 37). In this particular study, the research participants 

were students in higher education, who studied abroad in Russia for one semester 

between 1984 to 1990. Each student was administered an oral proficiency interview 

before and after their program. Listening and reading tests were also administered to the 

students. Brecht et al. report that, indeed, students do not generally “acquire real speaking 

competence without a period spent in-country” (p. 54). This statement is based on the fact 

that only 13% of the students who had studied Russian for 4 years received a pre-

program score of ‘advanced’ on the oral proficiency interview. According to the authors 

this figure did not vary much among students who had studied Russian for two to five 

years. The authors comment that this shows “that our educational system for the most 

part is not turning out students competent in speaking Russian” (p. 55). Brecht et al. 

(1995) report, however, that on the other hand, “almost 40% of students return from the 

semester in Russian, having reached a post-program score of ‘advanced’ in speaking” (p. 

55). Other results from this study revealed that women do not gain as much as men in the 

two categories of listening and speaking. The authors postulate that this is because there 

were fewer males in the study and therefore they may be more motivated or gifted. 

Another possible explanation is a gender bias in the tests, though the authors do not seem 
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to accept this. A final explanation is a difference in the nature of learning experiences 

females and males undergo.  

 Bradley (2003) investigated oral production among seven study abroad students 

and seven students in a control group. In particular, Bradley examined formulaic 

language using the results of a German simulated oral proficiency interview. The results 

indicate that the students on the study abroad “consistently used more words and more 

non-filler formulaic language” (pp. 87-88). Bradley (2003) reported finding significance 

difference in amount of vocabulary use and formulaic language (non-filler) among 

students at the intermediate level (study abroad students outperforming control group) 

when they were presented with tasks above their proficiency level. Bradley (2003) 

attributes this to “the demands of living in the target culture” (p. 88).  

 In the same year, Freed, So, and Lazar (2003) published an article dealing with 

oral and written fluency of students learning French on a study abroad program as well as 

among a control group at home. Their population consisted of thirty students. Half of 

these students stayed at home while the other half went abroad. The authors did not 

always indicate which findings were statistically significant. The results, however, did 

indicate that the students who were on the study abroad programs sounded more fluent to 

native speaker judges than those at home (among those included in the actual analysis). 

They made greater gains in actual features of speech as well. The opposite was true for 

the written analyses. The students at home were rated as generally having greater fluency. 

As for the aspects of writing, the student on the study abroad made greater gains in using 
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more words, sentences, T-units, and lexical density by the end of the program.  As for 

grammatical accuracy, no significant difference was found between the groups. 

A more recent large-scale study abroad paper appeared in 2008. This article 

concerns intervention in study abroad programs and was published by the Georgetown 

Consortium Project. In this paper, Berg et al. (2008) sought generally to “document 

second language, intercultural and disciplinary learning” of American study abroad 

students in comparison with that of their counterparts as a control at several American 

campuses (p. 1). Among other aspects of study abroad programs, the authors sought to 

understand how language gains relate to intercultural learning. Their sample consisted of 

968 students (830 on study abroad programs and 138 as controls in the US) learning 

seven foreign languages. Arabic was one of the languages investigated. The authors used 

a Simulated Oral Proficiency Interview (SOPI) for pre and post measures of proficiency. 

The authors assigned numerical values to the levels included in the American Council on 

the Teaching of Foreign Languages (ACTFL) scale for the analysis. Cultural aspects of 

the study abroad programs were measured using the Intercultural Development Inventory 

(IDI). The authors report that the students on the study abroad programs progressed 

further than their counterparts at home in language proficiency. The results were similar 

for measurements of intercultural development. This study found that females studying 

abroad made more progress in oral proficiency than males abroad.  As for intercultural 

development, females made statistically significant increases, but the data from the males 

revealed no significance. 
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The above studies have shown the possible linguistic benefits of study abroad for 

foreign language learners. Researching study abroad programs has the potential to 

provide a large amount of data. This data, however, may be difficult to interpret. DuFon 

& Churchill (2006) wrote, “[f]or the second language acquisition researcher, there are 

perhaps few contexts as potentially rich and complex as study abroad” (p. 1). It is 

precisely this rich and complex context that this dissertation undertakes to investigate. 

For a thorough review of research (1998 - 2005) about issues related to study abroad – 

including detailed tables and subsections – see Kinginger (2005). 

2.1.2 Study abroad and interaction  

Other than simply measuring proficiency, researchers are also interested in how 

students spend their time on study abroad programs. Sometimes time on task is related to 

proficiency, and sometimes it is not. In her article about language contact, cognition and 

pragmatic comprehension on study abroad programs, Taguchi (2008) investigated a 

number of issues related to gains of study abroad students. In particular, she investigated 

“gains in accurate and speedy comprehension of second language (L2) pragmatic 

meaning over time,” as well as whether these gains were related to “cognitive processing 

ability and the amount of language contact in an L2 environment” (p. 33). Among a 

number of findings, Taguchi (2008) concluded that “[t]he amount of speaking and 

reading outside class that the students reported on the language contact survey 

significantly correlated with the gains in comprehension speed but not with the accuracy 

of comprehension” (p. 33). This dissertation also investigates student exposure to 

different varieties of Arabic during study abroad programs.  
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Yager (1998) investigated interaction (interactive and non-interactive) and 

attitude as they relate to increased language gains among 30 students studying abroad in 

Mexico during the summer of 1992. Yager (1998) reported that “[o]ver all levels, greater 

interactive contact is related to greater overall Spanish gain” (p. 907). Interestingly, the 

beginning students gained most from interactive interaction. 

 Alred and Byram (2002) investigated intercultural issues among study abroad 

participants who had returned from their programs abroad some ten years previously. 

One of the research questions the authors investigated pertained to intercultural 

competence. The authors interviewed 12 former participants of study abroad programs. 

Alred and Byram (2002) reported that “[t]he clearest indications of the effects of tertiary  

socialisation are to be found in our data when someone learnt another language and lived 

in a bilingual/bicultural environment from an early age” (p. 344). This tertiary notion 

indicates contact with other cultures after primary socialization has already occurred 

(child hood and initial socialization into the original culture). The authors provided a 

number of excerpts from their interviews, which shed light on those who studied abroad 

some ten years previously. The authors understand that generalizations cannot be made 

from their research. The authors seem to argue in favor of tertiary socialization for the 

benefit of a global society. In fact, Alred and Byram (2002) wrote, “[o]ur findings 

suggest that this can be a significant and long-term effect of the year abroad if the 

preconditions are established” (p. 351). The authors do not specify which preconditions, 

though it is assumed they are indicating pre-study abroad experience with other cultures 

and/or languages.   
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Ginsberg and Miller (2000) investigated student interactions and language 

proficiency on a study abroad program for one semester in 1990 in Russia (former Soviet 

Union). There were 85 participants that kept learning journals. These students were 

administered an Oral Proficiency Interview (OPI) before and after their study abroad 

programs. This particular article focuses on four students, two “gainers” and two 

“nongainers” (Ginsberg and Miller, 2000, p. 245). The results contain interesting 

implications. Although the authors believe that more data is needed to understand why 

some students gained proficiency and others did not, they do provide several possible 

explanations. As for those who did not achieve increase in the post-OPI rating, factors 

such as discouragement and overemphasis on social – rather than linguistic –aspects of 

the study abroad may have contributed to a lack of progress. As for those who did 

increase in proficiency, having a small intimate group of friends, attention to linguistics 

rules, and use of learning strategies seemed to play a role in their success. In opposition 

to Taguchi, however, the authors report that “[t]here is no association between gains in 

language proficiency and the amount of time the students expose themselves to the native 

culture and engage in linguistic interactions with native speakers” (p. 256). Thus, 

research concerning interaction and study abroad is not uniform in their findings. 

Another important issue related to how students spend their time on study abroad 

programs is living arrangement. 

2.1.3 Study abroad and living arrangement  

The role of student living arrangements is an important topic to consider in study 

abroad programs. Some students, teachers, and administrators may feel that home-stay 



 

 

40

 
 

arrangements are the best because of immediate access to a social network, while some 

may prefer living with students or living alone. There are conflicting results in the 

literature regarding language achievement and living arrangements in study abroad 

programs. For example, Isabelli-Garcia’s (2003) research included three American 

learners of Spanish in Argentina, two of whom lived with a host mother and the third 

with a French roommate. The students’ language gains, as measured with a pre- and post-

program Simulated Oral Proficiency Interview (SOPI), did not show that living with a 

host mother guarantees higher proficiency.  Obviously, the small number of research 

subjects in this study does not allow for generalization, though it does indicate that home-

stay arrangements may not be a linguistic panacea for students learning abroad.  

 Research from Rivers (1998) corroborates Isabelli-Garcia’s (2003) finding. 

Results from students who had studied Russian in the former Soviet Union between 1976 

and 1996 were included in this research. A group of over 100 home stay students from 

1994 on was analyzed in conjunction with a sub group (control) of dormitory stays from 

1990-1994. Rivers (1998) reported that being in a home stay “is a negative predictor for 

Speaking gain, [and] has no apparent effect on Listening” (p. 496). He did, however, find 

that a home stay situation was actually a positive predictor in reading. Thus, it is apparent 

that home stay situations are not linguistic panacea for all learners and for all language 

skills.  

 Knight and Schmidt-Rinehart (2002) conducted unique research with the actual 

families in which students stayed during their study abroad programs. The authors chose 

four cities in which to interview families (two in Spain and two in Mexico). Their 
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findings revealed that the host families generally felt that the longer the students stay on 

the program, the greater the language gains are achieved. Moreover, “all of our families 

thought that they were a valuable linguistic resource” (Knight and Schmidt-Rinehart, 

2002, p. 195). Interestingly, the authors report that the families found it easier to live with 

students who stayed for a semester as opposed to a summer only. This may be due to the 

students thinking of the summer as a time for vacation (p. 198).  

Wilkinson (2002) investigated language discourse on study abroad programs that 

focused on situations outside of the classroom. The author used conversation analysis as 

well as ethnography in this research. The students in this research (n = 7) were in a 

French-speaking country on a summer study abroad program for about four weeks. The 

author found considerable evidence of classroom-like language being used outside of the 

class by students and even sometimes by members of the host families. Wilkinson (2002) 

wrote, “these students’ heavy reliance on the roles and norms of the instructional 

environment was limiting at best and often inappropriate in out-of-class conversations” 

(p. 168). Wilkinson (2002) concluded that “[p]erhaps immersion in a target-language 

community during study abroad does not always take students as far beyond the 

classroom as one might intuitively believe” (p. 169). Thus, home stay situations may not 

even necessarily move students past the language they hear in the classroom.  

Interestingly, however, students may still consider that the home stay situations 

did, in fact, help them learn the language. Matsumoto’s (2007) questionnaire of some 130 

American adult learners of Japanese demonstrated the perceived importance of host 

family stays. These learners were asked, “What is the most 
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impressive/helpful/encouraging positive experience that has helped you (or has been 

helping) you to learn Japanese?” (p. 198). The response that was most common among 

the learners concerned living and communicating with their host families in Japan. It 

should be noted that this question deals more with opinion and motivation rather than 

proficiency. It may be that communicating with the host family was the most helpful 

positive experience, but this does not necessarily correlate with gained proficiency. In the 

Georgetown Consortium Project paper mentioned above, the authors “found no 

correlation between types of housing … and oral proficiency gains” (Berg et al., 2008, p. 

18). 

 Home-stay living arrangements may be positive experiences for students. One is 

unable, however, to claim that a higher level of proficiency is guaranteed for those in 

home-stays. This dissertation investigates this same issue with learners of Arabic in the 

Arabic-speaking world. Another important issue is that of acculturation. 

2.1.4 Study abroad, acculturation, and identity 

Acculturation is an important issue for students studying abroad. Students who 

participate in study abroad programs have the opportunity to be exposed to not only 

linguistic features of the target language, but also features of the culture itself in a manner 

that likely surpasses what would be available at their home institution. For some students 

this may be welcome, though for others it may be a challenge. This dissertation seeks to 

understand how students view their own culture in comparison with the culture and 

language in the host country. It is hoped that such information will provide insight into 

how students cope with a variety of linguistic and cultural encounters and experiences. In 
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addition to understanding how students manage in different linguistic and cultural 

situations, this dissertation considers how well students feel that they “fit in” both with 

their own culture and that of the host country. It is hoped that understanding this will 

assist students, teachers and administrators in dealing with integration (and intervening if 

necessary) and other issues related to cultural and linguistic acculturation.   

 A great deal of research has been conducted about acculturation and adjustment 

by Ward and colleagues. In an article from Ward and Rana-Deuba (1999) these issues are 

investigated. The authors investigated a number of hypotheses regarding identity and 

sociocultural and psychological adjustment. Their participants were mostly international 

expatriate workers in Nepal (n=104) who had been there from just 1 month up to 8.8 

years. The authors used a number of research instruments in their research, two of which 

are essentially the same as will be used in this dissertation (Acculturation Index and 

Sociocultural Adaptation Scale). One of the findings of this research was that “[s]trong 

co-national identity was associated with a decrement in psychological distress, whereas 

strong host national identification was linked to fewer social difficulties” (p. 434).   

In a study about business students in international settings, Townsend and Wan 

(2007) investigated multicultural experience with sociocultural adaptation. One of the 

hypotheses the authors proposed was that “as the degree of multicultural experience 

increases, so will socio-cultural adaptation” (p. 196). Townsend and Wan (2007) wrote 

that students’ “time spent in an unfamiliar context has been measured in a minimum 

period of over ten weeks to a maximum of three years” (p. 199). The authors used cross 

sectional and longitudinal data from a pool of just under 500 students studying 
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international business in and out of their native countries. The authors report finding “a 

strong relationship between multicultural experience and socio-cultural adaptation” (p. 

207). This dissertation, however, will investigate students who are all out of their native 

culture and in a variety of countries.  

A study from Jackson (2006) employed ethnography to investigate student 

experiences on a study abroad program. Jackson (2006) wrote, “[w]ithin the context of 

study and residence abroad, ethnography can identify the individual, contextual and 

cultural factors that influence language and cultural learning by capturing the sojourners’ 

views about their goals and experiences” (p. 137). The participants in Jackson’s (2006) 

research were 15 Chinese students studying English as their majors. These students spent 

five weeks in the United Kingdom living in home stay arrangements (though the length 

of the research lasted for many more months after their return). The author attempted to 

focus on both language and culture during her investigation. In Jackson’s (2006) opinion, 

pre- and post-language tests “would have been inadequate” (p. 152). The author did not 

provide empirical data from her research. She did, however, write that most of the 

students “had become more self-confident during the sojourn and more at ease when 

using English during informal encounters” and that they had “become more aware of the 

uniqueness of their own culture and the possible impact of differing values and beliefs 

when communicating across cultures” (p. 154). Thus, the process of acculturation is more 

than linguistic knowledge.  

Another issue related to acculturation is that of identity. Understanding how 

students identify themselves in relation to their host country may provide a deeper 
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understanding of the study abroad experience. For example, Iino’s (2006) article about 

students living in homestay settings in Japan wrote about how some students who had 

spent a number of years in Japan were still not sure how to identify themselves in the host 

country. The author wrote, “This confusion directly questions if and how far non-

Japanese in Japan are expected or allowed to assimilate with native Japanese. Speaking 

fluent Japanese may not always be sufficient nor even appropriate in some situations” 

(160). Interestingly, one of the participants in Iino’s research wrote,  

If I speak good Japanese, I thought they would not think me kawaii (amiable) and 

expect me to use all the keigo rules and manners. I don’t know much about keigo 

and I have no intention to be like a Japanese businessman. I didn’t feel it 

necessary to master the Japanese language unless you really want to live there for 

the rest of your life, and I don’t want to do that (p. 160-161).   

This dissertation seeks to understand how students identify themselves in relation to their 

co-nationals and host nationals. 

 Kinginger (2004) tracked the language learning experiences of one female student 

(Alice) learning French for four years at home as well on study abroad programs in 

Canada and France. In particular, Kinginger was interested in the concept of identity 

reconstruction. Alice did not have the benefit of a stable home-life as a child. In fact, she 

worked from an early age to support herself. One somewhat constant aspect of her life 

was the desire to learn French. She worked hard to support herself through school, 

dreaming of a beautiful country in which she wanted to really learn the language well and 

to make herself “more ‘cultural’” (Kinginger, 2004, p. 228). Unfortunately, Alice did not 
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find the wonderland she had sought. Rather she went through many difficulties dealing 

with co-nationals who were more affluent than her and with many inhospitable French 

persons. At one point she was even suicidal because her dreams of a cultured, green, and 

loving France had been shattered. Eventually Alice overcame her situation and became 

what she considered to be truly French. It was not long, however, before she was again 

disappointed because of a political discussion and some anti-American sentiment. This 

challenge eventually serves as a motivator for Alice to learn more about world politics. 

Thus, Alice went through a series of hardships and frustrations in her pursuit to learn 

French. However, she persevered and overcame each challenge as she learned more about 

the language and culture. Although Alice’s background is not representative of many 

language learners today, any language learner may face the challenges she experienced.    

 Whitworth (2006) investigated four American learners on a semester-long 

program in France. Through detailed Postconstructionalist ethnographic research, 

Whitworth (2006) revealed that “second language learning is a constant negotiation and 

re-negotiation of access, agencies, subject positions and identities between learners… and 

more experienced users in the host language community (host families and French 

classmates, for example)” (p. 232). In particular, her research showed that students are 

agents to choose their own activities and lifestyles, for better or for worse. It should be 

noted, however, that there were not unlimited opportunities for social/linguistic 

interaction. Whitworth (2006) wrote, “being socialized into a second language 

community is not always an easy task because the host community is not always a 

language-rich environment” (p. 233). Thus, the importance of personal agency and choice 
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in study abroad programs may directly relate to acculturation and identity. Miller and 

Ginsberg (1995) concur, “outside the classroom, during study abroad in particular, it is 

the learner’s views that matter, for they shape the learning opportunities that arise” (p. 

293). 

Acculturation has been studied for a number of years. Research shows that the 

process of acculturation is not easily defined. Moreover, the individual identities of 

participants play a significant role in language learning and acculturation. This 

dissertation now presents an overview of the teaching of Arabic. 

2.2 Background of Arabic Teaching and Learning 

At a time when modern pedagogy in second language learning has evolved from 

grammar translation and textual memorization to a more communicative and authentic 

approach, Arabic is somewhat behind the times. Published learning materials for learners 

of Arabic are few, and few of these are pedagogically up to date. Moreover, there are 

probably even fewer published materials for learners of spoken colloquial Arabic (SCA). 

A brief review of the history of teaching and learning Arabic in the United States sheds 

light on this discrepancy. 

The teaching of Arabic was first introduced at U.S. universities in the 17th and 

18th centuries. McCarus (1992), in his article regarding the history of Arabic teaching in 

the United States, described various reasons that stirred development of Arabic programs 

over the past decades and centuries. McCarus (1992) wrote, “Arabic was being taught in 

the United States over a century before the signing of the Declaration of Independence, 

introduced to complement the study of Hebrew and the Old Testament” (p. 207). Thus, 
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Arabic was first looked at as a language that might assist in better understanding Hebrew 

and ancient scripture. McCarus (1992) continued, “If the first phase in the U.S. study of 

Arabic was theologically motivated, the second phase was philological” (p. 207). After at 

least one other phase, Arabic arrived at the national level of interest. World War II was 

somewhat of a watershed moment for Arabic. Concerning the United States at that time, 

McCarus (1992) wrote, “The immediate need to train combat infantrymen and 

intelligence personnel … revealed how woefully unprepared the nation was in terms of 

[Arabic]” (p. 208). This comment is worthy of attention in our time. A few words 

particularly stand out in the quote: namely, ‘immediate’ and ‘unprepared’. At that time 

(WWII), the United States perceived an immediate need and reacted accordingly, having 

realized its lack of preparation. The status of Arabic in World War II troublingly 

resembles the lack of Arabic linguists and area specialists on hand in the United States 

after the terrorist attacks of September 2001. Allen (2007) wrote, “The events of 

9/11/2001 found American ‘preparedness’ in terms of Arabic-competent citizens at a 

very low level” (p. 258). Allen (2007) continued,  

 Since that day, the status of Arabic in the national consciousness has been 

transformed almost overnight to become the number-one desideratum of 

the American government and its various agencies. Huge amounts of 

money are being spent and will be spent in an attempt to produce an 

increased number of Americans who are competent in the Arabic language 

at levels considerably higher than those of the majority of previous 

learners of the language (p. 258).  
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Truly, Arabic has become a hot topic in a very short time. Allen (2007)’s mention of 

huge sums of money being spent confirms the reactionary nature of our government. It is 

hoped that these funds will trickle down to Arabic departments throughout the United 

States in order to address the current enrollments and lack of qualified teachers.   

Sadly, even in the mid-2000s the field of Arabic language teaching and learning 

was still deficient of trained professionals. Describing the situation, Ryding (2006) wrote 

that there are few people that could be considered professionals of Arabic language 

teaching and that “the active membership of the American Association of Teachers of 

Arabic [AATA] currently numbers about 130” (p. 13). With so few trained professionals 

in Arabic teaching, the United States remains unprepared to accommodate increased 

enrollments in Arabic programs throughout the United States.  

Truly, the field of Arabic language teaching and learning has transformed from 

the obscure to the front page in the United States. Illustrating this point, Ryding (2006) 

wrote, “Traditional questions asked of Arabic students have now shifted from ‘Why 

study Arabic?’ to ‘How long does it take to become fluent?’” (p. 13). This quote is most 

illuminating in that it describes how some students are now approaching learning Arabic. 

On the positive side, these students are quite motivated to reach high levels of 

proficiency. This is confirmed by a recent survey conducted by the National Middle East 

Language Resource Center (NMELRC). Belnap’s (2006) article presented data from this 

survey addressing the profile of students who are learning Arabic in the United States. 

The NMELRC survey consisted of over 200 questions inquiring about background 

experience, motivation, strategies, and preferences. The survey was administered to 
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hundreds of students at over 37 institutions of higher education in the United States. 

Results indicated that most students are studying Arabic because they want to, not 

because they are required to. Moreover, results show that most students want to learn 

Arabic to provide them with the ability to speak with Arabic speakers. The majority of 

the students indicated that they are committed to reaching a professional level of Arabic. 

This survey, however, is not without imperfection. Having over 200 questions may lead 

to unreliable results due to student disinterest and/or fatigue. This issue should be 

considered in follow-up and/or future research. 

 Research has shown that more and more students are becoming interested in 

learning Arabic – and quickly. How the content of this learning is delivered, however, is 

still being fervently debated in the field. There is still fundamental disagreement 

concerning the split in varieties of Arabic.  

2.3 Diglossia 

The split in varieties, or registers, of Arabic is often characterized as a prime 

example of a diglossic language situation. Diglossia is one of the most important 

concepts in this dissertation proposal and is therefore presently introduced. The 

disagreement in the field of Arabic language learning and teaching regarding SCA relates 

directly to this issue. As mentioned above, diglossia in language situations is often 

characterized as the coexistence of both a higher and a lower register, each of which 

differs from the other and is generally used in exclusive contexts. Ferguson (1959a) 

borrowed the term from French and applied it to several speech communities, Arabic 

being one of them. The higher register is sometimes referred to as fusha, classical Arabic, 
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standard Arabic, or modern standard Arabic. This dissertation adopts the term modern 

standard Arabic (MSA) to represent a more modern version of Arabic related to the 

language found in the Quran that is used in formal contexts and writing. The lower 

register will be referred to simply as spoken variety(ies) of Arabic or spoken colloquial 

Arabic (SCA). Spoken varieties of Arabic are used for day-to-day communication and are 

seldom codified. It should be noted that the higher variety is often considered to be more 

prestigious while the lower may be considered by some to be impure and vulgar. 

 Arabic is certainly not the only language in which a diglossic situation is found. 

In Ferguson’s (1959a) original article several other languages were discussed with 

Arabic. These other languages were Haitian Creole, Modern Greek and Swiss German. 

There are also other languages that may be considered to have a diglossic nature. French 

is one of them. Askildson (2008) wrote about how French is supposed to be standardized, 

“[h]owever, while standard French (i.e. interchangeably called le bel or le bon usage) is  

taught in schools and promoted in literary works, it is still competing with a ubiquitous  

French dialect, namely the language that most French people use in their everyday  

conversations” (p. 43). Some may feel that this is not a direct example of diglossia, 

though it does show the language variation that students will encounter. 

Ferguson’s original article about diglossia in Arabic was published nearly half a 

century ago. The issue of diglossia remains, nonetheless, a hotly debated topic in the field 

of Arabic language teaching and learning. The actual existence of diglossia in Arabic is 

not the issue that is hotly debated (see Ferguson 1959a for a discussion concerning the 

remarkable stability of diglossia). Disagreements about diglossia in Arabic mainly 
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concern proper characterization of the term and how to approach it in Arabic language 

learning and teaching. Since the appearance of Ferguson’s (1959a) article, a great deal of 

commentary and criticism has been written.  

2.4 Post-Fergusonian Diglossia 

Despite significant criticism, Ferguson’s initial characterization of diglossia has 

influenced several generations of Arabic teachers and researchers, not to mention 

sociolinguists and psycholinguists. Much of the commentary and criticism directed at 

Ferguson’s description of diglossia is related to perceived overgeneralizations. Calling 

Ferguson’s definition “idealized”, Walters (2003) nevertheless wrote that his “account of 

diglossia should be recognized for its prescience” (p. 77). Truly, Ferguson’s insight into 

the nature of diglossic languages has sparked decades of research and will continue to do 

so in the foreseeable future. This insight, however, has not been left unchallenged.     

Some of the criticism directed at Ferguson relates to his personal commentary that 

may be regarded as extraneous. For example, in his article about the myths of Arabic, 

Ferguson (1959b) wrote, “Arabs feel that their language is beautiful, making its most 

direct appeal in the recitation of classical poetry and in formal or semi-formal oratory” (p. 

251). He continued, “For many purposes even the illiterate peasant will prefer a classical-

sounding, highly literary Arabic which he only half understands to a pure conversational 

Arabic which he understands perfectly” (p. 251). Such statements may have been 

traditionally more acceptable nearly 50 years ago. Today, however, this type of writing 

may be seen as a type of overgeneralization if not accompanied with empirical data. 
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Eisele (2003), criticizing similar statements in Ferguson’s (1959b) paper about myths of 

Arabic, wrote,  

what is missing here is a recognition on the researcher’s part [Ferguson] that in 

his comments and analysis he is also reflecting a certain tradition, a cultural 

linguistic mythology if you will, that may appear just as irrational or emotional to 

the Other as the Other’s beliefs do to him (p. 45).  

Eisele also accused Ferguson of using language that is found in discourse that some 

negatively describe as ‘Orientalist’. One must consider, however, that times and accepted 

style of discourse and writing have changed in the past 40-plus years since the 

appearance of Ferguson’s work.  

 Another criticism of Ferguson is his prognosis concerning the emergence of more 

standard varieties of Arabic. Ferguson (1959a) predicted that several standard varieties of 

Arabic would appear before the year 2150. These standards would be lower varieties that 

are heavily influenced by vocabulary from the higher variety of Arabic. Describing the 

appearance of such varieties of Arabic, Maamouri (1998) wrote that Ferguson’s “views 

about the purity of the emerging Arabic norms and standards does not seem to hold” (p. 

71). It should be noted, however, that it seems Maamouri (1998) interpreted Ferguson’s 

prediction to mean a “modern slightly streamlined form of Classical Arabic” without 

regionalisms (emphasis in original p. 71). Reading Ferguson’s original description, 

however, one only finds mention of a lower variety influenced by a higher variety slated 

to emerge as a standard. One must remember that 2150 is still far in the future. Even now, 

however, there is evidence of Arabic that is changing.  
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2.4.1 Educated spoken Arabic 

 Evidence does exist of a mixed lower and higher variety of Arabic sometimes 

referred to as Educated Spoken Arabic (ESA). The emergence of ESA may be 

attributable to the onset of mass communication in the Arab world. Describing recent 

technological means of communication and information dissemination, Mahmoud (1986) 

wrote, “ESA has gradually gained further credence as a flexible, viable means of 

communication between the Arab leaders and the masses” (p. 246). The former Egyptian 

president Nasser was known to use a somewhat similar approach in his speeches. Nasser 

would begin his speeches in MSA, though as the speech wore on, he used more and more 

spoken Arabic finally arriving at “a purely colloquial level” for his listeners (Versteegh, 

2004, p. 196). It is possible that ESA may have partially developed as a means for 

enhanced communication in traditional MSA functions involving persons who may lack 

total MSA proficiency. It may also serve as a bridge between MSA and SCA. 

 El-Hassan (1977) a believer in ESA, reported that the concept of “diglossia is 

insufficiently sensitive to the ‘stylistic’ variation that informs [ESA]”(p. 112). El-

Hassan’s bases this statement on “an extensive corpus of data systematically collected for 

the first time in the Arab world” (p. 112). This corpus consists of 52 tape recordings from 

various countries in the Arab world. El-Hassan claimed the language on the tapes to be 

“unscripted” and “unprepared,” though the methodology is not included until his follow-

up article published the next year (p. 120). El-Hassan’s (1978) research tool consisted of 

tape recordings from 90 male and female (presumably taken from the 52 tapes mentioned 

in his 1977 article) native speakers Arabic aged 17-60 in various occupations (all of 
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which seem to require more than a secondary education). The participants are listed as 

Syrian, Egyptian, Jordanian-Palestinian, and Lebanese. Describing the methodology of 

the data collection, El-Hassan  (1978) wrote that the participants were encouraged to talk 

about their lives and work, etc., though no specific parameters were provided. A note at 

the end of the article reveals that the Syrian and Lebanese speakers (2 out of the 4 

nationalities in the study) were educated speakers conversing with educated Arabic 

speakers from countries other than their own. Thus, authentic speech from educated 

Syrians and Lebanese to their compatriots was not collected. The lack of variation in 

setting, topic, and participants casts doubt on the ability to generalize about the nature of 

Arabic diglossia. If this study were to be replicated, more participants from more diverse 

educational backgrounds should be included. Such a study should also focus in more 

detail on the language produced by native speakers to speakers of their same variety, 

along with speakers from various other countries. Attention should be paid to the specific 

region and geographic distance between speakers from different spoken varieties. A 

Lebanese person speaking with a Palestinian may produce language different from a 

Lebanese person speaking with a Moroccan. It should also be noted that El-Hassan’s 

study of educated Arabic seems to imply that only educated speakers of Arabic can 

produce ESA. The use of ESA, however, may also be found in the uneducated populace. 

This dimension should also be investigated.  

 Although the issue of ESA has not yet fully been researched, some have 

questioned whether ESA is not a better characterization of the speech used by many 

Arabic speakers, thus complicating the issue of diglossia with the introduction of more 
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variation. Parkinson (2003), describing the speech community in Cairo, wondered if such 

a mixed variety of Arabic is actually the “mother tongue” of some Arabic speakers – and 

not simply colloquial Arabic (p. 39). A mixed variety of lower and higher Arabic may 

more accurately reflect native speech behavior in Arabic speaking communities. Future 

research should confirm this implication.  

2.4.2 Bilingualism and Diglossia 

Suleiman (1985) provided a straightforward definition of bilingualism: “the term 

bilingualism has been used in one sense as a cover term for the alternate use of two 

languages by the same individual” (emphasis in original, p. 2). Thus, bilingualism deals 

with two distinct languages that may or may not be related closely to each other. The 

distinguishing factor in bilingualism is the existence of two separate languages that are 

not generally used for exclusive purposes. It should be noted, however, that “[a]n 

individual’s use of two languages supposes the existence of two different language 

communities; it does not suppose the existence of a bilingual community” (Mackey, 

1968, p. 554). In bilingualism, the bilingual person has had significant exposure to at 

least two different language communities, or sources, from which they acquired their 

languages.  

Bilingualism assumes functional proficiency in at least two languages that are 

generally used in non-exclusive speech acts, thus differentiating bilingualism from 

diglossia. Saville-Troike (2003), providing an example of bilingualism without diglossia, 

wrote, “French and Flemish are in complementary regional distribution in Belgium, but 

each is used for a full range of functions in each part of the country; this is characterized 
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as bilingualism without diglossia” (p. 46).  Thus, Belgium appears to embody an example 

of bilingualism without diglossia.  

It should be noted, however, that bilingualism and diglossia may be found in the 

same speech community (Fishman, 1971). Such an argument may be presented in the 

case of Arabic. Highly educated speakers of Arabic may well be able to use MSA and a 

spoken variety of Arabic in similar contexts, thus demonstrating that “educated native 

speakers of Arabic are functionally bilingual” (Ryding, 1994, p. 24). The opposite may 

also apply to the uneducated: namely, uneducated speakers of Arabic may not be 

bilingual. Arabic speakers who are not bilingual may still, however, be somewhat 

familiar with MSA and its prescribed norms. Thus, diglossia may be found in some 

speakers of Arabic who are not bilingual.    

Interestingly, bilingualism and educated spoken Arabic are not always addressed 

in Arabic language classrooms. In fact, Arabic is sometimes taught as if MSA were the 

only variety.   

2.5 Arabic teaching and Diglossia  

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

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

some might consider gratuitous reverence for the written language (MSA) and outward 

contempt for spoken varieties of Arabic. Maamouri (1998), describing the situation after 

Arabic was standardized in the 8th and 9th centuries, wrote, “the notion [appeared] that the 

now codified written standard was the ‘real language,’ and that all other varieties of it 

were ‘degenerate’ and ‘corrupt’ versions” (p. 33). This ideology is still common today 
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inside and outside the Arab world. Ibrahim (1989), commenting on the historical practice 

of holding the written language to be inflexible, wrote, “Arabic grammar was written and 

continued to develop as a closed system independently of living usage and continuous 

linguistic change” (p. 40). Such living usage and continuous linguistic change has been 

occurring for many centuries. Modification of the written language has been much 

slower. This lack of linguistic vitality has produced linguistic uncertainty among native 

and non-native users of Arabic. Maamouri (1998) wrote,  

Young Arab users do not feel that they are free to use and innovate in [MSA]. 

Pupils entering school have to ‘unlearn’ or even suppress most of their linguistic 

habits while they try to acquire a new set of ‘rigid’ rules (p. 41). 

Commenting on this oxymoron, Maamouri (1998) wrote, “[MSA] is nobody’s mother 

tongue and is rarely or almost never used at home in the Arab world” (p. 33). The mother 

tongue of Arabic speakers would be expected to be the local spoken variety of Arabic, 

whereas MSA would be learned later. As for the situation in the United States, Ryding 

(1995) wrote, “the educational establishment [in America] has for decades enforced the 

concept of MSA first and foremost, this is completely the reverse of the native speaker’s 

experience with Arabic as a mother tongue” (p. 226). Thus, the experience of the 

majority of American learners of Arabic differs from the linguistic facts on the ground in 

the Arabic world in that they are not learning spoken varieties of Arabic. Unfortunately, 

there is no known published empirical research supporting the efficacy – or lack thereof – 

in teaching spoken varieties of Arabic. There is, however, motivational research 

demonstrating positive student feedback in relation to the learning of SCA (Schmidt, 
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Inbar, & Shohamy, 2004) and research indicating that many Arabic learners in the United 

States want to learn SCA (Palmer, 2007).  

Although this situation differs from language acquisition in the Arab world, one 

can argue that Ferguson’s binary and idealized definition of diglossia is reflected in the 

teaching of Arabic in the United States. Prominence and prestige are assigned to the 

higher register, and the lower is thought to be ungrammatical and not worthy of academic 

attention. Thus, students who wish to learn spoken varieties of Arabic are often left to 

their own devices. Commenting on this biased approach, Ryding (1995) wrote that it 

leads to “undermining of learner confidence in spoken interaction … [and] the net result 

of this has been the early discouragement of many potential Arabic students” (p. 227). 

The one-sided teaching of MSA in the United States does not reflect the linguistic facts 

on the ground in the Arab world and may cause students to feel discouragement in 

learning.  

 The lack of academic attention paid to the spoken varieties of Arabic may support 

Ferguson’s idealized definition of diglossia. As for post-Fergusonian refinement of 

diglossia as a concept, however, the water is stagnant in Arabic language teaching and 

learning in the United States. The preeminence of MSA in Arabic programs in the United 

States ignores important post-Fergusonian research. For example, the conception of a 

mixed Arabic, or Educated Standard Arabic (ESA), is left mostly unheeded in Arabic 

language teaching and learning. Although the notion of ESA needs more supporting 

empirical research, there is evidence that such a language variety may already exist 

(Parkinson, 2003; Mahmoud, 1986; El-Hassan, 1977, 1978;). The fact is that SCA, 
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whether it be a dialect, variety, or language, is often ignored. Finally, Fishman’s (1971) 

claim that bilingualism and diglossia may be found in the same speech community is left 

unconsidered in many Arabic language programs in the United States. If some, or many, 

Arabic speakers are bilingual, American learners of Arabic are only being taught half a 

language. It is hoped that Arabic programs will heed post-Fergusonian research 

pertaining to diglossia (and bilingualism) in order to address the linguistic facts on the 

ground in the Arab world. Focusing only on MSA may not prepare students for actual 

language use in the Arab world.   

As for the teaching of Arabic to foreigners, Abdalla (2006), describing the debate 

as ‘classical,’ wrote, “[this debate] about what form of Arabic and which dialects should 

be taught is still in question” (p.317). This is the fundamental question concerning 

potential implementation of spoken varieties in the field of Arabic teaching and learning. 

Despite the overarching bias in the direction of teaching only MSA in the United States, 

there are some alternatives being proposed. For example, Al-Batal (1992), describing 

what he termed “an alternative approach” to teaching Arabic, wrote that a colloquial and 

MSA should be taught in the classroom to reflect the linguistic reality in the Arab world 

today. His approach calls for lower levels of proficiency to be exposed to a more 

colloquial component with higher levels focusing more on MSA. Not until the superior 

level would students “be expected to handle such a discussion using MSA exclusively, as 

is done by educated native speakers” (p. 299). What is surprising, however, is that his 

own textbook series does not seem to reflect this approach. In a similar model, Wahba 

(2006) proposed the teaching of Arabic in light of its diglossic nature. His model 
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proposed presenting MSA and a spoken variety of Arabic as separate entities at the early 

stages of learning, followed by “mixed texts … at the intermediate levels” and integration 

at advanced levels (p. 151). Future research should investigate the success of such 

alternative approaches. Such research may encourage more Arabic programs to introduce 

SCA into their curricula. The present situation, however, is defined by a significant bias 

in favor of teaching only MSA. Such a state may be the result of ideological values and 

barriers.  

2.5.1 Ideological Values and Barriers 

 There are numerous obstacles on the path to introducing SCA in language 

departments. Some of these obstacles may pertain to logistical limitations, while others 

may be more ideological in nature. When discussing the teaching of SCA, the issues of 

prestige, the preservation of the Quranic language, and integration are often cited as 

significant concerns.  

The prestige of the Arabic language may be characterized as the two-fold 

manifestation of nationalism and religion. As for nationalism, the very existence of a 

higher register like MSA often stirs pan-Arab nationalistic feelings in the Arab world. 

Suleiman (2003) described the “[p]raise of a group’s language [as] a well-known 

phenomenon” in nationalist discourse (p. 42). Any attempt to remove significance from 

MSA and place emphasis on a spoken variety may be seen as a threat to supporters of 

such discourse. Zughoul (1980), citing a panel discussion about diglossia in Arabic, 

wrote that all the panel members rejected the use of spoken Arabic as a national language 

because it would widen “the gap between [SCA] and [MSA] … [and lead] to the 
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unintelligibility of the Koran, the holy book of Islam” (p. 210). This shows the reverence 

demonstrated for the language of the Quran and the rejection of SCA as a possible 

national language. Describing varieties of SCA himself, Zughoul (1980) wrote, “The 

[spoken varieties of Arabic] are like the patois in French, and substandard and 

uncultivated speech in English” (p. 214). Due to his own comments, it seems that 

Zughoul may not have been an objective researcher. His article, however, illuminates the 

lack of enthusiasm for spoken varieties of Arabic as national languages.  

Considering how some Arabs hold spoken varieties of Arabic in such contempt, 

students who do learn a spoken variety of Arabic may be disappointed at a lack of 

enthusiasm toward their knowledge from native Arabs; particularly some academics. 

McLarney (2005), describing her first attempt at Arabic with the famed Edward Said, 

wrote, “When I replied back in Moroccan dialect, he laughed, telling me to come back 

when I stopped speaking pidgin” (p. 36). Such an experience may confuse learners who 

hear spoken varieties of Arabic used all around them – especially those who have lived in 

the Arab world - but find some Arabs, possibly mostly academics, who scorn and scoff at 

them.  

 Perhaps the foremost reason for the prestige of MSA is its subsistence in the holy 

book of Islam, the Quran. Arabic has long been associated with Islam. Maamouri (1998) 

wrote, “The Arabic language is the chief instrument and vehicle of the sacred message of 

Islam” (p. 19). This sacred message is primarily accessed in written form via the Quran. 

The centuries-old desire to retain the written language of the Quran as the instrument of 

Islam’s message - even in the face of diverse regional linguistic variation - may be 
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directly related to the current existence of diglossia (Maamouri, 1998). Truly, the sacred 

nature of the language in the Quran is not seen as something that might be updated or 

modernized. Linguistic facts on the ground are considered by some to be no excuse for 

replacing the language of the Quran. Maamouri (1998), describing the perceived 

sacredness of the Arabic language, wrote, “The lack of receptive attitude towards 

language change barred all attempts at reforming the language in the direction of those 

who spoke it” (p. 21). The purpose of this dissertation does not include debate regarding 

the reformation of MSA or the standardization of spoken varieties of Arabic. This 

dissertation is, however, concerned with the perception of diglossia and how this 

perception is influential in Arabic language teaching and learning. The historical and 

religious nature of Arabic does nevertheless provide a basis for understanding debate 

concerning the role of SCA in and outside of the Arab world. The integration of MSA 

and SCA in language departments and programs in the United States has also been 

debated for quite some time. 

 These ideological values and barriers often confuse students of Arabic. Students 

who learn some SCA may find that they are scorned for using sub-standard language, 

whereas students who can only produce MSA may also be subject to ridicule. Describing 

this possibility, Al-Kahtany (1997) wrote, “using MSA in a situation where the dialectal 

form is appropriate may expose the speaker to ridicule from his/her listeners” (p. 3). 

These possibilities testify to the need for a more accurate representation and integration 

in Arabic programs in the United States of linguistic facts on the ground in the Arab 

world. Students who are only taught one variety are not prepared to acculturate into a 
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diglossic/bilingual society. The field of Arabic language teaching and learning seems to 

be frozen in Ferguson’s idealized characterization of diglossia: the higher register is 

emphasized – even though it is only part of the language – whereas the lower register is 

not respected and ignored, even though it is widely used in many situations and 

circumstances.  

 The average student of Arabic may find the issue of diglossia and ideologies 

confusing. Such variation in language adds to the complexity of learning Arabic. 

Moreover, the difference in opinion regarding the issue can be polarizing. How are 

students supposed to acculturate with respect to diglossia? Is MSA enough to allow for 

acculturation? Is a knowledge of SCA needed? The issue of acculturation and identity is 

now discussed. 

2.6 ACTFL Proficiency and Arabic 

2.6.1 Background 

Another issue this dissertation investigates is the amount of exposure to, 

proficiency in, and usage of Arabic (MSA and SCA). This dissertation will investigate 

the number of hours students were exposed to MSA and SCA outside of class. Moreover, 

the number of hours spent actually conversing will also be recorded. This issue of contact 

hours is important to consider in combination with proficiency. Commenting on this topic 

in the results section of their article about psychological and cultural integration, Ward & 

Kennedy (1993) found that “[L]anguage fluency related to frequent contact with host 

nationals” (p. 139).  It should be noted that students rated their own fluency in that 

particular study. It is expected that the more exposure and language use participants 



 

 

65

 
 

experienced, the higher level of proficiency in Arabic (both MSA and spoken) they will 

attain. This dissertation uses the ACTFL rating scale to determine pre and post 

proficiency levels.  

2.6.2 ACTFL Proficiency guidelines  

In order to understand how the Arabic standards and guidelines might assist in 

addressing the increased demand for Arabic across the United States, a brief review of 

the history of the ACTFL guidelines and standards is beneficial. The ACTFL proficiency 

guidelines were created over 20 years ago. These initial guidelines were actually founded 

upon “a rating scale and an assessment procedure originally developed in the 1950s by 

the Foreign Service Institute of the U.S. Department of State” (Liskin-Gasparro, 2003, p. 

484). The past 20 years have witnessed both criticism and praise for the ACTFL 

guidelines. Today it would seem, however, that “they have become an integral part of the 

professional landscape of foreign language instruction, test development, and policy 

making in the United States” (Liskin-Gasparro, 2003, p. 486). The ACTFL guidelines 

have helped foreign language teaching move past rote memorization and finite 

grammatical syllabi, focusing instead on learner performance and proficiency. It no 

longer mattered how many chapters one covered in the textbook, but how one could use 

one’s global ability and knowledge to communicate and understand real language. 

Hadley (2001) wrote about the purpose of the ACTFL guidelines, stating that the project 

“attempted to define global levels of language proficiency and thus to help us measure 

second language users’ abilities … without reference to the specific context in which the 

language had been learned or acquired” (emphasis in original, p. 34). The ACTFL 
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guidelines seek to measure student proficiency at various levels of ability, regardless of 

how well some might think they should speak based upon the number of semesters of 

language study completed. Thus, the importance of length of study took a backseat to 

ability to speak.  

The new enthusiasm for proficiency may have implications for curricular design 

and implementation. Hadley (2001), however, described proficiency not as a curricular 

outline or a syllabus but as something “focused on measurement, not method” (emphasis 

in original, p. 33). For Hadley, proficiency is a measured result of learning, not the means 

of arrival. Proficiency, as a measurement, does not consider methods used to reach it. So 

which method would one use to assist students in achieving a high level of proficiency? 

This is a question not easily answered. Hadley (2001) wrote, “the age-old search for the 

‘one true way’ can be futile and frustrating … We have begun to look for a multiplicity 

of ways to respond to the challenge of teaching” (p. 129).  

There are some newer standards, however, that may assist teachers in helping 

their students learn foreign languages. These standards are actually a set of goals called 

the 5 Cs. The 5 Cs of the Standards for Foreign Language Learning are: communication, 

cultures, connections, comparisons, and communities (Standards, 1996). The 5 Cs were 

made to provide learners and teachers with some goals concerning how to use language. 

Hadley (2001) described the 5 Cs of the Standards for Foreign Language Learning as “a 

set of interconnected goals that emphasize using language for communication with other 

peoples, gaining understanding of other cultures, and accessing information in a wide 

range of disciplines” (p. 38). Knowing these goals may assist language teachers and 



 

 

67

 
 

learners in understanding what types of activities and exercises could lead to reaching 

these goals; which in return, may help students reach higher proficiency. The purpose of 

the 5cs is not, however, to prescribe how to reach certain levels of proficiency, nor is 

their research supporting such.  

Language programs throughout the United States are beginning to pay more 

attention to the proficiency guidelines and 5 Cs. Some may consider the ACTFL 

guidelines and standards as a panacea to achieve success in the field of foreign language 

learning and teaching in the United States. With so much attention at all levels of 

education and in the private sector, it is difficult to resist their magnetism. This attention, 

however, is also accompanied by fierce criticism. 

 Much of the criticism toward the ACTFL guidelines comes from those 

questioning its configuration and foundation. Liskin-Gasparro (2003) commenting on the 

startling survival of the ACTFL guidelines in the face of much criticism, wrote, even so, 

that “Its empirical basis shaky, and its claim to be conversational does not hold up” (p. 

488). This criticism cuts to the center of the issue regarding whether the guidelines are 

actually measuring what they are supposed to measure. If the ACTFL proficiency 

guidelines are supposed to measure conversational language, how can this be 

accomplished in a testing situation? This issue does not seem to have been well 

researched. In view, however, of widespread acceptance of the ACTFL guidelines in 

language curricula throughout the United States, a long track record of empirical research 

supporting such acceptance and enthusiasm might be expected. Rifkin (2003), however, 

reminded us all that “learning outcomes are not significantly better than they were before 
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the guidelines were published” (p. 582). All the same, despite the lack of research 

indicating improved learning outcomes, Rifkin (2003) wrote, “they are nevertheless 

recognized by the United States government, many educational institutions (primary, 

secondary, postsecondary, and foreign language teacher certification programs), and 

many private sector firms as a reliable indicator of oral communication skills” (p. 582). It 

seems that these various sectors in the United States are lending significant import to the 

ACTFL guidelines thinking that if everyone else is doing it, it must be reliable. Perhaps 

they are persuaded that research will someday support their practices. This may very well 

be the case. Until then, however, the popularity of the ACTFL guidelines is not 

accompanied by empirical support. This dissertation does, nevertheless, review two 

studies that expressed outcomes in terms of proficiency standards for measurement in 

language programs. 

Davidson (2007) wrote about study abroad outcomes using terminology from the 

ACTFL/ILR (Interagency Language Roundtable) proficiency scales. It is unclear whether 

the actual ACTFL/ILR scales were actually used, or whether data is simply expressed 

using these terms, having been collected using a different instrument(s). Describing the 

gathering of the proficiency related data, the article stated only that it included 

“systematic pre- and post-program proficiency testing by certified testers” (p. 277). The 

organization certifying these testers is unknown. Davidson’s (2007) article consists of a 

longitudinal investigation reporting data about student acquisition of Russian for a period 

of 25 years collected from over 3,500 participants at over 200 institutions of higher 

education in the United States, though it appears that only 72% of these participants were 



 

 

69

 
 

actually included in the study. The minimum requirement of eligibility for the study 

abroad program was two years of Russian at the collegiate level (or equivalent). 

Reporting on learning outcomes of the three skills speaking, reading, and listening, 

Davidson (2007) wrote, “The median proficiency outcomes of post-second-year students 

have not changed significantly over the past decade: speaking is Intermediate Low-Mid; 

reading is Intermediate-Mid; listening is Intermediate-Low. Post-third-year students are 

somewhat higher at Intermediate-Mid in speaking/listening, Intermediate-High in 

reading” (p. 278). It is unclear whether Davidson is implying that the post-third-year-

students have experienced improved outcomes over the past decade, or whether the levels 

listed simply indicate that post-third-year students generally have higher levels than post-

second-year learners. This is quite confusing and not clarified in the article. Most 

importantly, however, the statement that the post-second-year learners have not 

significantly improved in the past 10 years seems to support criticism of the ACTFL 

guidelines and their lack of influence on improved proficiency. It is unknown, however, 

the extent (if any) to which these guidelines were used in, or influenced, formative and/or 

summative curricular decisions in the various Russian language programs included in the 

study.  

Norris & Pfeiffer’s (2003) article about using ratings from Simulated Oral 

Proficiency Interviews (SOPIs) - based on the ACTFL guidelines - demonstrated that, in 

the case of German as a foreign language, “recommended proficiency standards may 

underestimate the potential and actual achievements of German language learners and 

miss other valued learning outcomes” (p. 572). Their research was based on a review of 
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over 100 SOPIs from differing levels of instruction all from the same German language 

program at a university in the United States. In their research they found high inter-rater 

reliability – 96% within one ACTFL sublevel. What they did not find, however, was that 

the results of the SOPIs were reliable indicators of student curricular/class level. The 

ACTFL proficiency levels did not always correspond with student class level. Thus, the 

authors stressed that using scales and measures such as ACTFL can be useful as 

curricular independent measures of student proficiency and overall program direction, but 

noted that one should take care in using them as summative measures of assessment. The 

SOPIs used in this article did not employ the same format as official ACTFL Oral 

Proficiency Interview(s) (OPI), though they were assessed in a similar manner. The 

authors listed some research in support of SOPI rating reliability based on the ACTFL 

guidelines, though it is unknown whether their own ratings (in this article) were 

confirmed by certified ACTFL raters. The article does not specify the organization that 

certified its raters. It should also be noted that the SOPI employed in this research was 

performed using audiotapes, perhaps further distancing their exam from ACTFL OPIs.    

Although the ACTFL guidelines and standards have endured significant criticism 

over the years, they have now become commonplace in language teaching and learning. 

This dissertation will now approach the ACTFL guidelines and standards as they are 

widely accepted and used in the field of foreign language teaching and learning, without 

further attempts to address or list their potential shortcomings. Even some programs of 

Less-Commonly-Taught-Languages (LCTLs), such as Arabic, are following the general 

trend in the United States in support of the standards and guidelines. Abbreviated 
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standards for Arabic teaching were introduced last year. As for Arabic proficiency 

guidelines, they have not been updated since 1989.   

2.7 Arabic Proficiency Guidelines 

The first set of ACTFL Arabic Guidelines was published in 1985 and later 

updated in 1989. The guidelines were described as “descriptions of language behavior” at 

various levels of proficiency (emphasis in original, ACTFL, 1989, p. 373). As such, care 

must be observed in using the guidelines as a form of summative assessment and 

curricular design. Exacerbating the problematic nature of the guidelines and their 

criticisms – as discussed earlier in this dissertation – is the diglossic nature of Arabic. 

After a discussion about the abilities of native speakers in MSA and a spoken variety of 

Arabic, the authors of the ACTFL Arabic guidelines wrote, “It is obviously 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” (emphasis in original, 

ACTFL, 1989, p. 374). This desire to be competent in both registers has not yet been 

realized in Arabic language program curricula in the United States. Most programs only 

teach MSA, which may lead to embarrassment or lack of in-group access for students 

who attempt to use it as a vehicle of oral communication in the Arab world. This is at 

odds with the fact that most students want to learn Arabic in order to communicate with 

native speakers (Belnap, 2006). It is hoped that updated Arabic guidelines will address 

diglossia in more detail and in greater scope. Doing so may lead to discussion and 

adjustment in the field of Arabic language teaching and learning concerning the need for 
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proficiency in both MSA and a spoken variety. After nearly 20 years, the ACTFL Arabic 

guidelines are in great need of revision.  

  The situation of the standards for Arabic teaching is more promising. Specific 

standards for teachers of Arabic are currently being developed. Alosh, Elkhafaifi & 

Hammoud (2006) wrote about a new effort to develop professional standards for teachers 

of Arabic (PSTA). This project was inspired by and based on work that ACTFL had 

already done. The authors wrote, “The PSTA was developed in response to a need; 

namely, a need for qualified teachers” (p. 410). Again, increased enrollments in Arabic 

across the United States are creating a need for more teachers of Arabic and more 

training for newer teachers of Arabic. The aims of the PSTA project include teacher 

training and certification as well as recommendations of skills and language issues with 

which Arabic teachers should be familiar. The authors continued,  

a need exists for qualified teachers, particularly in light of the extraordinary surge 

in enrollments that was not accompanied by a concomitant expansion in teacher 

preparation. As many of us realize, a native speaker of Arabic, given the diglossic 

nature of the language situation, does not necessarily make a competent teacher 

(p. 410).  

This comment is particularly noteworthy due to the mention of diglossia. It seems that 

most teachers of any foreign language would agree that being a native speaker of a 

language is not an automatic qualification for teaching. Invoking diglossia in such a 

context may be an attempt to make Arabic seem more difficult and, perhaps, important. It 

is relevant to note here that the frequent description of Arabic as an extremely difficult 
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language has not been left unchallenged (Stevens, 2006). Most importantly, diglossia is 

certainly an important issue that should be addressed in the new ACTFL Arabic 

guidelines. It is hoped that the PSTA project will help improve Arabic teaching and 

learning and address the schism between enrollments and qualified teachers in the United 

States. 

 Regardless of the above-mentioned criticisms, this research is quite invested in 

the idea of proficiency and language learning. Another important issue related to 

language learning is the use of technology.  

2.8 Technology in Arabic Teaching and Learning 

 Another issue deemed important for this research concerns the use of technology 

in Arabic learning. Indeed, computers have made a significant impact on foreign 

language learning and teaching throughout the world. As for the use of technology and 

multimedia in the field of Arabic language learning and teaching, the impact has been 

slower in developing. This is likely attributable to the fact that Arabic is a less commonly 

taught language (LCTL) with a history of low enrollment in K-16 throughout the United 

States. All of this changed, however, with the terrorist attacks on the United States in 

September 2001. Al-Batal (2007) described the post-9/11 era as a “sputnik” moment for 

Arabic, meaning that interest and increase in Arabic enrollments is comparable to the 

similar development of perceived foreign language relevance – particularly for Russian – 

after the Soviets launched the Sputnik satellite in 1957.  

Technology and computers have the potential to play an important role in Arabic 

language teaching and learning in the United States. Their use might range from in-class 
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tools that enhance authentic learning to out-of-class homework helps and supplementary 

input. Some of these technologies are: podcasting, email, blogs, wikis, discussion boards, 

and other web-based applications. This section addresses the use of some of these 

technologies along with Computer Assisted Language Learning (CALL) in foreign 

language learning with particular emphasis on Arabic language learning and teaching. 

This section first presents a brief review of CALL theory and the issue of efficacy in 

CALL, followed by a discussion regarding the use of technology and CALL in Arabic 

language learning and teaching. 

2.8.1 Theories of CALL  

In this section, a brief review of selected theories dealing with CALL is presented 

in an attempt to characterize the theoretical background supporting the use of CALL in 

foreign language teaching and learning. This brief review is not exhaustive in nature and 

should be considered to be an introduction to some of the important theories in CALL. 

Perhaps one of the most significant theories that may be applicable to CALL is 

Paivio’s dual coding theory. Paivio (1990) presented his theory of dual coding and wrote 

that its “most general assumption…is that there are two classes of phenomena handled 

cognitively by separate subsystems, one specialized for the representation and processing 

of information concerning nonverbal objects and events, the other specialized for dealing 

with language” (p. 53). This theory suggests that language is a subsystem in which 

logogens and imagens are stored separately, though both are able to encompass one 

lexical item or object representation. The implications for CALL are that presenting a 

textual reference with a visual counterpart increases the strength of mental 
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representations and therefore possibly leads to improved retention and recall. Others have 

supported this theory. Mayer (2001) described the importance of multimedia as resting 

“in the premise that learners can better understand an explanation when it is presented in 

words and pictures than when it is presented in words alone” (p. 1). The goal of 

multimedia is what Mayer described as meaningful learning, which he defined as the 

outcome that depends “on the cognitive activity of the learner during learning rather than 

on the learner’s behavioral activity during learning” (p. 1). Thus, multimedia should not 

be forced on students. It should be noted that Mayer believes that we should not be trying 

to find uses for the latest technology, but rather how we can use technology to improve 

learning and aid cognition in existing pedagogy and practice.  

The efficacy of CALL has been debated at length for at least the past 30 years. It 

is impossible to state that CALL is always effective or ineffective. It is also difficult to 

compartmentalize CALL activities into effective and ineffective categories. Salaberry’s 

(2001) retrospective review regarding the use of technology in second language 

instruction and learning investigated the pedagogical effectiveness of technology since 

the conception of the Modern Language Journal in 1916. He wrote, “a healthy dose of 

skepticism about the pedagogical effectiveness of many current technological tools 

appears to be well justified if one considers the perhaps overly enthusiastic reaction to 

previous technological breakthroughs” (p. 52). Such an outlook may better serve students 

in the long run. It is tempting to want to use technology in the many learning activities 

and exercises that may be performed using CALL. Some of these activities, however, 

may promote efficacy and some may not. As for CALL in Arabic, the field remains 
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generally unharvested. 

2.8.2 CALL and Arabic 

Using technology for teaching Arabic dates back several decades. In the early 

1970s, Bunderson & Abboud (1971) were discussing how computers could be used to 

learn the Arabic script (cited in Bush & Browne 2004). Since that time, technology has 

evolved significantly. The utilization of technology for learning and teaching Arabic has 

gradually become a more common topic of discussion. Alosh (1995), describing potential 

benefits of CALL in Arabic, wrote, “The use of computer-assisted materials in Arabic 

programs has a two-fold value: improved language learning environments for our 

students and the potential of conducting research on the strategies those learners use in 

order to learn” (p. 257).  

There is little empirical research in the field of Arabic language teaching and 

learning that specifically addressed CALL. There are numerous articles containing 

literature reviews and commentary regarding technology, though most are not empirical 

in nature. Many of these articles describe individual or small group efforts to develop 

software applications for learning Arabic. In the new 2006 Handbook for Arabic 

Language Teaching Professionals, for example, there is a section titled “Technology 

Applications” that includes six articles about technology and Arabic, although none of 

them are based on empirical research. This is certainly a deficiency in the field of Arabic 

language teaching and learning. Of the above mentioned technologies, only a few have 

been research in conjunction with Arabic language teaching and learning. As one 
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example of using technology with Arabic, this dissertation includes information about 

blogging. 

2.8.2.1 CALL and Arabic: Blog example 

 Godwin-Jones (2003) described blogs as “The collaborative environment [that] 

has sparked the most intense interest in recent years” (p. 13). It is clear that there is great 

interest in blogging as related to language learning. Unfortunately, empirical research 

supporting such interest is lacking. Eastment (2005) described blogs as being appreciated 

by some teachers for their authenticity and vivacity, while others may find their lack of 

standard English concerning. Such concerns aside, blogging may be a beneficial resource 

for students. Commenting on the potential of blogs in learning, Eastment (2005) 

continued, “You can use blogs to get students reflecting on their learning, for creative 

writing tasks or just to turn them on to the process of writing” (p. 358). Using blogs with 

students learning Arabic could be an excellent way to encourage creative writing, 

reflective thinking and group collaboration. Godwin-Jones (2003) wrote that innovations 

such as blogging “offer powerful opportunities for online collaboration” (p. 12). Such 

collaboration would likely be welcomed by students of Arabic. It should be noted that 

some blogs, such as blogger.com, now support an Arabic interface. Thus, students are 

now able to choose Arabic to appear in the date on each post and in the text for other 

design and display functions. Getting students to use blogging in Arabic may not be 

difficult. What may be difficult is helping students learn to type in Arabic and doing so in 

the appropriate register. Future research should investigate this issue to address 
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complications and solutions for the field of Arabic language teaching and learning at 

large.  

2.8.3 Other Web-based Applications  

 Madhany (2006) also briefly mentioned other electronic media applications that 

could be used for learning and teaching Arabic. One such program is a web-based 

program called Aswat Arabiyya at http://www.laits.utexas.edu/aswaat/ (link functional on 

April 10, 2009). This program allows students to view a variety of recorded video clips at 

different levels of difficulty while also enabling them to adjust playback speed. This 

application, if properly functioning, is a welcome addition for Arabic listening 

comprehension activities and as a resource for independent learners. Madhany (2006) 

wrote, “Today’s Arabic language learner desires to interact with Arabs using the same 

media which they interact with their friends and family in their L1” (p. 299). He also 

warned that “Ignoring this training in applying Arabic to electronic media that is required 

of our most advanced students will be to their detriment and will bespeak our failure in 

preparing them for full proficiency” (p. 299). Such media would doubtlessly be valuable 

for pre-advanced learners as well.  

 The web itself is rich in potential resources for the learning and teaching of 

Arabic. Ditters (2006) wrote about using the web to collect samples of spoken MSA 

Arabic.  

Collecting speech corpora of Modern Standard Arabic, or so-called Educated Spoken 

Arabic [what some consider a third variety of Arabic, thus potentially introducing 

triglossia], is relatively easy from radio and television broadcastings, as in 
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gathering them from Web-based broadcast data and exploiting them in a 

classroom setting (pp. 243-244).  

Gathering such samples would be a great benefit for students who want to learn how to 

orally produce MSA in a manner that resembles native users. A related project is already 

underway at Katholieke University Leuven in Belgium. Van Mol (2006) described the 

Advanced Receptive Arabic Language Learning (ARALL) project as “an attempt to 

develop computer software to accelerate vocabulary acquisition on a higher level” (p. 

310). This project is essentially a database, or corpus, of Arabic spoken and written texts 

implemented into a curriculum for beginning and advanced students. The curriculum 

employs generated word frequency theory along with practical exercises. However, the 

program is currently targeting students who translate Arabic texts into Dutch. It is hoped 

that other activities, methodologies, and languages will be included in this project in the 

future.  

Another interesting approach to Arabic CALL is web-based authoring tools. One 

such tool, or system, is Hot Potatoes. This program allows teachers to easily create 

different types of activities, such as puzzles, matching activities and gap drills, for 

students online and at a low cost. Unfortunately, however, in Babler’s (2006) article 

about using Hot Potatoes with students of Arabic, the program - at that time - did not 

allow right-to-left pages without the addition of embedded HTML text, though a future 

version is supposed to correct this issue. Hot Potatoes might be a convenient option for 

teachers who desire to make a quick drill or other activity for students. As for major use 

in a well-developed Arabic program with numerous levels of instruction, however, Hot 
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Potatoes might be limited in capability. Technologically savvy readers may find it 

somewhat disappointing that an article in 2006 was published with so much attention 

given to a simple program such as Hot Potatoes. The program, however, is certainly not 

without benefit and use. The underlying problem might be, on the other hand, that the 

current status of CALL in Arabic is so far behind that there is not much else readily 

available for interested teachers. A related comment from Ditters (2006) goes so far as to 

question the use of technology in Arabic: “Hosts of people have in the past learned the 

Arabic language quite well without multimedia, wireless local area networks, or terabytes 

of storage capacity. Nothing is wrong with a bit of chalk, with overhead transparencies, 

or analog equipment” (p. 245). Fortunately, however, Ditters (2006) did discuss 

technology in Arabic learning and teaching in his article. He wrote, “since we are living 

in an era characterized, controlled, and dominated by electronic information and 

communication technology, no way exists to ignore this reality” (p. 245). This reality 

should encourage Arabic teachers to investigate how to manipulate technology to the 

benefit of their students. There is, unfortunately, a lack of readily available computer 

programs for teachers and learners of Arabic.  

One of the main reasons for this lack of programs is that, depending on their 

platform, they can become quickly outdated with the rapid development of technology. 

After a lengthy discussion of different authoring systems, Bush & Browne (2004) 

included the following statement: “the use of software that is locked to a particular 

technology is doomed for the dustbin. If there is anything we know today about 

technology is that it changes and that that change is increasing at an exponential rate” (p. 
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507). With such rapid changes, one must carefully consider which applications and 

programs to use in the language-learning classroom. Corda & Van Der Stel (2004) wrote 

about a related experience that was based upon 7 years of using a LAN-based - later 

followed by web-based - CALL application for Arabic at Leiden University in Holland. 

The original conception of these CALL materials was to provide additional self-study 

grammar opportunities to first-year Arabic students. A 16-bit Tool Book application 

called Hologram was provided for students to use in the university’s language labs. After 

experiencing numerous technical constraints, including lack of industry support, a new 

web-based CALL program, Ellips (Electronic Language Learning Practicing Interactive 

System), is now in use at Leiden University. At the rate technology changes, the use of a 

finite software program linked to a constrained platform is precarious. For the near 

future, it seems that web-based (Unicode) programming that is independent of any 

constrained platforms may be the better investment for Arabic programs. In support of 

utilizing the Internet (web), Bush & Browne (2004) wrote, “The advent of the Web 

provides materials developers the incredible possibility to take the dream that has been 

emerging for the instruction of Arabic over the past 30 years and finally make it a reality” 

(p. 517). It is hoped that this comment describes the current and up-and-coming direction 

of Arabic CALL.  

The above articles concerning Arabic and general CALL theories provide a 

foundation upon which present and future teachers of Arabic can build. Enrollments in 

Arabic have increased significantly in the United States over the past few years. This may 

very well be a “sputnik”-like era for the teaching of Arabic. This increased interest may 
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last for some years to come. Technology is a reality that Arabic programs and faculty 

should enhance in their teaching. Learners of Arabic can also use technology to continue 

their studies outside of traditional classrooms almost anywhere and at any time. 

Depending on design and method of implementation, technology has the potential to 

positively influence teaching and learning. 

2.9 Conclusion 

This chapter has provided a theoretical framework for this dissertation. The 

chapter began with a general discussion of study abroad programs and second language 

acquisition. This chapter then provided a historic overview of Arabic teaching and 

learning in the United States followed by a more extensive definition of diglossia as it 

pertains to Arabic. Finally, literature pertaining to acculturation, proficiency, living 

arrangement, and technology use was discussed. The methodology in this research will 

now be presented.  
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CHAPTER 3 

METHODOLOGY 

This chapter presents the background, instruments, and methodology in this 

research. The background and the research questions in this dissertation are first 

discussed. A review of all the research instruments then follows. Finally, the 

methodology of research administration, data collection, and analysis are discussed. A 

pilot run of surveys was completed during the summer of 2008. The pilot provided 

experience with the delivery of the research instruments. 

3.1 Research background  

This research investigates issues related to acculturation and proficiency in 

Arabic. Participant opinion regarding different varieties of Arabic is also investigated. 

Finally, the materials participants and their teachers used in learning Arabic are 

investigated. These issues are investigated in an attempt to understand several 

overarching themes. These themes range from understanding the issue of acculturation 

and proficiency to understanding language variety preference. Investigating use of 

technology is also of interest in this research. The research questions are listed below.  

 3.1.1 Research Questions 

1) What are the relationships between acculturation in study abroad students’ 

proficiency in Arabic? 

2) What opinions do research participants have regarding different varieties of 

Arabic (MSA and SCA)? Are there any variables that influence these opinions? 

3) What technologies did the participants use to learn MSA and SCA? 
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3.1.1.1 The first research question 

The first research question investigates student integration in the host culture and 

Arabic proficiency. As for integration, this dissertation quantifies the process by using a 

variety of instruments. These instruments require students to report on items such as the 

amount of cultural interaction in which they participate as well as how difficult they find 

certain social and linguistic functions. The amount of time spent communicating in MSA 

and SCA beyond and not including homework is also investigated. The hypothesis for 

this question is that students who are more acculturated will have a higher level of 

proficiency in Arabic.  

Proficiency is measured in accordance with the ACTFL oral interview guidelines. 

These guidelines seek to identify the level of spoken proficiency among learners of 

foreign languages. More information about this process will be presented below.   

3.1.1.2 The second research question 

 The second research question investigates how students feel about the role of the 

different varieties of Arabic encountered in the host country. The students’ opinions 

regarding Arabic variety use and importance are queried. These opinions are analyzed in 

correlation with a variety of other variables. For example, responses about Arabic variety 

are analyzed with program country in order to understand whether geographical location 

plays a role in student opinion. The hypothesis is that country location does not influence 

student opinion regarding different varieties of Arabic.  

3.1.1.3 The third research question 
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 The third research question investigates the use of technology in Arabic language 

learning on study abroad programs in the Arabic-speaking world. Students are asked to 

report which technologies were used in and out of the classroom for learning purposes. 

The frequency of technology use is also queried. The hypothesis is that students and 

teachers are rarely using technology on these programs. This research question is more 

exploratory in nature and is not analyzed in conjunction with the first two research 

questions. 

3.2 Participants  

Data was collected from students who participated in a study abroad program 

somewhere in the Arabic-speaking world in the past 3 years. The total number of 

respondents is 94, though not all of them answered every question. Some of these 

respondents were still on a study abroad program at the time of survey completion. 

Students were on study abroad programs that lasted from 1 to 24 months. The mean is 5.1 

months out of the 87 who responded to this question validly. One subject was dropped 

because of a program length of less than one month. There were 54 females, 39 males 

and one person who did not select a gender. The youngest age of the respondents was 18 

and the oldest was 38. The mean was 25.7. The majority of the respondents (n=82) 

indicated U.S. nationality (including dual citizens).  

Due to a post-research problem with the data, the author had difficulty gathering 

more descriptive statistics about the research participants. The following three tables 

represent the author’s best attempt at recovering this information. Table 1 depicts the 

countries in which the participants studied as well as how many were at each location. 
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Table 2 depicts the number of participants and how long they studied abroad. It should be 

noted that if a student reported a number of weeks, this number was rounded to months. 

In addition, semesters were logged as four months each. Thus, if a student reported ‘two 

semesters,’ this was interpreted as 8 months. Table 3 shows the self-reported ACTFL 

ratings from the students. Note that not all respondents completed all the questions in the 

surveys. 

TABLE 1. Program country 

Country  No. of participants  

   

Egypt   29 

Iraq   1 

Israel   1 

Jordan   17 

Lebanon  2 

Morocco  13 

Oman  2 

Palestine  1 

Qatar  1 

Syria  16 

Tunisia   4 

Yemen   6 
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TABLE 2. Length of program 

Length   No. of 

participants 

   

One month  3 

Two months  35 

Three months  17 

Four months  6 

Five months  4 

Six months  3 

Seven months  1 

Eight months  4 

Nine months  3 

Twelve months  9 

More than 12 

months 

 6 

Unclear   3 

 

TABLE 3. Number of students with pre- and post-proficiency levels (self reported) 

ACTFL Level  Pre-program  Post-program 

    



 

 

88

 
 

Novice low  17 0 

Novice mid  10 4 

Novice high  15 4 

Intermediate low  12 7 

Intermediate mid  13 18 

Intermediate high  10 17 

Advanced low  9 19 

Advanced mid  1 8 

Advanced high  0 7 

Superior   0 2 

 

3.3 Instrument design 

 In order to investigate these questions, a variety of research instruments were 

used. This section presents and discusses these research instruments. All surveys and 

questionnaires were administered using an online survey tool called Survey Monkey. All 

the surveys were combined into one larger survey. Participants were emailed a link at 

which they completed this survey.  

3.3.1 Demographic and Arabic survey 

 This survey gathers data about students’ background in general with a special 

emphasis on Arabic. Students entered their normal demographic information such as age, 

gender, name and nationality. The students are also asked their native language and that 

of their parents. In addition, students entered information about their Arabic study abroad 
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program. For example, the students entered the name of their program, how long it lasted 

and their level therein. Students are also asked to report how much exposure to Arabic 

they had before their study abroad program. In addition, students were asked about their 

exposure to the different varieties of Arabic and other foreign languages. Finally, students 

are asked to report the results of their entrance and exit exam scores. This instrument is 

provided in Appendix A.  

3.3.2 Language contact survey 

 This instrument, adapted from Taguchi (2008), gathers data concerning the 

amount of Arabic exposure students experienced on a weekly basis. Taguchi’s survey is 

based upon work from Segalowitz & Freed (2004). Students were asked to report the 

average amount of exposure they experienced each week during their study abroad from 

0 to 10 hours. If the students experienced more than 10 hours of exposure, they select the 

option ‘more than 10’. Students are asked to report this amount of exposure to MSA, 

SCA, and a mix of MSA and SCA.  This instrument is available in Appendix B.   

3.3.3 Sociocultural Adaptation Scale 

The Sociocultural Adaptation Scale is based upon work from Ward, C. & 

Kennedy, A. (1999). It should be noted that the Ward & Kennedy version was first 

utilized in Searle and Ward (1990), which was based upon work from Furnham and 

Bachman (1982), which was also based on work from Trower, Bryant and Argyle (1978). 

This scale measures how difficult participants find various functional and communicative 

situations in the target culture and language. Students are asked to use a Likert-type scale 

in responding to the items in this instrument. The scale ranges from extremely easy, easy, 
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neither easy nor difficult, difficult, extremely difficult to not applicable. Students use this 

scale to respond to statements such as: making friends with locals, understanding jokes 

and humor, and dealing with people staring at you (29 items).  

When completing this research instrument, students will answer each question 

two times. The first response is to be reported while considering the beginning of their 

program (the first 2 weeks) and the second time for the end of their program (the last two 

weeks). This instrument is available in Appendix C. 

3.3.4 Acculturation index 

This research instrument is based upon work from Ward, C. & Rana-Deuba, R. 

(1999), which is based upon work from Ward and Kennedy (1994). This instrument 

contains questions regarding how the participants view their experiences and behaviors in 

their own culture and in the host country. Students are asked to consider how they view 

themselves in relation to their co-nationals and their host nations. Students are asked to 

use a Likert-type scale in responding to the items in this instrument. The scale ranges 

from very similar, similar, neither similar nor dissimilar, dissimilar to very dissimilar. 

Some of the items students rate are: clothing, religious beliefs, values, cultural activities, 

and social customs. Students were asked to consider the first two weeks of their study 

abroad when responding to these items. Students were also asked which of their 

responses would have been different were they considering the last two weeks of their 

program.  This instrument is available in Appendix D.  

3.3.5 ACTFL OPI 
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 Students are asked to report their ACTFL OPI scores if available. This 

dissertation uses the oral proficiency interview scale provided by ACTFL. This scale 

contains the following levels of proficiency: Novice (low, mid, high), intermediate (low, 

mid, high), advanced (low, mid, high), and superior. After each oral proficiency interview 

the rater’s task is to assign one of these levels to the test taker. In this research only two 

students reported an OPI score that resembled the ACTFL scale. Therefore students were 

asked to rate themselves using provided ACTFL OPI guidelines that describe levels of 

fluency from novice low to superior. These guidelines are available at 

http://actfl.org/i4a/pages/index.cfm?pageid=3325 and in Appendix E. Students were 

asked to report their ACTFL OPI score for both arrival and departure from the program. 

The students were presented the statement “My overall Arabic proficiency upon 

ARRIVAL at my study abroad was...” to which they responded by selecting the 

appropriate ACTFL OPI score. The same statement was presented again for “upon 

departure.” Figure 1 shows a screen shot of the self-rating process.   

Self-ratings have been used by a number of researchers. Fishman and Cooper 

(1969) used a self-assessment technique in their research about English/Spanish 

bilinguals near New York City. Ward and Kennedy (1993) used self-evaluation for 

language competence because “language ability could not be assessed through objective 

testing in [their] study” (p. 138). In an article about self-assessment in Canada, LeBlanc 

and Painchaud (1985) found that students were able, in general, to accurately assess their 

language ability using questionnaires under certain conditions. In fact, at one point, the 

self-assessments were used in place of proficiency tests (n = 2500). Nevertheless, this 
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author understands that self-assessments are not perfect. Future research should include a 

standardized proficiency test to further investigate this issue. The issue of self-rating is 

discussed further in the section of limitations in Chapter 5. 

FIGURE 1. ACTFL OPI self-rating 

 

3.3.6 Arabic variety opinion 

 In this instrument students are presented with a variety of statements concerning 

MSA and SCA. Students use a Likert-type scale in responding to the items in this 

instrument. The scale ranges from agree strongly, agree, neither disagree nor agree, 

disagree, disagree strongly, to not applicable. Some of the statements to which students 

respond deal with their experiences pertaining to learning and using MSA and SCA. This 

instrument is divided into several sections, the first being for responses concerning MSA 

and SCA in the host country and the second for responses in a more general sense. 

Another section deals with retrospect and is only to be completed by students who had 

previously studied Arabic. The retrospective considerations in this instrument investigate 

whether students would make any changes in their linguistic preparation if they could 

start over again. 
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A few example statements about MSA and SCA in the host country are, “I was 

enthusiastic about learning MSA in the host country. Communicating in MSA led to 

ridicule in the host country. Learning the local spoken variety of Arabic in the host 

country was a positive experience.” Each of these questions was also posed in the 

reverse; MSA was replaced with SCA and vice versa for each item.  

This instrument is in Appendix F. This instrument is partially based upon work by 

Palmer (2007, 2008) and the National Middle East Language Resource Center 

(http://nmelrc.org/).   

3.3.7 Materials inventory 

 In this research instrument students are asked to report how frequently they or 

their teachers used technologies in learning MSA and SCA. Table 4 displays the 

questions to which the students responded.  

TABLE 4. Materials questions 

On your study abroad program, how frequently did your teacher assign you homework 

for Modern Standard Arabic (MSA) that required using the following materials? 

On your study abroad program, how frequently did your teacher assign you homework 

for Spoken Arabic (SpA) that required using the following materials? 

Beyond and not including homework, how frequently did you use the following 

materials to learn Modern Standard Arabic (MSA) on your study abroad program? 

Beyond and not including homework, how frequently did you use the following 

materials to learn Spoken Arabic (SpA) on your study abroad program? 
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When responding to these questions, students selected from the options: not applicable, 0 

times, less than 1x per week, 1-2x per week, 3-5x per week or more. Table 5 shows the 

list of materials that were included in the research instrument. 

TABLE 5. Materials inventory 

YouTube video clips 

Podcasts 

Wikis 

Chatrooms 

Online discussion boards 

Music/recorded songs 

Television shows 

Television commercials 

Movies dubbed into Arabic 

Movies in English with Arabic subtitles 

Arabic movies with English subtitles 

Arabic movies (in Arabic with no 

subtitles) 

Arabic movies (in Arabic with Arabic 

subtitles) 

Online Newspapers 

Video from web news sources 
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Radio programs 

Blogs 

Personal websites 

Other (please specify) 

 

3.3.8 Cultural resources 

 This instrument is adapted from Saint Mary’s College, Notre Dame, Indiana 

Study Abroad Survey at 

http://www.saintmarys.edu/~cwil/php/intercultural.learning/documents/abroadsurv__200

5_final-long.pdf. In this instrument students are presented with a list of cultural resources 

that may be available in their host country. Students were asked to indicate how 

frequently they used the resources in the list during their program. The frequencies range 

from not applicable, 0 times, 1-2 times, 1x per month, to 2x per month or more. Some of 

the items on the list are: theater, opera (in Arabic), museums, beaches, and market (going 

to).  This instrument investigates how students engaged in cultural activities during their 

study abroad programs. This instrument is available in Appendix G.  

3.3.9 Cultural interaction 

 This instrument is also adapted from Saint Mary’s College, Notre Dame, Indiana 

Study Abroad Survey at 

http://www.saintmarys.edu/~cwil/php/intercultural.learning/documents/abroadsurv__200

5_final-long.pdf. In this instrument students are presented with a list of situations in 

which they may participate with locals in their host countries. Students were asked to 
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indicate how frequently they interacted with the locals of their host country using the 

provided list. The frequencies range from not applicable, 0 times, less than 1x per week, 

1-2x per week, and 3-5x per week or more. Some of the situations on the list are: 

shopping for food, taxis, cafes, playing sports, and volunteering. This instrument 

investigates where and how often students interacted with the locals of their host country. 

This instrument is available in Appendix H. 

3.3.10 Living arrangement  

  This instrument is based upon work from Taguchi (2008). Taguchi’s survey is 

based upon work from Segalowitz & Freed (2004). In this instrument students are asked 

to report their living arrangements during the study abroad program. It is possible that 

some of the students lived alone while others opted to have roommates. These roommates 

may have been speakers of English or the target language. Some of the students may have 

wanted a more intimate and cultural experience and therefore selected a home-stay. 

Figure 2 shows the options from which students selected in responding to this question.  

FIGURE 2. Living arrangement 
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Although some students opted to live in a home-stay, they may not have found this 

situation to be the best for language development. A similar situation may be found 

among those sharing rooms or apartments with native speakers of Arabic. For this reason, 

students were also asked to indicate the overall percentage of time they spent speaking 

Arabic while at home.  

3.4 Methodology  

3.4.1 Data Collection 

A recruitment message was sent to three listservs that should have easily reached 

students learning Arabic. One listserv was an in-house list at the University of Arizona. 

The other two listservs were open to anyone in the world who registers. These listservs 

were Arabic-L and a listserv from the Middle East Studies Association (MESA). Both of 

the listservs reach audiences interested in aspects of Middle Eastern studies. Thus, 

students self selected whether or not to participate. This may have resulted in more 

motivated students participating. This issue is further addressed in the section about 

limitations in chapter 5. It is possible that the message was sent out through at least one 

other listserv without the knowledge of the author. This is because some other potential 

recruitment sites were contacted though the author was not informed whether they sent 

the message or not. The author deems this unlikely. The author does know, however, that 

the original recruitment message was forwarded to additional acquaintances, friends or 

colleagues by at least one research subject. It is likely that research subjects forwarded 

the original message without the author’s knowledge many times. This may be due to the 

fact that a book was offered in compensation for participation. The author received 
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several shipments of books about Islamic thought from an acquaintance at Brigham 

Young University without cost. 

3.4.2 Data Analysis 

Data was primarily analyzed using the statistical software package SPSS. The 

main tests that were conducted were: GLM, T-test, Correlation, and Chi-Square. These 

were performed in order to understand how data from the various instruments are related. 

In particular, the author is investigating the relationships between acculturation, opinions 

of Arabic varieties, and Arabic proficiency. It is also hoped that data will provide explicit 

feedback to study abroad administrators concerning student program recommendations. It 

is also hoped that the results of this research will provide empirical support and 

substantiation for those investigating an integrated approach to teaching MSA and SCA. 

An inventory of technology in Arabic language learning and teaching will also be 

explored.  

3.5 Conclusion  

 This chapter has provided the background and methodology of the research. The 

research questions and correlating hypotheses were have been presented. Each of the 

research instruments has been discussed. These instruments were chosen because they 

provide an opportunity to investigate issues related to student acculturation, proficiency, 

and technology use. Information about the data collection and participants has also been 

provided. This next chapter will present the results of this research.   
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CHAPTER 4 

RESULTS 

This chapter presents the most significant results of the research instruments. 

Those analyses that are insignificant are available in the appendices. Data concerning 

acculturation are first presented followed by data involving the concept of proficiency. 

Data regarding Arabic variety preference and possible variables related thereto are then 

presented. Finally, data regarding the use of technology in Arabic learning are presented.  

4.1 The first research question  

The first research question investigates the relationships between acculturation 

and overall proficiency in Arabic. Acculturation is defined using a variety of questions 

from the research instruments. Overall proficiency was primarily measured by the 

ACTFL OPI scale (self-ratings). The first research question is: What are the relationships 

between acculturation and overall proficiency in Arabic? This dissertation first presents 

analyses dealing with acculturation. Analyses dealing with proficiency are thereafter 

presented.  

4.1.1 Acculturation 

 This section presents a number of analyses that investigate acculturation. One of 

the most important instruments in this section is the Sociocultural Adaptation Scale 

(SCAS). This scale measures how difficult students find performing certain functions in 

society. The SCAS instrument is first presented. This is followed by analyses dealing 

with acculturation and pre-program exposure to Arabic. These analyses deal with the 

amount of exposure students had to MSA and SCA before beginning their study abroad 
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programs. Analyses dealing with acculturation during the study abroad program are then 

included.  

The first set of analyses in this section deals with pre-program exposure to 

different varieties of Arabic. This section investigates whether pre-program exposure to 

different varieties of Arabic influences or relates to acculturation at the beginning of the 

study abroad program, the end of the study abroad program, or the amount of change in 

acculturation during the study abroad program. Table 6 depicts the analyses to be 

discussed (except for the first analysis which is a T-test of beginning and ending SCAS). 

It should be noted that those analyses that are not statistically significant have been 

moved to the appendices. 

TABLE 6. Analyses to be performed for pre-program exposure to Arabic and 

acculturation  

First variables by Second variable  

   

Previous exposure to MSA  

 

x 

Beginning SCAS 

Previous exposure to SCA Ending SCAS 

 SCAS change 

  

 

 4.1.1.1 Pre-program exposure and acculturation: Significant findings 

 4.1.1.1.1 Sociocultural Adaptation Scale  
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 A paired sample T-test was performed to investigate whether students found the 

tasks and situations in the SCAS survey easier at the end of the program (as opposed to at 

the beginning). This instrument asked students to report how easily they are able to 

perform certain functions, including making friends, understanding family relationships, 

and dealing with people staring at you, for the beginning and end of their program. 

Tables 7 and 8 show the results of the T-test. In the results below in Table 7, the lower 

the mean, the easier students found the items on the SCAS (N = 93). In this analysis, the 

results of the SCAS first two weeks were labeled as ‘SCAS beg SUM’ and those of the 

last two weeks as ‘SCAS end SUM’ in the statistical software program SPSS. The results 

of the test are now presented in Tables 7 and 8.  

TABLE 7. SCAS beginning and ending sums 

Paired Samples Statistics 

  
Mean N Std. Deviation Std. Error Mean 

Pair 1 SCAS beg SUM 91.4516 93 17.82189 1.84804 

SCAS end SUM 68.7742 93 15.48220 1.60543 

  

TABLE 8. SCAS paired samples test 

Paired Samples Test 

  t df Sig. (2-tailed) 

Pair 1 SCAS beg SUM - SCAS end SUM 15.086 92 .000 
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The tables show that this test revealed significance between the two variables 

indicating that students do find these functions easier at the end of their study abroad 

programs, t(92) = 15.09, p = .00 (Table 8). Table 7 reveals that the mean of the first two 

weeks (M = 91.45, SD = 17.82) is significantly higher than the mean of the last two 

weeks (M = 68.77, SD = 15.48). Thus, this analysis found that students do become more 

acculturated by the end of their study abroad programs.    

4.1.1.1.2 Previous exposure to SCA and beginning SCAS 

Due to great variance in the particular variety and amount of SCA previously 

studied among the students, this variable was recoded to include only two levels: 

previous study and no previous study. The exact question to which the students 

responded is: “Which, if any, spoken varieties (dialects) of Arabic (SpA) did you study 

before arriving to your study abroad program? Please include the number of semesters for 

each variety (dialect).” This variable (previous exposure to SCA) was analyzed with the 

sum of the SCAS scale for the first two weeks. 

A GLM Univariate was performed. Table 9 and Figure 3 show the results of this 

analysis. As before, the lower the mean, the greater the acculturation (N = 85). In this 

analysis, previous exposure to SCA was labeled as ‘SCA Before Program’ and the results 

of the SCAS survey for the first two weeks were labeled as ‘SCAS beg SUM’ in SPSS. 

TABLE 9. Previous SCA and SCAS beginning 

Descriptive Statistics 

Dependent Variable:SCAS beg SUM 
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SCA 

Before 

Program Mean Std. Deviation N 

yes 86.2683 19.63800 41 

no 95.2955 14.86306 44 

Total 90.9412 17.81342 85 

 

 

FIGURE 3. Previous SCA and SCAS beginning 

 These illustrations show that those with previous exposure to SCA (M = 86.27, 

SD = 19.64) report greater acculturation than those without (M = 95.30, SD = 14.86) 

during the first two weeks of the study abroad program. The GLM test succeeded in 

rejecting the equality of the means, F(1, 83) = 5.76, p = .02. Thus, pre-program exposure 

to SCA is significantly related to level of acculturation at the beginning of the program. 

Exposure to SCA before the program indicates greater acculturation at the beginning of 
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the program. Table 10 shows the alpha level of this analysis. It should be noted that the R 

Squared is only .065, which somewhat reduces the power of this analysis. 

TABLE 10. Previous SCA and SCAS beginning with alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:SCAS beg SUM 

Source 

Type III Sum of 

Squares df Mean Square F Sig. 

Corrected Model 1729.498a 1 1729.498 5.759 .019 

Intercept 699642.016 1 699642.016 2329.781 .000 

BeforeProgramSCA 1729.498 1 1729.498 5.759 .019 

Error 24925.208 83 300.304   

Total 729630.000 85    

Corrected Total 26654.706 84    

a. R Squared = .065 (Adjusted R Squared = .054) 

 

 Table 10 shows the result of the GLM. Significance was found indicating that 

there is a statistically significant relationship between pre-program exposure to SCA and 

the degree of acculturation at the beginning of the study abroad program. Thus, those 

students who studied SCA before their study abroad programs arrived to their programs 

more acculturated.  

4.1.1.1.3 Previous exposure conclusion 

 The analyses regarding pre-program exposure to different varieties of Arabic 

revealed no significance except for previous exposure to SCA and the degree of 
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acculturation at the beginning of the study abroad program. Thus, pre-program exposure 

to different varieties of Arabic is not related to acculturation in this research, other than 

the one analysis that did find statistical significance. The next section presents the results 

of the analyses dealing with variables pertaining to acculturation during the study abroad 

program.  

4.1.1.2 Acculturation during study abroad program 

 This section concerns a number of analyses dealing with acculturation on study 

abroad programs in the Arabic-speaking world. The first variable is program country, 

which will be analyzed with amount of contact hours in MSA and SCA, acculturation 

(per SCAS survey), and the amount of interaction with locals. Age and gender will be 

analyzed in the same manner. Table 11 shows the analyses conducted in this section. It 

should be noted that analyses in which no significance was found have been added to the 

appendices.  

TABLE 11. Analyses for acculturation during study abroad 

First variables by Second variable  

   

Program country  

 

x 

Contact hours in MSA 

Age Contact hours in SCA 

Gender Acculturation 

 Interaction 
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Analyses with the variables pertaining to the amount of communication in MSA and SCA 

with acculturation and the amount of interaction were also conducted. Table 12 shows 

these additional analyses. 

TABLE 12. Additional analyses for acculturation during study abroad 

First variables by Second variable  

   

Contact hours in MSA  

x 

Acculturation 

Contact hours in SCA Interaction 

 

 4.1.1.2.1 Program country and MSA contact hours 

Program country was analyzed with MSA contact hours (MSA communication 

beyond and not including homework). The MSA contact hours indicate the amount of 

time students spent conversing in MSA beyond and not including homework each week. 

For this analysis, the variable MSA contact hours was recoded from the options 0-10 

hours and more than 10 hours to the following groups: zero to three hours, four to seven, 

and eight to 10 or more.  

It should be noted that there are 12 possible countries in the variable ‘program 

country.’ For this analysis, however, only those with at least 5 students will be used. 

Thus, the remaining countries in this analysis are Egypt, Jordan, Morocco and Syria. A 

Pearson Chi Square test was performed. Table 13 and Figure 4 show the results of this 

analysis (N = 69). In this analysis, the program country is labeled as ‘Country Recode 1’ 

and MSA contact hours as ‘MSA free Recode’ in SPSS. 
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TABLE 13. Program country and MSA communication 

Country Recode 1 * MSA free Recode Crosstabulation 

   MSA free Recode  

   

zero to three 

four to 

seven 

eight to ten 

or more Total 

Country Recode 

1 

Egypt Count 25 2 0 27 

% within Country 

Recode 1 

92.6% 7.4% .0% 100.0% 

% within MSA free 

Recode 

45.5% 28.6% .0% 39.1% 

Jordan Count 11 4 0 15 

% within Country 

Recode 1 

73.3% 26.7% .0% 100.0% 

% within MSA free 

Recode 

20.0% 57.1% .0% 21.7% 

Morocco Count 7 1 5 13 

% within Country 

Recode 1 

53.8% 7.7% 38.5% 100.0% 

% within MSA free 

Recode 

12.7% 14.3% 71.4% 18.8% 

Syria Count 12 0 2 14 

% within Country 

Recode 1 

85.7% .0% 14.3% 100.0% 

% within MSA free 

Recode 

21.8% .0% 28.6% 20.3% 
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 Total Count 55 7 7 69 

% within Country 

Recode 1 

79.7% 10.1% 10.1% 100.0% 

% within MSA free 

Recode 

100.0% 100.0% 100.0% 100.0% 

 

 

FIGURE 4. Program country and MSA communication   

 These illustrations show that the majority (79.7%) of the responses pertaining to 

MSA communication fall in the column ‘zero to three.’ This indicates that the students 

did not spend many hours per week communicating in MSA beyond homework 

assignments. Of all the countries, Morocco had the lowest percentage of responses in this 

same column (53.8%) and the greatest number of responses in the column ‘eight to ten or 

more’ (38.5%). The Pearson Chi Square test succeeded in rejecting the independence of 
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the two variables, χ2(6, N = 69) = 22.30, p =.00. This indicates a statistically significant 

relationship between program country and amount of speaking MSA beyond and not 

including homework. From the results it appears that students in Morocco are more likely 

to spend their time communicating in MSA. Students in Egypt (92.6%), Jordan (73.3%), 

and Syria (85.7%), however, spent very little time communicating in MSA beyond 

homework. It should be noted, however, that 66.7% of the cells in the test had less than 

the expected 5 responses, which reduces the power of this test. Table 14 shows the alpha 

level of this analysis. 

TABLE 14. Program country and MSA communication with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 22.298a 6 .001 

Likelihood Ratio 22.523 6 .001 

Linear-by-Linear Association 1.711 1 .191 

N of Valid Cases 69   

a. 8 cells (66.7%) have expected count less than 5. The minimum expected count is 1.32. 

 

 Table 14 shows the alpha level of this analysis. The results of the Pearson Chi 

Square reveal that there is a statistically significant relationship between program country 

and the amount of communication in MSA. Thus, students in Morocco are more likely to 

spend time communicating in MSA beyond and not including homework followed by 

Jordan, Syria, and Egypt (in order of percentage). Thus, students in Egypt are 
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communicating the least amount of MSA beyond and not including homework than 

students in the other countries. The next analysis investigates program country with the 

amount of communication in SCA. 

 4.1.1.2.2 Program country and SCA contact hours 

Program country was analyzed with SCA contact hours (SCA communication 

beyond and not including homework). The SCA contact hours indicates the amount of 

time students spent conversing in SCA beyond and not including homework. The 

students were asked to report the average number of hours per week they spent 

communicating in SCA. The variable SCA contact hours was recoded from the options 0-

10 hours and more than 10 hours to the following groups: zero to three hours, four to 

seven, and eight to 10 or more.  

It should be noted that for this analysis only countries with at least 5 students will 

be used. The remaining countries in this analysis are Egypt, Jordan, Morocco and Syria. 

A Pearson Chi Square test was performed. Table 15 and Figure 5 show the results of this 

analysis (N = 70). In this analysis, the program country is labeled as ‘Country Recode 1’ 

and SCA contact hours as ‘SCA free Recode’ in SPSS. 

TABLE 15. Program country and SCA communication 

Country Recode 1 * SCA free Recode Crosstabulation 

   SCA free Recode  

   

zero to three four to seven 

eight to ten or 

more Total 

Country Recode Egypt Count 11 6 13 30 



 

 

111

 
 

1 % within Country 

Recode 1 

36.7% 20.0% 43.3% 100.0% 

% within SCA free 

Recode 

34.4% 50.0% 50.0% 42.9% 

Jordan Count 9 1 4 14 

% within Country 

Recode 1 

64.3% 7.1% 28.6% 100.0% 

% within SCA free 

Recode 

28.1% 8.3% 15.4% 20.0% 

Morocco Count 10 1 1 12 

% within Country 

Recode 1 

83.3% 8.3% 8.3% 100.0% 

% within SCA free 

Recode 

31.3% 8.3% 3.8% 17.1% 

Syria Count 2 4 8 14 

% within Country 

Recode 1 

14.3% 28.6% 57.1% 100.0% 

% within SCA free 

Recode 

6.3% 33.3% 30.8% 20.0% 

 Total Count 32 12 26 70 

% within Country 

Recode 1 

45.7% 17.1% 37.1% 100.0% 

% within SCA free 

Recode 

100.0% 100.0% 100.0% 100.0% 
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FIGURE 5. Program country and SCA communication 

 These illustrations show that the highest percentage of responses pertaining to 

SCA communication fall in the column ‘zero to three’ (45.7%) hours. The column ‘four 

to seven’ had a percentage of 17.1% and the column ‘eight to ten to ten or more’ had a 

percentage of 37.1%. Country to country, the responses in the various categories differ. 

For example, the highest percentage of responses for SCA communication in Egypt is in 

the column ‘eight to ten or more’ (43.3%) hours. Syria also has the highest percentage in 

the same column (57.1%). Interestingly, Morocco’s highest percentage is in the column 

‘zero to three’ at a remarkable 83.3%. Jordan’s highest percentage was also in the column 

‘zero to three’ at 64.3%. This may indicate that students in Morocco - and Jordan to a 

lesser degree - did not spend much time per week communicating in SCA. The majority 

of the students in Egypt and Syria, however, did spend more than zero to three hours each 
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week communicating in SCA. The Pearson Chi Square test succeeded in rejecting the 

independence of the two variables, χ2(6, N = 70) = 15.68, p = .02. Thus, there is a 

statistically significant relationship between program country and amount of 

communication in SCA. Table 16 shows the results of this analysis with the alpha level. 

It should be noted that 33.3% of the cells had less than 5 responses, which somewhat 

reduces the power of the analysis.  

TABLE 16. Program country and SCA communication with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 15.678a 6 .016 

Likelihood Ratio 17.196 6 .009 

Linear-by-Linear Association .901 1 .342 

N of Valid Cases 70   

a. 4 cells (33.3%) have expected count less than 5. The minimum expected count is 2.06. 

 

Table 16 shows that there is a statistical significance in the number of hours 

students spend communicating in SCA beyond and not including homework depending 

on the location of their program country. Students in Morocco are communicating less in 

SCA beyond and not including homework followed by those in Jordan, then Syria and 

Egypt (in order of percentage). The students in Egypt are communicating in SCA in their 

free time more than any other students in any of the countries in this analysis. The next 

analysis investigates program country with the amount of change in acculturation. 
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 4.1.1.2.3 Program country and SCAS change 

 Program country was analyzed with Sociocultural Adaptation Scale (SCAS) 

change. Countries with fewer than 5 respondents in this analysis were not included. 

Those that were dropped are Iraq, Israel, Lebanon, Oman, Palestine, Tunisia, and Qatar. 

The remaining countries are Egypt, Jordan, Morocco, Syria, and Yemen. A Pearson Chi 

Square test was performed. Table 17 and Figure 6 show the results of this analysis (N = 

79). In this analysis, the program country is labeled as ‘Country Recode 2’ and the 

amount of change in SCAS as ‘SCAS Change’ in SPSS. 

TABLE 17. Program country and SCAS change 

Country Recode 2 * SCAS Change Crosstabulation 

   SCAS Change  

   

decrease 

some 

increase 

great 

increase Total 

Country Recode 

2 

Egypt Count 1 18 10 29 

% within Country 

Recode 2 

3.4% 62.1% 34.5% 100.0% 

% within SCAS Change 50.0% 30.0% 58.8% 36.7% 

Jordan Count 0 13 3 16 

% within Country 

Recode 2 

.0% 81.3% 18.8% 100.0% 

% within SCAS Change .0% 21.7% 17.6% 20.3% 

Morocco Count 1 12 0 13 
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% within Country 

Recode 2 

7.7% 92.3% .0% 100.0% 

% within SCAS Change 50.0% 20.0% .0% 16.5% 

Syria Count 0 11 4 15 

% within Country 

Recode 2 

.0% 73.3% 26.7% 100.0% 

% within SCAS Change .0% 18.3% 23.5% 19.0% 

Yemen Count 0 6 0 6 

% within Country 

Recode 2 

.0% 100.0% .0% 100.0% 

% within SCAS Change .0% 10.0% .0% 7.6% 

 Total Count 2 60 17 79 

% within Country 

Recode 2 

2.5% 75.9% 21.5% 100.0% 

% within SCAS Change 100.0% 100.0% 100.0% 100.0% 
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FIGURE 6. Program country and SCAS change 

 These illustrations show that the majority (75.9%) of the responses per SCAS 

change are in the column ‘some increase.’ In fact, the majority of the responses from 

every one of the countries is in the column ‘some increase.’ The column ‘decrease’ had 

2.5% of the responses and the column ‘great increase’ had the remaining 21.5% of the 

responses. Interestingly, the country Egypt has the highest percentage of responses in the 

total column ‘great increase’ (58.8%). Neither Morocco nor Yemen have any responses 

in the column ‘great increase.’ This may indicate that students in Egypt more quickly 

acculturated than in the other countries. This table shows that only two out of 79 

responses fall in the column ‘decrease.’ The data suggests that most of the students, 

regardless of country, experienced some increase in acculturation. In Egypt, however, 

more students reported greater change in acculturation. The Pearson Chi Square test 
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failed to reject the independence of the two variables, χ2(8, N = 79) = 10.72, p = .22. 

Table 18 shows the alpha level.  

TABLE 18. Program country and SCAS change with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 10.719a 8 .218 

Likelihood Ratio 14.861 8 .062 

Linear-by-Linear Association .452 1 .501 

N of Valid Cases 79   

a. 10 cells (66.7%) have expected count less than 5. The minimum expected count is .15. 

 

 Table 18 shows the result of the Pearson Chi Square. The test failed to find 

statistical significance among program country and the amount of change in 

acculturation.  

Because there were only two responses in the category ‘decrease,’ a second 

Pearson Chi Square test was performed without the data from that column. Table 19 and 

Figure 7 show the results of this analysis (N = 77). 

TABLE 19. Program country and SCAS change minus ‘decrease’ 

Country Recode 2 * SCAS Change Crosstabulation 

   SCAS Change  

   some increase great increase Total 

Country Recode 2 Egypt Count 18 10 28 
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% within Country Recode 2 64.3% 35.7% 100.0

% 

% within SCAS Change 30.0% 58.8% 36.4

% 

Jordan Count 13 3 16 

% within Country Recode 2 81.3% 18.8% 100.0

% 

% within SCAS Change 21.7% 17.6% 20.8

% 

Morocco Count 12 0 12 

% within Country Recode 2 100.0% .0% 100.0

% 

% within SCAS Change 20.0% .0% 15.6

% 

Syria Count 11 4 15 

% within Country Recode 2 73.3% 26.7% 100.0

% 

% within SCAS Change 18.3% 23.5% 19.5

% 

Yemen Count 6 0 6 

% within Country Recode 2 100.0% .0% 100.0

% 

% within SCAS Change 10.0% .0% 7.8% 

 Total Count 60 17 77 
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% within Country Recode 2 77.9% 22.1% 100.0

% 

% within SCAS Change 100.0% 100.0% 100.0

% 

 

 

FIGURE 7. Program country and SCAS change minus ‘decrease’ 

Again, the test failed to reject the independence of the two variables, χ2(4, N = 77) 

= 8.41, p = .08). The test did, however, approach significance. Table 20 shows the results 

of this second Pearson Chi Square test with the alpha level. 

TABLE 20. Program country and SCAS change minus ‘decrease’ with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 8.413a 4 .078 
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Likelihood Ratio 11.957 4 .018 

Linear-by-Linear Association 2.059 1 .151 

N of Valid Cases 77   

a. 5 cells (50.0%) have expected count less than 5. The minimum expected count is 1.32. 

 

 This additional Pearson Chi Square has a result that approaches significance. This 

indicates that there is a near statistical significance between program country and the 

amount of change in acculturation students experience during their study abroad 

programs. The results show that no students in Morocco or Yemen reported a great 

increase in acculturation, whereas those in Egypt, Jordan, and Syria did. In fact, students 

in Egypt reported the highest percentage in the column ‘great increase’ indicating that 

they were able to make significant change in acculturation over the duration of their study 

abroad programs.  

4.1.1.2.4 Program country conclusion 

 This section regarding program country has found significance in the amount of 

MSA and SCA communication. The results revealed that students in Morocco are more 

likely to communicate in MSA and less likely to communicate in SCA. The second 

analysis of program country and the amount of change in acculturation approached 

significance indicating that no students in Morocco or Yemen reached a level of great 

increase, whereas students in Egypt, Jordan, and Syria did. The next variable to be 

analyzed is age.  

4.1.1.2.5 Age conclusion 
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The analyses of age with the other variables did not find statistical significance. It 

is therefore impossible to say that age is related to any of the variables investigated in this 

section. These analyses are available in the appendices. The next section contains 

analyses with the variable gender.  

4.1.1.2.6 Gender conclusion 

The analyses of gender with the other variables did not find statistical 

significance. It is therefore impossible to say that gender is related to any of the variables 

investigated in this section. The next section contains analyses with the variables 

concerning contact hours in MSA and SCA. 

4.1.1.2.7 MSA contact hours and SCAS change 

 MSA contact hours (MSA communication beyond and not including homework) 

were analyzed with SCAS change. A Pearson Chi Square test was performed. Table 21 

and Figure 8 show the results of this analysis (N = 82). In this analysis, MSA contact 

hours are labeled as ‘MSA free Recode’ and the amount of change in SCAS as ‘SCAS 

Change’ in SPSS. 

TABLE 21. MSA communication and SCAS change 

MSA free Recode * SCAS Change Crosstabulation 

   SCAS Change  

   decreas

e 

some 

increase 

great 

increase Total 

MSA free zero to three Count 1 46 15 62 
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Recode % within MSA free 

Recode 

1.6% 74.2% 24.2% 100.0% 

% within SCAS 

Change 

33.3% 76.7% 78.9% 75.6% 

four to seven Count 2 6 2 10 

% within MSA free 

Recode 

20.0% 60.0% 20.0% 100.0% 

% within SCAS 

Change 

66.7% 10.0% 10.5% 12.2% 

eight to ten or 

more 

Count 0 8 2 10 

% within MSA free 

Recode 

.0% 80.0% 20.0% 100.0% 

% within SCAS 

Change 

.0% 13.3% 10.5% 12.2% 

 Total Count 3 60 19 82 

% within MSA free 

Recode 

3.7% 73.2% 23.2% 100.0% 

% within SCAS 

Change 

100.0% 100.0% 100.0% 100.0% 
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FIGURE 8. MSA communication and SCAS change 

 These illustrations show that the highest percentage of acculturation is in the 

column ‘some increase’ (73.2%) at all levels. The second highest percentage is in the 

column ‘great increase’ at 23.2%. Interestingly, 3.7% were in the column ‘decrease.’ The 

illustrations also show that the majority of the responses were in the row ‘zero to three’ 

hours (75.6%) with an even split of 12.2% in the other rows. Thus, most students 

reported spending zero to three hours communicating in MSA beyond and not including 

homework. Most of the students also reported some increase in acculturation. The 

Pearson Chi Square test, however, failed to reject the independence of the two variables, 

χ2(4, N = 82) = 8.80, p = .07. Table 22 shows the results of this analysis with the alpha 

level. 

TABLE 22. MSA communication with SCAS change with alpha level 
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Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 8.799a 4 .066 

Likelihood Ratio 5.599 4 .231 

Linear-by-Linear Association .545 1 .460 

N of Valid Cases 82   

a. 5 cells (55.6%) have expected count less than 5. The minimum expected count is .37. 

 

 Table 22 shows the result of the Pearson Chi Square test. This test failed to find 

significance, though it does approach significance. Therefore, the amount of time one 

communicates in MSA and the amount of change in acculturation are somewhat 

statistically related. The illustrations above reveal that the highest percentage of 

responses in the column ‘great increase’ is from the row ‘zero to three’ hours of 

communication in MSA. This may suggest that students who speak less MSA have a 

better chance of making great increase in the amount of change in acculturation. Those 

students who communicate in MSA for four to seven hours have a greater chance of 

actually decreasing in the amount of change in acculturation. 

Due to the fact that there were only three responses in the column ‘decrease’ in 

the variable SCAS change, an additional Pearson Chi Square test was performed without 

that level. Tables 23 and 24 show the results of this analysis (N = 79). 

TABLE 23. MSA communication and SCAS change minus decrease 

MSA free Recode * SCAS Change Crosstabulation 
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   SCAS Change  

   some 

increase 

great 

increase Total 

MSA free 

Recode 

zero to three Count 46 15 61 

% within MSA free 

Recode 

75.4% 24.6% 100.0% 

% within SCAS Change 76.7% 78.9% 77.2% 

four to seven Count 6 2 8 

% within MSA free 

Recode 

75.0% 25.0% 100.0% 

% within SCAS Change 10.0% 10.5% 10.1% 

eight to ten or more Count 8 2 10 

% within MSA free 

Recode 

80.0% 20.0% 100.0% 

% within SCAS Change 13.3% 10.5% 12.7% 

 Total Count 60 19 79 

% within MSA free 

Recode 

75.9% 24.1% 100.0% 

% within SCAS Change 100.0% 100.0% 100.0% 

 

TABLE 24. MSA communication and SCAS change minus decrease with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square .103a 2 .950 
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Likelihood Ratio .107 2 .948 

Linear-by-Linear Association .077 1 .782 

N of Valid Cases 79   

a. 2 cells (33.3%) have expected count less than 5. The minimum expected count is 1.92. 

 

Again, the highest percentage of responses for SCAS change is in the column 

‘some increase’ (75.9%) with 24.1% in the column ‘great increase.’ The highest 

percentage of responses for MSA communication is again in the row ‘zero to three’ 

(77.2%). The additional Pearson Chi Square test failed to reject the independence of the 

two variables, χ2(2, N = 79) = .10, p = .95. Thus, when the column ‘decrease’ is removed 

from the analysis, the result becomes highly insignificant.  

4.1.1.2.8 SCA contact hours and interaction 

SCA contact hours (SCA communication beyond and not including homework) 

were analyzed with interaction. A GLM Univariate test was performed. Table 25 and 

Figure 9 show the results of this analysis. The higher the mean represents more 

interaction (N = 80). In this analysis, SCA contact hours are labeled as ‘SCA free 

Recode’ and interaction as ‘Interaction’ in SPSS. 

TABLE 25. SCA communication and interaction 

Descriptive Statistics 

Dependent Variable:Interaction 

SCA free Recode Mean Std. Deviation N 

zero to three 19.1111 5.25780 36 
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four to seven 20.0000 5.67157 13 

eight to ten or more 23.0968 6.50310 31 

Total 20.8000 6.05544 80 

 

 

 

FIGURE 9. SCA communication and interaction 

 These illustrations show that the mean of interaction increases within each group 

of SCA communication. Those who spent zero to three hours communicating in SCA 

each week had a lower mean (M = 19.11, SD = 5.26) than those who communicated in 

SCA four to seven hours (M = 20.00, SD = 5.67). Those who communicated in SCA for 

eight to ten hours or more had the highest mean (M = 23.07, SD = 6.50). Thus, the more 

hours spent communicating in SCA corresponds with increased interaction. The GLM 

successfully rejected the equality of the means, F(2, 77) = 4.03, p = .02. Table 26 shows 
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the results of this analysis with the alpha level. It should be noted that the R Squared is 

only .095, which indicates that this test lacks some power.  

TABLE 26. SCA communication and interaction with alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:Interaction 

Source 

Type III Sum of 

Squares df Mean Square F Sig. 

Corrected Model 274.535a 2 137.267 4.031 .022 

Intercept 28255.341 1 28255.341 829.688 .000 

SCAfreeRecode 274.535 2 137.267 4.031 .022 

Error 2622.265 77 34.055   

Total 37508.000 80    

Corrected Total 2896.800 79    

a. R Squared = .095 (Adjusted R Squared = .071) 

 

 Table 26 shows the result of the GLM test. This test succeeded in finding a 

statistical relationship between the amount of interaction with SCA contact hours. Thus, 

there is a relationship in this research between the amount one interacts and the amount 

one communicates in SCA. The results show that the more hours spent communicating in 

SCA corresponds with increased interaction. 

 A Post Hoc test (LSD) was also performed. Significance was found in the 

following meanwise comparison: ‘zero to three’ hours with ‘eight to ten or more’ at 

p=.007.  
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4.1.1.2.9 Contact hours conclusion 

 This section has shown that statistical significance was found only in the analysis 

regarding the amount of SCA in which one communicates with the amount of interaction. 

Thus, the more one communicates in SCA, the more one interacts with the locals and 

vice-versa. There is, however, one analysis in which near significance was found. This is 

the analysis concerning the amount of change in acculturation one experiences with the 

amount of hours of MSA in which one communicates. This may suggest that students 

who speak less MSA have a better chance of making great increase in the amount of 

change in acculturation.  

4.1.1.2.10 Acculturation conclusion 

 This section about acculturation has revealed a number of significant analyses. 

Program country was found to be significant in relation to the amount of MSA and SCA 

communication. The results revealed that students in Morocco are more likely to 

communicate in MSA and less likely to communicate in SCA. A second analysis of 

program country with the amount of change in acculturation approached significance, 

indicating that no students in Morocco or Yemen reached a level of great increase of 

change in acculturation, whereas students in Egypt, Jordan, and Syria did.  

 The analyses involving the variables age and gender revealed no statistical 

significance. Thus, one’s age and gender is not related to the other variables in this 

section. 

 As for contact hours, significance was found in the analysis involving the amount 

of communication in SCA in which one engages with the amount of interaction. This 
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shows that interaction and communication in SCA go hand in hand. The analysis 

regarding the amount of communication in MSA and the amount of change in 

acculturation approached significance. The results suggest less communication in MSA 

may lead to better chances of making great increase in the amount of change in 

acculturation. 

A review of these analyses and a discussion of the implications will be presented 

in Chapter 5. The next analyses in this chapter deal with proficiency. 

 4.1.2 Proficiency in general 

 Participants were asked rate their own fluency twice using the ACTFL guidelines 

that were provided in the surveys. The first rating was for pre-program proficiency and 

the second for post-program proficiency according to the ACTFL scale. The following 

numerical codes were used with the corresponding ACTFL levels: Novice Low (NL) = 1, 

Novice Mid (NM) = 2, Novice High (NH) = 3, Intermediate Low (IL) = 4, Intermediate 

Mid (IM) = 5, Intermediate High (IH) = 6, Advanced Low (AL) = 7, Advanced Mid 

(AM) = 8, Advanced High (AH) = 9, Superior (S) = 10.  

 It should be noted that these numbers do not include a code for ‘none.’ 

Participants with no previous Arabic experience should have selected NL. The actual 

statement about pre-program proficiency to which participants replied was: “My overall 

Arabic proficiency upon ARRIVAL at my study abroad was...” followed by a list of 

ACTFL OPI levels. The second time the students rated themselves, the wording was 

changed to reflect the end of the program. The statement was “My overall Arabic 

proficiency upon DEPARTURE at my study abroad was...” 
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 Due to the large number of codes for proficiency (10), the levels were combined 

for some of the tests. This new variable is marked as ‘recode.’ The three separate novice 

levels were combined - or collapsed - into one code (level 1) with a similar pattern for the 

intermediate (level 2) and advanced levels (level 3). The superior rating is left alone 

(level 4). Because there were only two respondents in the superior level, they were 

dropped from the analyses in all data unless otherwise specified. Therefore, there are 3 

levels of proficiency in this recoded data (novice, intermediate, and advanced).  

 The variable proficiency will be analyzed with a number of other variables. Table 

27 shows the first analyses that were conducted in this section (except for the first 

analysis which is a T-test). One additional analysis regarding living arrangement and 

amount of Arabic spoken at home was also conducted.  

TABLE 27. Analyses with proficiency in general 

First variables by Second variable  

   

Proficiency  

 

x 

Program country 

 Gender 

 Age 

 Living arrangement 

  Amount of Arabic at home 

  Length of study abroad 

  Interaction 
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  Cultural resources 

  

 4.1.2.1 Pre and post proficiency 

 The first analysis performed was a paired sample T-test for the pre- and post-

program proficiency ratings (original codes including superior). Pre-program proficiency 

actually indicates a student’s level of proficiency upon arrival in the host country whereas 

post-program proficiency indicates the level upon departure. In this analysis there were 

88 respondents with a pre-program proficiency mean of 3.81 (SD = 2.00). The post-

program proficiency mean is 6.08 (SD = 1.78) as shown in Table 29. A significant 

difference between the means was found, t(87) = -14.60, p = .00 indicating that there is a 

statistically significant difference between the means as shown in Table 28.  In this 

analysis, pre-program proficiency is labeled as ‘Pre Proficiency’ and post-program 

proficiency as ‘Post Proficiency’ in SPSS. Here are Tables 28 and 29. 

TABLE 28. Pre and post proficiency t-test 

Paired Samples Test 

  t df Sig. (2-tailed) 

Pair 1 Pre Proficiency - Post Proficiency -14.603 87 .000 

 

TABLE 29. Pre and post proficiency  

Paired Samples Statistics 

  Mean N Std. Deviation Std. Error Mean 

Pair 1 Pre Proficiency 3.81 88 1.999 .213 
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Paired Samples Statistics 

  Mean N Std. Deviation Std. Error Mean 

Pair 1 Pre Proficiency 3.81 88 1.999 .213 

Post Proficiency 6.08 88 1.783 .190 

 

 These tables reveal that there is a statistically significant result from the T-test. 

This shows that students do achieve greater proficiency by the end of their study abroad 

programs. The next analysis investigates proficiency with program country. 

4.1.2.2 Proficiency and program country 

 Proficiency was recoded to show change in proficiency level from the first 

ACTFL rating to the second. Proficiency was recoded for the remaining analyses unless 

otherwise noted. This new variable was calculated by subtracting the pre-program score 

from the post-program score. This revealed a change in proficiency level from –1 to 7 (9 

total). These results were recoded into the following codes: Decrease (-1), no change (0), 

one or two levels (1-2), three or four levels (3-4), and five or more levels (5-7).  

 The variable proficiency change was analyzed with the variable program country. 

Only countries with five or more respondents were included in this analysis. The 

remaining countries are: Egypt, Jordan, Morocco, Syria, and Yemen. A Pearson Chi 

Square test was performed. The categories ‘decrease’ and ‘no change’ in the variable 

proficiency change were not used in this analysis. This is because there were no 

responses in the category ‘no change’ and only one response in the category ‘decrease’ in 

this analysis. Table 30 and Figure 10 show the results of this analysis (N = 74). In this 
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analysis, the program country is labeled as ‘Country Recode 2’ and the amount of change 

in proficiency as ‘Proficiency Change’ in SPSS. 

TABLE 30. Proficiency change and program country 

Country Recode 2 * Proficiency Change Crosstabulation 

   Proficiency Change  

   one or two 

levels 

three or four 

levels 

five or more 

levels Total 

Country Recode 

2 

Egypt Count 15 11 2 28 

% within Country 

Recode 2 

53.6% 39.3% 7.1% 100.0% 

% within Proficiency 

Change 

29.4% 55.0% 66.7% 37.8% 

Jordan Count 12 3 0 15 

% within Country 

Recode 2 

80.0% 20.0% .0% 100.0% 

% within Proficiency 

Change 

23.5% 15.0% .0% 20.3% 

Morocco Count 12 0 0 12 

% within Country 

Recode 2 

100.0% .0% .0% 100.0% 

% within Proficiency 

Change 

23.5% .0% .0% 16.2% 

Syria Count 8 4 1 13 
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% within Country 

Recode 2 

61.5% 30.8% 7.7% 100.0% 

% within Proficiency 

Change 

15.7% 20.0% 33.3% 17.6% 

Yemen Count 4 2 0 6 

% within Country 

Recode 2 

66.7% 33.3% .0% 100.0% 

% within Proficiency 

Change 

7.8% 10.0% .0% 8.1% 

 Total Count 51 20 3 74 

% within Country 

Recode 2 

68.9% 27.0% 4.1% 100.0% 

% within Proficiency 

Change 

100.0% 100.0% 100.0% 100.0% 
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FIGURE 10. Proficiency change and program country 

These illustrations show that the majority of the respondents fall in the 

proficiency change category ‘one or two levels’ (68.9%). The next highest percentage of 

total responses for proficiency change is in the column ‘three or four levels’ (27.0%) with 

the remaining in the column ‘five or more levels’ (4.1%). The highest percentage of 

responses by country in the column ‘one or two levels’ is in Morocco (100%). The 

highest percentage by country increase in the column ‘three to four levels’ is in Egypt 

(39.3%). The highest percentage by country in the column ‘five or more levels’ is Syria 

(7.7%). All of the countries had their highest percentage of responses in the column ‘one 

or two levels’ for proficiency change. The Pearson Chi Square test, however, failed to 

reject the independence of the two variables, χ2(8, N = 74) = 10.66, p = .22. Thus, there is 
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no statistical significance between program country and amount of change in proficiency. 

Table 31 shows the results of this analysis with the alpha level. 

TABLE 31. Proficiency change and program country with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 10.664a 8 .221 

Likelihood Ratio 14.721 8 .065 

Linear-by-Linear Association .307 1 .580 

N of Valid Cases 74   

a. 10 cells (66.7%) have expected count less than 5. The minimum expected count is .24. 

 

Table 31 shows the result of the Pearson Chi Square test. This test failed to find 

statistical significance among the variables. Thus, one’s program country during the 

study abroad does not dictate the amount of change in proficiency one is likely to 

experience.  

 Due to the fact that there were only 3 responses in the column ‘five or more 

levels’ in the variable of proficiency change in this analysis, the Pearson Chi Square test 

was performed again with that same column absent. Tables 32 and 33 show the results of 

this analysis (N = 71). 

TABLE 32. Proficiency change and program country minus 5+ levels 

Country Recode 2 * Proficiency Change Crosstabulation 

   Proficiency Change  
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   one or two 

levels 

three or four 

levels Total 

Country Recode 2 Egypt Count 15 11 26 

% within Country Recode 

2 

57.7% 42.3% 100.0% 

% within Proficiency 

Change 

29.4% 55.0% 36.6% 

Jordan Count 12 3 15 

% within Country Recode 

2 

80.0% 20.0% 100.0% 

% within Proficiency 

Change 

23.5% 15.0% 21.1% 

Morocco Count 12 0 12 

% within Country Recode 

2 

100.0% .0% 100.0% 

% within Proficiency 

Change 

23.5% .0% 16.9% 

Syria Count 8 4 12 

% within Country Recode 

2 

66.7% 33.3% 100.0% 

% within Proficiency 

Change 

15.7% 20.0% 16.9% 

Yemen Count 4 2 6 

% within Country Recode 

2 

66.7% 33.3% 100.0% 
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% within Proficiency 

Change 

7.8% 10.0% 8.5% 

 Total Count 51 20 71 

% within Country Recode 

2 

71.8% 28.2% 100.0% 

% within Proficiency 

Change 

100.0% 100.0% 100.0% 

 

TABLE 33. Proficiency change and program country minus 5+ levels with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 8.007a 4 .091 

Likelihood Ratio 11.073 4 .026 

Linear-by-Linear Association .222 1 .638 

N of Valid Cases 71   

a. 5 cells (50.0%) have expected count less than 5. The minimum expected count is 1.69. 

 

These illustrations show that the majority of the students reported a proficiency 

change of one to two levels (71.8%). The remaining 28.2% are in the column ‘three or 

four.’ The Pearson Chi Square test again, however, failed to reject the independence of 

the two variables, χ2(4, N = 71) = 8.01, p = .09. The analysis does, however, approach 

significance. This additional test reveals that no students in Morocco were able to gain 

more than two levels of change in proficiency. All the other countries did have responses 
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in the column ‘three or four levels,’ with the highest percentage in Egypt. This may 

indicate that students in Egypt are able to make more considerable gains in gaining 

proficiency, whereas those in Morocco are unable to move past one or two levels.  

 4.1.2.3 Amount of Arabic at home in different living arrangements  

Although this section is not directly related to proficiency, it does show the role of 

living arrangement with the amount of Arabic spoken at home. A GLM Univariate was 

performed with the amount of Arabic spoken at home and living arrangement. In this 

particular combination of variables there were only two viable responses in the category 

‘alone.’ For this reason the category ‘alone’ was deleted from this analysis. Table 34 and 

Figure 11 show the means in the different groups of living arrangements (N = 76). In this 

analysis, the amount of Arabic at home is labeled as ‘Amount’ and the living 

arrangement as ‘Living Arrangement’ in SPSS. 

TABLE 34. Amount of Arabic and living arrangement  

Descriptive Statistics 

Dependent Variable:Amount 

Living Arrangement Mean Std. Deviation N 

Home stay 59.9375 29.51941 16 

apt with native 46.8333 39.09177 6 

apt with non native 13.6216 15.35931 37 

apt with mix 39.2857 21.29722 7 

other 15.6000 14.11225 10 

Total 28.6184 28.80184 76 
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FIGURE 11. Amount of Arabic and living arrangement 

 These illustrations show the differing means among the groups of living 

arrangement. Using the GLM analysis, significance was found, F(4, 71) = 15.00, p = .00 

showing that the means are significantly different between the groups of living 

arrangements (R Squared=.458). It is interesting to note that those students in home stays 

(M = 59.94, SD = 29.52) spoke more Arabic than any other group followed by those who 

shared a room or apartment with a native-speaker(s) (M = 46.83, SD = 39.09). The 

situation in which the least amount of Arabic was spoken when a student shared an 

apartment or room with a non-native speaker(s) of Arabic (M = 13.62, SD = 15.36) 

followed by ‘other’ (M = 15.60, SD = 14.11).  The actual alpha level is shown in Table 

35.  

TABLE 35. Amount of Arabic at home and living arrangement with alpha level 
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Tests of Between-Subjects Effects 

Dependent Variable:Amount 

Source 

Type III Sum of 

Squares df Mean Square F Sig. 

Corrected Model 28497.632a 4 7124.408 15.002 .000 

Intercept 61561.738 1 61561.738 129.629 .000 

LIVarrang 28497.632 4 7124.408 15.002 .000 

Error 33718.302 71 474.906   

Total 124461.000 76    

Corrected Total 62215.934 75    

a. R Squared = .458 (Adjusted R Squared = .428) 

 

 Table 35 shows the result of the GLM test. This test found statistical significance 

among the amount of Arabic spoken at home and living arrangement. Thus, with whom 

one lives is related to the amount of Arabic spoken at home. Those students in home 

stays spoke more Arabic than students in any other situation. A Post Hoc test revealed 

that most of the comparisons were significant. There were, however, three comparisons 

that were not significant: Home stay by Apt with native (p = .213), Apt with native by 

Apt with mix (.536), and Apt with non-native by Other (p = .800).  

 4.1.2.4 Proficiency change and length of study abroad 

 Length of study abroad was analyzed with proficiency change. A GLM Univariate 

test was performed. It should be noted that students who stayed or arrived to their 

programs after or before the official beginning of their program were still considered ‘on 
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the program’ in this research due to the daily immersion they likely still encountered. It 

should be noted that the length of study abroad programs was measured by months. 

Students reported remaining on their study abroad programs from one to 24 months. 

Anything less than one month was not included in this dissertation. If students responded 

by writing a number of weeks, these results were recoded for number of months. For 

example, four weeks was recoded as one month. Five weeks was also considered one 

month. Six weeks, however, was rounded to two months. If the response was ‘one 

semester,’ it was recoded to 4 months. The variable proficiency change in this analysis 

did not include the one response in the level ‘decrease’ or the one response in the level 

‘no change.’ Table 36 and Figure 12 show the results of this analysis (N = 80). In this 

analysis, the length of study abroad is labeled as ‘Length’ and the amount of change in 

proficiency as ‘Proficiency Change’ in SPSS. 

TABLE 36. Proficiency change and length of study abroad 

Descriptive Statistics 

Dependent Variable:Length 

Proficiency Change Mean Std. Deviation N 

one or two levels 3.6071 3.01317 56 

three or four levels 7.4000 5.55736 20 

five or more levels 13.0000 8.60233 4 

Total 5.0250 4.75734 80 
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FIGURE 12. Proficiency change and length of study abroad 

These illustrations show that students with lower proficiency change spent less 

time on their study abroad programs. Those students who changed only one to two levels 

of proficiency had a lower mean of length (M = 3.61, SD = 3.01) than those who changed 

three to four levels (M = 7.40, SD = 5.56) and those who changed five or more (M = 

13.00, SD = 8.60). The GLM succeeded in rejecting the equality of the means and found 

significance, F(2, 77) = 14.12, p = .00 (R Squared=.268). Table 37 shows the results of 

the analysis with the alpha level.  

TABLE 37. Proficiency change and length of study abroad and alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:Length 

Source 

Type III Sum of 

Squares df Mean Square F Sig. 
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Corrected Model 479.793a 2 239.896 14.121 .000 

Intercept 1813.214 1 1813.214 106.728 .000 

ProficiencyChange 479.793 2 239.896 14.121 .000 

Error 1308.157 77 16.989   

Total 3808.000 80    

Corrected Total 1787.950 79    

a. R Squared = .268 (Adjusted R Squared = .249) 

 

 Table 37 shows the result of the GLM test. This test found statistical significance 

among the amount of change in proficiency and the length of the study abroad program. 

Thus, how long one stays on a program is related to how much change in proficiency can 

be expected. Those who stay longer achieve greater change in level of proficiency. A 

Post Hoc test (LSD) was also performed. The test showed significance in the following 

pairwise comparisons: one or two levels and three or four levels (.001), one or two levels 

and five or more levels (.000), and three or four levels and five ore more levels (.015).   

 Due to the fact that there were less than five responses in the row ‘five or more 

levels’ in proficiency change, an additional GLM was performed without that row. 

Significance was found again, F(1, 74) = 14.44, p = .00. The results are depicted in Table 

38. 

TABLE 38. Proficiency change and length without row ‘five or more levels’ 

Tests of Between-Subjects Effects 

Dependent Variable:Length 
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Source 

Type III Sum 

of Squares df 

Mean 

Square F Sig. 

Corrected Model 212.001a 1 212.001 14.444 .000 

Intercept 1785.474 1 1785.474 121.645 .000 

ProficiencyChangenotri

plenine 

212.001 1 212.001 14.444 .000 

Error 1086.157 74 14.678   

Total 2910.000 76    

Corrected Total 1298.158 75    

a. R Squared = .163 (Adjusted R Squared = .152) 

 

Table 38 shows that the additional analysis without the responses from the row 

‘five or more levels’ in the variable proficiency change again found statistical 

significance. This confirms the result above that students who stay longer achieve greater 

change in proficiency.  

 Due to the fact that there were only two students who reported a length of 24 

months – with the next highest at 16 (one student) and then 13 and 12 – an additional 

GLM was performed without the responses from those who were on their programs for 

24 months. Table 39 shows the results of this analysis (N = 78). 

TABLE 39. Proficiency change and length of study abroad minus 24 

Descriptive Statistics 

Dependent Variable:Length 

Proficiency Change Mean Std. Deviation N 
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one or two levels 3.6071 3.01317 56 

three or four levels 6.5263 4.06022 19 

five or more levels 9.3333 5.50757 3 

Total 4.5385 3.69166 78 

 

 The means of this analysis reveal a similar pattern to those in the analysis 

immediately above. Students who remained longer on their study abroad programs 

recorded greater proficiency change. The analysis was again successful in rejecting the 

equality of the means, F(2, 75) = 8.43, p = .00. The R Squared is .184. Table 40 shows 

the results of this analysis with the alpha level. 

TABLE 40. Proficiency change and length of study abroad minus 24 with alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:Length 

Source 

Type III Sum of 

Squares df Mean Square F Sig. 

Corrected Model 192.624a 2 96.312 8.431 .000 

Intercept 938.423 1 938.423 82.149 .000 

ProficiencyChange 192.624 2 96.312 8.431 .000 

Error 856.761 75 11.423   

Total 2656.000 78    

Corrected Total 1049.385 77    

a. R Squared = .184 (Adjusted R Squared = .162) 
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 Table 40 shows the results of the third GLM in the analysis of proficiency change 

and length of study abroad. This test again found statistical significance. This confirms 

that the results that the longer students remain on a study abroad program, the great 

change in proficiency they can expect.  

 Due to the fact that there were only three responses in the row ‘five or more 

levels’ in proficiency change in this additional analysis, a fourth GLM was performed 

using the same criteria as the third GLM except that the data from the row ‘five or more 

levels’ were removed. The fourth GLM succeeded in finding statistical significance, F(1, 

73) = 11. 09, p = .00. Table 41 shows the results of this analysis. 

TABLE 41. Proficiency change and length minus ‘24’ and minus ‘five or more levels’ 

Tests of Between-Subjects Effects 

Dependent Variable:Length 

Source 

Type III 

Sum of 

Squares df 

Mean 

Square F Sig. 

Corrected Model 120.893a 1 120.893 11.086 .001 

Intercept 1456.786 1 1456.786 133.584 .000 

ProficiencyChangen

otriplenine 

120.893 1 120.893 11.086 .001 

Error 796.094 73 10.905   

Total 2334.000 75    

Corrected Total 916.987 74    

a. R Squared = .132 (Adjusted R Squared = .120) 
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Table 41 shows the result of the fourth GLM in this analysis. The test found 

statistical significance as did the other GLMs in this analysis. Thus, the amount of 

proficiency change one experiences is related to the length of the study abroad program.  

4.1.2.5 Proficiency and acculturation in general conclusion 

This section regarding proficiency and acculturation during the study abroad 

program has revealed a number of significant analyses. First, a T-test showed that 

students mostly do end their study abroad programs with greater proficiency. The second 

analysis among proficiency change and program country approached significance. The 

analysis revealed that no students in Morocco were able to gain more than two levels of 

change in proficiency. Significance was found among the amount of Arabic spoken at 

home and living arrangement. It was found that students living in home stays spoke the 

most Arabic at home. Significance was also found among length of study abroad and 

amount of change in proficiency. Students who remain longer on their programs achieve 

greater change in level of proficiency. The next section focuses primarily upon 

proficiency and acculturation with several additional variables. 

 4.1.3 Proficiency and acculturation continued 

  This section focuses specifically upon proficiency and acculturation. A variety of 

variables concerning acculturation were conducted. These variables are presented in 

Table 42. 

TABLE 42. Analyses with proficiency and acculturation 

First variable by Second variable  
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Proficiency  

x 

SCAS change 

 Identity with co-nationals 

 Identity with host nationals 

  

In addition to these analyses, one Pearson correlation regarding identifying with co-

nationals and host nationals was also conducted. This analysis found no significance and 

is therefore located in Appendix AE. 

  4.1.3.1 Proficiency change and Sociocultural Adaptation Scale  

  Proficiency change was analyzed with change in acculturation (SCAS change). 

The variable proficiency change did not include the one response in the level ‘decrease’ 

or the one response in the level ‘no change.’ Students completed the Sociocultural 

Adaptation Scale (SCAS) for two different time periods. The first time period was 

defined as the first two weeks of the study abroad program with the second being the last 

two weeks. The SCAS survey asked students to report how difficult they found a number 

of cultural and communicative acts. These acts ranged from finding food that they liked 

to dealing with people staring at them. In this analysis the change – or increase – in 

acculturation is analyzed with proficiency change. Only levels with more than 5 

responses in the variable SCAS change were used in this analysis. This means that the 

levels ‘decrease’ and ‘no change’ were not included in SCAS change. 

A Pearson Chi Square test was performed with proficiency change and SCAS 

change. Table 43 and Figure 13 show the results of this analysis (N = 81). In this 
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analysis, the change in SCAS is labeled as ‘SCAS Change’ and the amount of change in 

proficiency as ‘Proficiency Change’ in SPSS. 

TABLE 43. Proficiency change and SCAS change 

SCAS Change * Proficiency Change Crosstabulation 

   Proficiency Change  

   one or two 

levels 

three or four 

levels 

five or more 

levels Total 

SCAS 

Change 

some 

increase 

Count 47 12 1 60 

% within SCAS 

Change 

78.3% 20.0% 1.7% 100.0% 

% within Proficiency 

Change 

90.4% 50.0% 20.0% 74.1% 

great 

increase 

Count 5 12 4 21 

% within SCAS 

Change 

23.8% 57.1% 19.0% 100.0% 

% within Proficiency 

Change 

9.6% 50.0% 80.0% 25.9% 

 Total Count 52 24 5 81 

% within SCAS 

Change 

64.2% 29.6% 6.2% 100.0% 

% within Proficiency 

Change 

100.0% 100.0% 100.0% 100.0% 
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FIGURE 13. Proficiency change and SCAS change 

 These illustrations show that the highest percentage of change in proficiency falls 

in the column ‘one or two levels’ (64.2%). The lowest percentage of the same variable is 

in the column ‘five or more levels’ (6.2%) with the remaining change in the column 

‘three or four levels’ (29.6%). The greatest percentage of change in the variable SCAS 

change falls in the row ‘some increase’ (74.1%) with the remaining percentage in the 

other row ‘great increase’ (25.9%). Interestingly, those students who reported some 

increase in SCAS change have the highest percentage rate in the column ‘one or two 

levels’ (78.3%) whereas those who reported great increase in SCAS change have the 

highest percentage rate in the column ‘three or four levels’ (57.1%). The Pearson Chi 

Square test succeeded in rejecting the independence of the two variables, χ2(2, N = 81) = 

22.06, p = .00. This indicates that the more increase the students experienced in 

acculturation, the more likely they were to increase in proficiency levels. Interestingly, 
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only 1 out of 60 (1.67%) respondents in the row ‘some increase’ in SCAS change 

reported proficiency change of five or more levels, whereas 4 out of 21 (19.1%) 

respondents in the column ‘great increase’ reported proficiency change of five or more 

levels. Table 44 shows the results of this analysis with the alpha level. It should be noted 

that 33.3% of the cells had an expected response count of fewer than 5, which weakens 

the test somewhat.  

TABLE 44. Proficiency change and SCAS change with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 22.059a 2 .000 

Likelihood Ratio 21.513 2 .000 

Linear-by-Linear Association 21.643 1 .000 

N of Valid Cases 81   

a. 2 cells (33.3%) have expected count less than 5. The minimum expected count is 1.30. 

 

Table 44 shows the result of the Pearson Chi Square. This test succeeded in 

rejecting the independence of the variables. Thus, there is a relationship between the 

amount of change one experiences in proficiency level and the amount of change in 

acculturation one experiences. The results show, generally, that the more one 

acculturates, the more likely one is to make more change in the level of proficiency.  

4.1.3.2 Proficiency and acculturation continued conclusion  

 This final section about proficiency and acculturation (continued) has revealed 

significance in only one of the analyses. The analysis of proficiency change with the 
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amount of change in acculturation revealed that the more one acculturates, the more 

likely one is to make more change in the level of proficiency. 

 4.1.4 Proficiency conclusion 

 The various sections dealing with proficiency have presented a variety of 

significant analyses. The results of these analyses will be discussed in the next chapter. 

4.1.5 First research question conclusion 

A number of analyses in the first research question have found statistical 

significance. A review and discussion regarding the implications of these analyses will be 

discussed in Chapter 5. This chapter now presents analyses from the second research 

question. 

4.2 The second research question 

The second research question investigates how students feel about the different 

varieties of Arabic they encounter as participants in study abroad programs in the Arabic-

speaking world. This question also investigates whether there are any particular factors 

that may influence student opinion. The second research question is: What opinions do 

research participants have regarding different varieties of Arabic (MSA and SCA)? Are 

there any variables that influence these opinions?  

A number of variables and factors were selected for analysis in an attempt to 

answer the second research question. There were four variables selected for use in this 

section for each analysis. These variables are: 1) program country location, 2) age, 3) 

gender,  and 4) amount of cultural interaction. All of these variables were considered to 

be some of the most important items and attributes associated with the research subjects. 
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It is hoped that these four variables will provide understanding of student opinion 

regarding varieties of Arabic and the factors that may influence these opinions. These 

four variables were tested with three statements, or combinations of statements, from the 

research instruments. Each statement considers MSA and SCA.  

The first of the three statements with which these variables was analyzed deals 

with desire and learning Modern Standard Arabic. This statement is actually a 

combination of two statements from the Arabic Variety survey. These statements are: 

1) Learning MSA was a priority for me in the host country. 

2) I was enthusiastic about learning MSA in the host country. 

These particular statements were selected due to their nature about desire and learning 

MSA. The results of these statements are therefore combined into one category called 

‘MSA desire.’ Student responses were summed for this analysis. This same pattern was 

followed for the same statements and SCA. The corresponding category is called ‘SCA 

desire.’ 

 The second statement concerns ridicule and MSA. Students were asked to respond 

to the statement: “Communicating in MSA led to ridicule in the host country.” This 

statement was analyzed using the four variables mentioned above. This statement was 

selected due to the current debate in the field of Arabic teaching and learning regarding 

the role of MSA and SCA. It is hoped that the responses from this item will help 

instructors and program administrators better understand diglossia as experienced by their 

students. The same statement was also analyzed for SCA with the four variables above.  
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 The third statement concerns student opinion about the usefulness of knowing 

MSA and SCA. Students were asked to respond to the statement: “Knowing MSA was 

more useful than knowing the local spoken variety of Arabic in the host country.” This 

item was selected in hope that student opinion about the usefulness of the varieties of 

Arabic will provide insight into student real-life experiences on a study abroad. The 

question is also asked for SCA. 

 Each of these statements was analyzed with the variables: program country, age, 

gender, and interaction. Table 45 depicts the analyses performed in section 4.2. Each 

variable was analyzed with each of the statements. 

TABLE 45. Variables and statements for analysis in section 4.2 

Independent variables by Statements  

   

Program country  

 

x 

MSA desire (sum) 

Age SCA desire (sum) 

Gender MSA ridicule 

Interaction (sum) SCA ridicule 

 Knowing MSA more useful 

 Knowing SCA more useful 

 

 4.2.1 Program country  

  4.2.1.1 Program country and MSA desire  
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 Program country was analyzed with MSA desire. Countries with fewer than five 

responses were not included in this analysis. The remaining countries are Egypt, Jordan, 

Morocco, Syria, and Yemen. A GLM Univariate test was performed. Table 46 and Figure 

14 show the results of this analysis. It should be noted that the lower the mean, the 

greater the desire to learn MSA (N = 78). In this analysis, program country is labeled as 

‘Country Recode 2’ and MSA desire as ‘MSA desire’ in SPSS. 

TABLE 46. Program country and MSA desire 

Descriptive Statistics 

Dependent Variable:MSA desire 

Country 

Recode 2 Mean Std. Deviation N 

Egypt 4.4815 1.60217 27 

Jordan 4.0625 2.11246 16 

Morocco 2.4615 .77625 13 

Syria 3.7500 1.84391 16 

Yemen 2.0000 .00000 6 

Total 3.7179 1.79391 78 
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FIGURE 14. Program country and MSA desire 

 The GLM Univariate test succeeded in rejecting the equality of the means, F(4, 

73) = 5.32, p = .00. R Squared is .226. These illustrations show that students in Yemen 

(M = 2.00, SD = .00) and Morocco (M = 2.46, SD = .78) had a greater desire to learn 

MSA.  Syria fell in the middle with a mean of 3.75 (SD = 1.84). The countries with the 

highest means, which represents the least desire to learn MSA, were Jordan (M = 4.06, 

SD = 2.11) and Egypt (M = 4.48, SD = 1.60). Table 47 shows the actual alpha level in the 

tests of between-subjects effects. 

TABLE 47. Program country and MSA desire with alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:MSA desire 
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Source 

Type III Sum 

of Squares df 

Mean 

Square F Sig. 

Corrected 

Model 

55.886a 4 13.971 5.315 .001 

Intercept 692.132 1 692.132 263.279 .000 

CountryEJMSY 55.886 4 13.971 5.315 .001 

Error 191.909 73 2.629   

Total 1326.000 78    

Corrected 

Total 

247.795 77 
   

a. R Squared = .226 (Adjusted R Squared = .183) 

 

Table 47 shows the results of the GLM test. This test found statistical significance 

mount the variables regarding program country and the amount of desire to learn MSA. 

Students in Morocco and Yemen had the greatest desire to learn MSA. A Post Hoc test 

(LSD) revealed significance among the following pairwise comparisons: Egypt and 

Morocco (p=.000), Egypt and Yemen (p=.001), Jordan and Morocco (p=.010), Jordan 

and Yemen (p=.010), Morocco and Syria (p=.037), and Syria and Yemen (p=.027). The 

next analysis investigates program country and the desire to learn SCA. 

  4.2.1.2 Program country and SCA desire  

Program country was analyzed with SCA desire. Countries with fewer than five 

responses were not included in this analysis. The remaining countries are Egypt, Jordan, 

Morocco, Syria, and Yemen. A GLM Univariate test was performed. Table 48 and Figure 
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15 show the results of this analysis. It should be noted that the lower the mean, the 

greater the desire to learn SCA (N = 77). In this analysis, program country is labeled as 

‘Country Recode 2’ and SCA desire as ‘SCA desire’ in SPSS. 

TABLE 48. Program country and SCA desire 

Descriptive Statistics 

Dependent Variable:SCA desire 

Country 

Recode 2 Mean Std. Deviation N 

Egypt 3.4643 1.85557 28 

Jordan 4.5625 2.75605 16 

Morocco 6.1538 1.28103 13 

Syria 3.3333 1.63299 15 

Yemen 6.6000 1.51658 5 

Total 4.3247 2.23278 77 
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FIGURE 15. Program country and SCA desire 

Significance was found, F(4, 72) = 6.97, p = .00 (R Squared=.267). This test was 

able to reject the equality of the means. The means reveal that those students studying in 

Syria (M = 3.33, SD = 1.63) and Egypt (M = 3.46, SD = 1.86) had the greatest amount of 

desire to learn SCA, whereas those in Morocco (M = 6.15, SD = 1.28) and Yemen (M = 

6.60, SD = 1.52) showed the opposite. Jordan was in the middle with a mean of 4.56 (SD 

= 2.76). Table 49 shows the actual alpha level in the tests of between subjects effects. 

TABLE 49. Program country and SCA desire with alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:SCA desire 

Source 

Type III Sum of 

Squares df Mean Square F Sig. 
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Corrected Model 105.756a 4 26.439 6.970 .000 

Intercept 1316.157 1 1316.157 346.956 .000 

CountryEJMSY 105.756 4 26.439 6.970 .000 

Error 273.127 72 3.793   

Total 1819.000 77    

Corrected Total 378.883 76    

a. R Squared = .279 (Adjusted R Squared = .239) 

 

 Table 49 shows the results of the GLM test. This test found statistical significance 

among program country and the desire to learn SCA. Thus, students in Morocco and 

Yemen had less desire to learn SCA than students in other countries. A Post Hoc test 

(LSD) revealed significance among the following pairwise comparisons: Egypt and 

Morocco (p=.000), Egypt and Yemen (p=.001), Jordan and Morocco (p=.032), Jordan 

and Yemen (p=.045), Morocco and Syria (p=.000), and Syria and Yemen (p=.002).  

  4.2.1.3 Program country and Knowing MSA more useful 

Program country was analyzed with the variable ‘Knowing MSA more useful.’ 

Students responded to the following statement: “Knowing MSA was more useful than 

knowing the local spoken variety of Arabic in the host country.” Data from the variable 

knowing MSA more useful were recoded in a manner similar to those in the above 

analyses pertaining to MSA and SCA ridicule. The same countries remained as in the 

previous analysis. A Pearson Chi Square test was performed. Table 50 and Figure 16 

show the results of this analysis (N = 79). In this analysis, program country is labeled as 
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‘Country Recode 2’ and ‘Knowing MSA more useful’ as ‘Know MSA more useful 

Recode’ in SPSS. 

TABLE 50. Program country and knowing MSA more useful 

Country Recode 2 * Know MSA more useful Recode Crosstabulation 

   Know MSA more useful Recode  

   

Agree 

Neither agree 

nor disagree Disagree Total 

Country Recode 2 Egypt Count 1 2 25 28 

% within Country 

Recode 2 

3.6% 7.1% 89.3% 100.0% 

% within Know MSA 

more useful Recode 

14.3% 11.1% 46.3% 35.4% 

Jordan Count 1 7 8 16 

% within Country 

Recode 2 

6.3% 43.8% 50.0% 100.0% 

% within Know MSA 

more useful Recode 

14.3% 38.9% 14.8% 20.3% 

Morocco Count 1 4 8 13 

% within Country 

Recode 2 

7.7% 30.8% 61.5% 100.0% 

% within Know MSA 

more useful Recode 

14.3% 22.2% 14.8% 16.5% 

Syria Count 2 1 13 16 
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% within Country 

Recode 2 

12.5% 6.3% 81.3% 100.0% 

% within Know MSA 

more useful Recode 

28.6% 5.6% 24.1% 20.3% 

Yemen Count 2 4 0 6 

% within Country 

Recode 2 

33.3% 66.7% .0% 100.0% 

% within Know MSA 

more useful Recode 

28.6% 22.2% .0% 7.6% 

 Total Count 7 18 54 79 

% within Country 

Recode 2 

8.9% 22.8% 68.4% 100.0% 

% within Know MSA 

more useful Recode 

100.0% 100.0% 100.0% 100.0% 

 

 



 

 

165

 
 

FIGURE 16. Program country and knowing MSA more useful 

These illustrations show that the highest percentage of responses in the variable 

‘Knowing MSA more useful’ falls in the column ‘disagree’ (68.4%). The next highest 

percentage is in the column ‘neither agree nor disagree’ (22.8%) with the lowest 

percentage in the column ‘agree’ (8.9%). The only country in which the highest 

percentage of responses in the variable ‘Knowing MSA more useful’ did not fall in the 

column ‘disagree’ was Yemen. In Yemen, the highest percentage of responses falls in the 

column ‘neither agree nor disagree’ (66.7%) with 0% in the column ‘disagree.’  

The highest percentages per country in the column ‘disagree’ in the variable 

‘Knowing MSA more useful’ are Egypt (89.3%) and Syria (81.3%). Both Jordan (50.0%) 

and Morocco (61.5%) had lower percentages in the same column, although they were still 

the highest percentages for each of the two countries. The Pearson Chi Square test 

succeeded in rejecting the independence of the two variables χ2(8, N = 79) = 25.93, p = 

.00. This indicates a statistical significance between program country and agreement with 

the statement regarding the usefulness of knowing MSA over SCA in the host country. It 

should be noted that 66.7% of the cells in the test had fewer than 5 responses, which 

somewhat reduces the power of the test. Table 51 shows the results of this analysis with 

the alpha level. 

TABLE 51. Program country and knowing MSA more useful with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 25.932a 8 .001 
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Likelihood Ratio 27.943 8 .000 

Linear-by-Linear Association 7.048 1 .008 

N of Valid Cases 79   

a. 10 cells (66.7%) have expected count less than 5. The minimum expected count is .53. 

 

 Table 51 shows the results of the Pearson Chi Square test. This test succeeded in 

finding statistical significance among program country and the statement about knowing 

MSA being more useful. Thus, students in Egypt and Syria disagreed to the highest 

degree that knowing MSA is more useful than SCA in the host country. The next analysis 

investigates program country and the statement regarding SCA being more useful. 

  4.2.1.4 Program country and Knowing SCA more useful  

Program country was analyzed with the variable ‘Knowing SCA more useful.’ 

Students responded to the following statement: “Knowing the local spoken variety of 

Arabic was more useful than knowing MSA in the host country.” Data from the variable 

‘Knowing SCA more useful’ were recoded in a manner similar to those in the above 

analyses pertaining to MSA and SCA ridicule. The same countries remained as in the 

previous analysis. A Pearson Chi Square test was performed. Table 52 and Figure 17 

show the results of this analysis (N = 78). In this analysis, program country is labeled as 

‘Country Recode 2’ and ‘Knowing SCA more useful’ as ‘Know SCA more useful 

Recode’ in SPSS. 

TABLE 52. Program country and knowing SCA more useful 

Country Recode 2 * Know SCA more useful Recode Crosstabulation 
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   Know SCA more useful Recode  

   

Agree 

Neither agree 

nor disagree Disagree Total 

Country Recode 2 Egypt Count 23 3 2 28 

% within Country 

Recode 2 

82.1% 10.7% 7.1% 100.0% 

% within Know SCA 

more useful Recode 

47.9% 12.0% 40.0% 35.9% 

Jordan Count 9 6 1 16 

% within Country 

Recode 2 

56.3% 37.5% 6.3% 100.0% 

% within Know SCA 

more useful Recode 

18.8% 24.0% 20.0% 20.5% 

Morocco Count 7 4 1 12 

% within Country 

Recode 2 

58.3% 33.3% 8.3% 100.0% 

% within Know SCA 

more useful Recode 

14.6% 16.0% 20.0% 15.4% 

Syria Count 9 7 0 16 

% within Country 

Recode 2 

56.3% 43.8% .0% 100.0% 

% within Know SCA 

more useful Recode 

18.8% 28.0% .0% 20.5% 

Yemen Count 0 5 1 6 
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% within Country 

Recode 2 

.0% 83.3% 16.7% 100.0% 

% within Know SCA 

more useful Recode 

.0% 20.0% 20.0% 7.7% 

 Total Count 48 25 5 78 

% within Country 

Recode 2 

61.5% 32.1% 6.4% 100.0% 

% within Know SCA 

more useful Recode 

100.0% 100.0% 100.0% 100.0% 

 

 

FIGURE 17. Program country and knowing SCA more useful 

These illustrations show that highest percentage of responses for the variable 

‘Knowing SCA more useful’ falls in the column ‘agree’ (61.5%) with the second highest 

in the column ‘neither agree nor disagree’ (32.1%). Only 6.4% of the responses were in 
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the column ‘disagree.’ The column ‘agree’ in the variable ‘Knowing SCA more useful’ 

contained the highest percentages for all the countries except Yemen (.0%). The country 

with the highest percentage in that column is Egypt (82.1%). The countries Jordan, 

Morocco, and Syria all had response percentages in the 50-60 percentile range in the 

same column. Yemen had the highest response in the column ‘neither agree nor disagree’ 

(83.3%). The Pearson Chi Square test succeeded in rejecting the independence of the two 

variables χ2(8, N = 78) = 17.63, p = .02. It should be noted that 53.3% of the cells in the 

test had fewer than 5 responses, which somewhat reduces the power of this test. The 

results of this analysis indicate that there is a statistical significance between program 

country and degree of agreement with the statement about SCA being more useful to 

know than MSA in the host country. Those students in Egypt most agreed that knowing 

SCA is more useful than MSA in the host country. Those students in Yemen did not 

agree at all with this statement. Table 53 shows the results of this analysis with the alpha 

level. 

TABLE 53. Program country with knowing SCA more useful with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 17.631a 8 .024 

Likelihood Ratio 21.654 8 .006 

Linear-by-Linear Association 5.971 1 .015 

N of Valid Cases 78   

a. 8 cells (53.3%) have expected count less than 5. The minimum expected count is .38. 
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 Table 53 shows the results of the Pearson Chi Square test. This test succeeded in 

finding statistical significance among the variables regarding program country and the 

statement about how SCA is more useful to know. Thus, none of the students in Yemen 

agreed with this statement, but those in Egypt had the highest percentage of agreement.   

4.2.1.5 Program country Conclusion  

 The section regarding program country has revealed several significant analyses. 

The analyses regarding desire to learn varieties of Arabic revealed that students in 

Morocco and Yemen have a greater desire to learn MSA and much less desire to learn 

SCA. The analysis regarding knowing MSA as being more useful found that students in 

Egypt and Syria disagreed to the highest degree that knowing MSA is more useful than 

SCA in the host country. The same analysis for SCA found that none of the students in 

Yemen agreed with this statement, but those in Egypt had the highest percentage of 

agreement with the statement regarding SCA being more useful to know in the host 

country. This research now presents the same statements with the variable ‘age.’ 

4.2.2 Age  

 The ages of the students involved in this research ranged from 18-38. For this 

section, the following three age groups were created: 18-24, 25-31, 32-38.  

  4.2.2.1 Age and knowing SCA more useful 

Age was analyzed with the variable ‘Knowing SCA more useful.’ The variable 

‘Knowing SCA more useful’ was recoded as in previous analyses. A Pearson Chi Square 

test was performed. Table 54 and Figure 18 show the results of this analysis (N = 90). In 
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this analysis, age is labeled as ‘Age Groups’ and ‘Knowing SCA more useful’ as ‘Know 

SCA more useful Recode’ in SPSS. 

TABLE 54. Age and knowing SCA more useful 

Age Groups * Know SCA more useful Recode Crosstabulation 

   Know SCA more useful Recode  

   

Agree 

Neither agree 

nor disagree Disagree Total 

Age Groups 18-24 Count 29 7 4 40 

% within Age Groups 72.5% 17.5% 10.0% 100.0% 

% within Know SCA more 

useful Recode 

53.7% 25.0% 50.0% 44.4% 

25-31 Count 22 18 2 42 

% within Age Groups 52.4% 42.9% 4.8% 100.0% 

% within Know SCA more 

useful Recode 

40.7% 64.3% 25.0% 46.7% 

32-38 Count 3 3 2 8 

% within Age Groups 37.5% 37.5% 25.0% 100.0% 

% within Know SCA more 

useful Recode 

5.6% 10.7% 25.0% 8.9% 

 Total Count 54 28 8 90 

% within Age Groups 60.0% 31.1% 8.9% 100.0% 

% within Know SCA more 

useful Recode 

100.0% 100.0% 100.0% 100.0% 
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FIGURE 18. Age and knowing SCA more useful 

These illustrations show that the highest percentage of responses falls in the 

column ‘agree’ for the variable ‘Knowing SCA more useful’ (60%). The youngest age 

group reported 72.5% of its responses in this column (with 17.5% in ‘neither agree nor 

disagree’ and 10% in ‘disagree’). The middle age group reported 52.4% in the same 

column with 42.9% in the column ‘neither agree nor disagree’ (and 4.8% in ‘disagree’). 

The oldest age group reported an even split of 37.5% in the two columns ‘agree’ and 

‘neither agree nor disagree’ (with 25% in the column ‘disagree’). The test succeeded in 

rejecting the independence of the two variables, χ2(4, N = 90) = 9.67, p = .05. These 

results indicate that the younger students agreed more that knowing SCA is more useful 

than MSA in the host country. Table 55 shows the results of this analysis with the alpha 

level. It should be noted that 55.6% of the cells in the test had fewer than 5 responses, 

which somewhat reduces the power of the test. 
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TABLE 55. Age and knowing SCA more useful with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 9.669a 4 .046 

Likelihood Ratio 9.359 4 .053 

Linear-by-Linear Association 3.690 1 .055 

N of Valid Cases 90   

a. 5 cells (55.6%) have expected count less than 5. The minimum expected count is .71. 

 

 Table 55 shows the results of the Pearson Chi Square test. This test succeeded in 

finding statistical significance among age and the statement about knowing SCA as being 

more useful than MSA in the host country. The results revealed that the younger students 

agreed more that knowing SCA is more useful than MSA in the host country. 

4.2.2.2 Age conclusion  

 The section regarding age revealed significance in only one analysis. The analysis 

of age and the statement regarding knowing SCA as being more useful than MSA in the 

host country found statistical significance. The analysis revealed that the younger 

students agreed more that knowing SCA is more useful than MSA in the host country. 

The next section investigates the same statements with the variable ‘gender.’ 

 4.2.3 Gender 

4.2.3.1 Gender and knowing MSA more useful 

Gender was analyzed with the variable ‘Knowing MSA more useful’ (recoded as 

in previous analyses). A Pearson Chi Square test was performed. Table 56 and Figure 19 
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show the results of this analysis (N = 91). In this analysis, gender is labeled as ‘Gender’ 

and ‘Knowing MSA more useful’ as ‘Know MSA more useful Recode’ in SPSS. 

TABLE 56. Gender and knowing MSA more useful 

Gender * Know MSA more useful Recode Crosstabulation 

   Know MSA more useful Recode  

   

Agree 

Neither agree 

nor disagree Disagree Total 

Gender female Count 3 10 41 54 

% within Gender 5.6% 18.5% 75.9% 100.0% 

% within Know MSA 

more useful Recode 

37.5% 45.5% 67.2% 59.3% 

male Count 5 12 20 37 

% within Gender 13.5% 32.4% 54.1% 100.0% 

% within Know MSA 

more useful Recode 

62.5% 54.5% 32.8% 40.7% 

 Total Count 8 22 61 91 

% within Gender 8.8% 24.2% 67.0% 100.0% 

% within Know MSA 

more useful Recode 

100.0% 100.0% 100.0% 100.0% 
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FIGURE 19. Gender and knowing MSA more useful 

 These illustrations show that the highest percentage of responses in the variable 

‘Knowing MSA more useful’ fall in the column ‘disagree’ (67.0%). Females reported 

their highest percentage of responses in the same variable at 75.9%, with 18.5% in the 

column ‘neither agree nor disagree’ and 5.6% in ‘agree.’ Males reported their highest 

percentage in the column ‘disagree’ as well (54.1%), with their second highest response 

rate in the column ‘neither agree nor disagree’ (32.4%) and 13.5% in ‘agree.’ This may 

suggest that females disagree more than males about the statement regarding ‘knowing 

MSA more useful’ than SCA in the host country. There is not, however, a statistical 

significance between the variables. The test failed to reject the independence of the two 

variables, χ2(2, N = 91) = 4.91, p = .09. The test does, however, approach significance. 

Table 57 shows the results of this analysis with the alpha level.  
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TABLE 57. Gender and knowing MSA more useful with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 4.907a 2 .086 

Likelihood Ratio 4.872 2 .087 

Linear-by-Linear Association 4.611 1 .032 

N of Valid Cases 91   

a. 2 cells (33.3%) have expected count less than 5. The minimum expected count is 3.25. 

 

 Table 57 shows the results of the Pearson Chi Square test. This test approached 

significance, indicating that females disagree to a greater degree than males that knowing 

MSA is more useful in the host country. The next analysis investigates the statement 

regarding the usefulness of knowing SCA. 

4.2.3.2 Gender and knowing SCA more useful 

Gender was analyzed with the variable ‘Knowing SCA more useful’ (recoded as 

in previous analyses). A Pearson Chi Square test was performed. Table 58 and Figure 20 

show the results of this analysis (N = 89). In this analysis, gender is labeled as ‘Gender’ 

and ‘Knowing SCA more useful’ as ‘Know SCA more useful Recode’ in SPSS. 

TABLE 58. Gender and knowing SCA more useful 

Gender * Know SCA more useful Recode Crosstabulation 

   Know SCA more useful Recode  
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Agree 

Neither agree 

nor disagree Disagree Total 

Gender female Count 36 17 0 53 

% within Gender 67.9% 32.1% .0% 100.0% 

% within Know SCA more 

useful Recode 

66.7% 60.7% .0% 59.6% 

male Count 18 11 7 36 

% within Gender 50.0% 30.6% 19.4% 100.0% 

% within Know SCA more 

useful Recode 

33.3% 39.3% 100.0% 40.4% 

 Total Count 54 28 7 89 

% within Gender 60.7% 31.5% 7.9% 100.0% 

% within Know SCA more 

useful Recode 

100.0% 100.0% 100.0% 100.0% 
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FIGURE 20. Gender and knowing SCA more useful 

These illustrations show that the highest percentage of responses in the variable 

‘Knowing SCA more useful’ falls in the column ‘agree’ (60.7%) with the second highest 

percentage in the column ‘neither agree nor disagree’ (31.5%) and only 7.9% in the 

column ‘disagree.’ Females reported the highest percentage of responses in the column 

‘agree’ (67.9%) with the second highest percentage in the column ‘neither agree nor 

disagree’ (32.1%) and 0.0% in ‘disagree.’ The males had their highest percentage of 

responses in the column ‘agree’ as well (50.0%) and the second highest in the column 

‘neither agree nor disagree’ (30.6%). Interestingly, 19.4% of the males disagreed with the 

statement. The Pearson Chi Square test succeeded in rejecting the independence of the 

two variables, χ2(2, N = 89) = 11.46, p = .00. Thus, there is significance between gender 

and agreement with the statement regarding knowing SCA is more useful than MSA in 
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the host country. It should be noted, however, that 33.3% of the cells had fewer than five 

responses in them, which somewhat reduces the power of the test. Table 59 shows the 

results of this analysis with the alpha level. 

TABLE 59. Gender and knowing SCA more useful with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 11.457a 2 .003 

Likelihood Ratio 13.849 2 .001 

Linear-by-Linear Association 7.282 1 .007 

N of Valid Cases 89   

a. 2 cells (33.3%) have expected count less than 5. The minimum expected count is 2.83. 

 

 Table 59 shows the results of the Pearson Chi Square test. This test found 

statistical significance, indicating that females agree to a greater degree than males that 

knowing SCA is more useful in the host country.  

 4.2.3.3 Gender conclusion 

 This section revealed statistical significant results in the analyses regarding the 

usefulness of knowing MSA and SCA. The analysis among gender and the usefulness of 

knowing MSA, actually, only approached significance. Nevertheless, The test indicated 

that females disagree to a greater degree than males that knowing MSA is more useful in 

the host country. As for gender and the usefulness of knowing SCA, females agree to a 

greater degree that knowing SCA is more useful in the host country (and none of the 
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females disagreed with this statement at all!). The next section investigates the same 

statements with the variable ‘interaction.’ 

 4.2.4 Interaction 

 The variable interaction was recoded to make it categorical for these following 

analyses. Interaction is a sum of how often students interacted in a variety of situations 

each week in the host country. The lowest response was 5 and the highest was 33 (with 

one response of 42). The following categories were created for interaction: 10 or less 

times, 11-20 times, 21-30 times, and over 30 times. The variables for MSA and SCA 

desire are continuous data because they are sums of some questions from the Arabic 

variety portion of the survey. The dependent variables thereafter, however, are 

categorical because they each come from only one Likert-type question.  

4.2.4.1 Interaction and SCA desire 

Interaction was analyzed with SCA desire. A GLM Univariate test was 

conducted. Table 60 and Figure 21 show the results of this analysis. It should be noted 

that the lower the mean, the greater desire to learn SCA (N = 87). In this analysis, 

interaction is labeled as ‘Interaction Recode’ and SCA desire as ‘SCA desire’ in SPSS. 

TABLE 60. Interaction and SCA desire 

Descriptive Statistics 

Dependent Variable:SCA desire 

Interaction Recode Mean Std. Deviation N 

10 or less times 5.8000 1.78885 5 

11-20 times 4.8529 2.33721 34 
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21-30 times 3.8889 2.08045 45 

over 30 times 2.6667 1.15470 3 

Total 4.3333 2.21867 87 

 

 

FIGURE 21. Interaction and SCA desire 

 These illustrations show that those who interacted more with the host nationals 

had a greater desire to learn SCA. For each level of interaction the mean of SCA desire 

goes down, showing greater desire to learn SCA. The row ’10 or less times’ in SCA 

desire had a mean of 5.80 (SD = 1.79) whereas the last row ‘over 30 times’ had a mean of 

2.67 (SD = 1.15). There is, however, no statistical significance between the means. The 

analysis failed to reject the equality of the means, though it does approach significance, 

F(3, 83) = 2.66, p = .053. The results may indicate that the more one interacts with the 

host nationals, the more desire one has for learning SCA in the host country. Table 61 

shows the results with the alpha level. 
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TABLE 61. Interaction and SCA desire with alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:SCA desire 

Source 

Type III Sum of 

Squares df Mean Square F Sig. 

Corrected Model 37.158a 3 12.386 2.662 .053 

Intercept 506.237 1 506.237 108.805 .000 

InteractionRecode 37.158 3 12.386 2.662 .053 

Error 386.176 83 4.653   

Total 2057.000 87    

Corrected Total 423.333 86    

a. R Squared = .088 (Adjusted R Squared = .055) 

 

 Table 61 shows the results of the GLM test. The result approaches statistical 

significance. Thus, it is probable that the more one interacts with the host nationals, the 

more desire one has for learning SCA in the host country. Due to the fact that there were 

less than five responses in the row ‘over 30 times’ for amount of interaction, an 

additional test was performed without this row. The additional test also revealed a result 

that approaches significance, F(2, 81) = 3.01, p = .06. Thus, it is still probable that the 

more one interacts, the more one has a desire to learn SCA.  

4.2.4.2 Interaction and ridicule 

Interaction was analyzed with ridicule. The data from the variable MSA and SCA 

ridicule was recoded from ‘NA’, ‘agree strongly’, ‘agree’, ‘neither agree nor disagree’, 
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‘disagree’, and ‘disagree strongly’ to ‘NA’, ‘agree’, ‘neither agree nor disagree’, and 

‘disagree’. Responses that were originally ‘agree’ or ‘agree strongly’ were combined into 

the recoded category ‘agree.’ The same procedure was followed for responses from 

‘disagree’ and ‘disagree strongly.’ This recoding applies to all the remaining analyses in 

the section about interaction. Responses that were ‘NA’ were considered missing in the 

analysis.  

4.2.4.3 Interaction and SCA ridicule 

Interaction was analyzed with SCA ridicule. A Pearson Chi Square test was 

performed. Table 62 and Figure 22 show the results of this analysis (N = 86). In this 

analysis, interaction is labeled as ‘Interaction Recode’ and MSA ridicule as ‘Ridicule 

SCA Recode’ in SPSS. 

TABLE 62. Interaction and SCA ridicule 

Interaction Recode * Ridicule SCA Recode Crosstabulation 

   Ridicule SCA Recode  

   

Agree 

Neither agree 

nor disagree Disagree Total 

Interaction Recode 10 or less times Count 0 0 3 3 

% within Interaction 

Recode 

.0% .0% 100.0% 100.0

% 

% within Ridicule SCA 

Recode 

.0% .0% 4.1% 3.5% 

11-20 times Count 3 0 31 34 
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% within Interaction 

Recode 

8.8% .0% 91.2% 100.0

% 

% within Ridicule SCA 

Recode 

75.0% .0% 42.5% 39.5% 

21-30 times Count 1 8 37 46 

% within Interaction 

Recode 

2.2% 17.4% 80.4% 100.0

% 

% within Ridicule SCA 

Recode 

25.0% 88.9% 50.7% 53.5% 

over 30 times Count 0 1 2 3 

% within Interaction 

Recode 

.0% 33.3% 66.7% 100.0

% 

% within Ridicule SCA 

Recode 

.0% 11.1% 2.7% 3.5% 

 Total Count 4 9 73 86 

% within Interaction 

Recode 

4.7% 10.5% 84.9% 100.0

% 

% within Ridicule SCA 

Recode 

100.0% 100.0% 100.0% 100.0

% 
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FIGURE 22. Interaction and SCA ridicule  

 These illustrations show that the majority of the responses in SCA ridicule fall in 

the column ‘disagree’ (84.9%). The highest percentage of responses interaction fall in the 

rows ’11-20 times’ (39.5%) and ’21-30 times’ (53.5%). The illustrations show that all the 

3.5% of the students who had 10 or less counts of interaction disagreed with the 

statement regarding SCA ridicule. Almost all those who reported 11-20 counts of 

interaction disagreed with the statement about SCA ridicule (91.2%). The same may be 

said of those who reported 21-30 counts of interaction; they disagreed (80.4%), with 

17.4% neither agreeing nor disagreeing. Most of those who reported over 30 counts of 

interaction disagreed as well (66.7%), with 33.3% neither agreeing nor disagreeing. In 

general, the majority of the students disagreed that communicating in SCA led to ridicule 

in the host country. The Pearson Chi Square test, however, failed to reject the 
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independence of the two variables χ2(6, N = 86) = 10.10, p =.12. Table 63 shows the 

results of this analysis with the alpha level.  

TABLE 63. Interaction and SCA ridicule with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 10.102a 6 .120 

Likelihood Ratio 13.232 6 .040 

Linear-by-Linear Association .636 1 .425 

N of Valid Cases 86   

a. 10 cells (83.3%) have expected count less than 5. The minimum expected count is .14. 

 

 Table 63 shows the results of the Pearson Chi Square test. This test failed to find 

statistical significance among interaction and the statement regarding ridicule and 

communicating in SCA.  

 Due to the fact that there were fewer than 5 responses in the rows ’10 or less 

times’ and ‘over 30 times,’ an additional Pearson Chi Square test was performed without 

the data from those rows. The test succeeded in rejecting the independence of the two 

variables, χ2(2, N = 80) = 7.91, p = .02. Table 64 and Figure 23 show the results of this 

analysis (N = 80). 

TABLE 64. Interaction and SCA ridicule modified 

Interaction Recode * Ridicule SCA Recode Crosstabulation 

   Ridicule SCA Recode  
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Agree 

Neither 

agree nor 

disagree Disagree Total 

Interaction 

Recode 

11-20 times Count 3 0 31 34 

% within Interaction 

Recode 

8.8% .0% 91.2% 100.0% 

% within Ridicule 

SCA Recode 

75.0% .0% 45.6% 42.5% 

21-30 times Count 1 8 37 46 

% within Interaction 

Recode 

2.2% 17.4% 80.4% 100.0% 

% within Ridicule 

SCA Recode 

25.0% 100.0% 54.4% 57.5% 

 Total Count 4 8 68 80 

% within Interaction 

Recode 

5.0% 10.0% 85.0% 100.0% 

% within Ridicule 

SCA Recode 

100.0% 100.0% 100.0% 100.0% 
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FIGURE 23. Interaction and SCA ridicule modified 

 These illustrations show that the majority of the responses fall in the column 

‘disagree’ in SCA ridicule (85.0%). Both rows ’11-20 times’ (91.2%) and ’21-30 times’ 

(80.4%) have the highest percentage of responses in this column. Thus, the more one 

interacts with the culture, the less probability there is that one would feel ridiculed when 

communicating in SCA. Table 65 shows the results of this analysis with the alpha level. 

TABLE 65. Interaction and SCA ridicule modified with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 7.907a 2 .019 

Likelihood Ratio 10.860 2 .004 

Linear-by-Linear Association .124 1 .724 
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N of Valid Cases 80   

a. 4 cells (66.7%) have expected count less than 5. The minimum expected count is 1.70. 

 

 Table 65 shows the results of the additional Pearson Chi Square test, This test 

succeeded in finding statistical significance among interaction and the statement 

regarding ridicule and communicating in SCA. Due to the fact that there were less than 

five responses in the column ‘agree’ in the variable regarding ridicule and SCA, a third 

test was performed without that column. The additional test succeeded in rejecting the 

independence of the variables, p=.02 in Fisher’s Exact Test. Table 66 shows the results of 

this analysis. 

TABLE 66. Interaction and SCA ridicule – third test 

Chi-Square Tests 

 

Value df 

Asymp. Sig. 

(2-sided) 

Exact Sig. (2-

sided) 

Exact Sig. (1-

sided) 

Pearson Chi-Square 6.159a 1 .013   

Continuity Correctionb 4.417 1 .036   

Likelihood Ratio 9.027 1 .003   

Fisher's Exact Test    .018 .011 

Linear-by-Linear 

Association 

6.078 1 .014 
  

N of Valid Cases 76     

a. 2 cells (50.0%) have expected count less than 5. The minimum expected count is 3.26. 
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Chi-Square Tests 

 

Value df 

Asymp. Sig. 

(2-sided) 

Exact Sig. (2-

sided) 

Exact Sig. (1-

sided) 

Pearson Chi-Square 6.159a 1 .013   

Continuity Correctionb 4.417 1 .036   

Likelihood Ratio 9.027 1 .003   

Fisher's Exact Test    .018 .011 

Linear-by-Linear 

Association 

6.078 1 .014 
  

N of Valid Cases 76     

a. 2 cells (50.0%) have expected count less than 5. The minimum expected count is 3.26. 

b. Computed only for a 2x2 table 

 

 This table shows the results of the third Pearson Chi Square test in this analysis. 

This test succeeded in rejecting the equality of the variables. Thus, the more one interacts 

with the host nationals, the more one is likely to disagree that communicating in SCA led 

to ridicule.  

 4.2.4.4 Interaction conclusion 

 This section has revealed a few statistically significant analyses. Two GLMs were 

performed for the analysis regarding interaction and desire to learn SCA. Both analyses 

only approached significance, though they indicate the likelihood that the more one 

interacts with the host nationals, the more desire one has for learning SCA in the host 

country. The additional analyses for interaction and the statement regarding ridicule and 
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SCA also found statistical significance. Thus, the more one interacts with the host 

nationals, the more one is likely to disagree that communicating in SCA led to ridicule. 

4.2.5 Second research question conclusion  

A number of analyses in the second research question have indicated statistical 

significance. A review and discussion regarding the implications of these analyses will be 

discussed in Chapter 5. This chapter now presents the analyses from the third research 

question. 

4.3 The third research question 

 The third research question in this dissertation concerns the use of technology in 

language learning. The question is: “What technologies did the participants use to learn 

MSA and SCA?” The answer to this question comes from several aspects of technology 

use. This section presents the use of technology in the following situations: 1) frequency 

of technology use by teachers in the classroom, and 2) frequency of technology use by 

students beyond and not including homework.  

The list of technologies that may have been used in learning MSA or SCA 

included YouTube videos, podcasts, wikis, chatrooms, online discussion boards, 

music/recorded songs, television shows, television commercials, movies dubbed into 

Arabic, movies in English with Arabic subtitles, Arabic movies with English subtitles, 

Arabic movies (in Arabic with no subtitles), Arabic movies with subtitles, online 

newspapers, video from web news sources, radio programs, blogs, and personal websites. 

Students chose from the following responses about the amount of technology use: NA, 
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zero times, less than 1x per week, 1-2x per week, and 3-5x per week or more. NA 

selections were considered as missing for this analysis. 

Commentary about the data in these tables consists of examining which 

technologies are in the column ‘0 times’ less than 50% of the time, which indicates some 

usage in the other columns. Responses that were in the same column less than 75% of the 

time are also mentioned. In addition to this information, those technologies that are in the 

category ‘3-5x per week’ more than 10% of the time are presented. A discussion of these 

results is in the next chapter. 

4.3.1 Teacher technology use for MSA 

 The students in this research were asked how frequently their teachers used a 

variety of technologies during class time. Table 67 portrays how frequently students 

reported that their teachers used the technologies during class to help them learn MSA.  

TABLE 67. Teacher technology use for MSA 

 0 times Less than 1x 

per week 

1-2x per 

week 

3-5x per 

week 

Total 

 

YouTube videos 

 

75 5 2 2 84 

89.3% 6.0% 2.4% 2.4% 100.0% 

 

podcasts 

 

82 1 1 0 84 

97.6% 1.2% 1.2% 0.0% 100.0% 

 84 0 0 0 84 
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wikis 

 100.0% 0.0% 0.0% 0.0% 100.0% 

 

chatrooms 

 

84 0 0 0 84 

100.0% 0.0% 0.0% 0.0% 100.0% 

 

online discussion 

boards 

81 2 1 0 84 

96.4% 2.4% 1.2% 0.0% 100.0% 

 

music/recorded 

songs 

33 33 17 3 86 

38.4% 38.4% 19.8% 3.5% 100.0% 

 

television shows 

 

47 17 16 6 86 

54.7% 19.8% 18.6% 7.0% 100.0% 

 

television 

commercials 

77 6 2 1 86 

89.5% 7.0% 2.3% 1.2% 100.0% 

 

movies dubbed 

into Arabic 

78 6 1 1 86 

90.7% 7.0% 1.2% 1.2% 100.0% 

 81 3 2 0 86 
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movies in English 

with Arabic 

subtitles 94.2% 3.5% 2.3% 0.0% 100.0% 

 

Arabic movies 

with English 

subtitles 

76 8 2 0 86 

88.4% 9.3% 2.3% 0.0% 100.0% 

 

Arabic movies (in 

Arabic with no 

subtitles) 

62 17 5 1 85 

72.9% 20.0% 5.9% 1.2% 100.0% 

 

Arabic movies 

with subtitles 

77 4 2 1 84 

91.7% 4.8% 2.4% 1.2% 100.0% 

 

online newspapers 

 

44 12 18 11 85 

51.8% 14.1% 21.2% 12.9% 100.0% 

 

video from web 

news sources 

60 11 11 2 84 

71.4% 13.1% 13.1% 2.4% 100.0% 

 59 10 11 5 85 
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radio programs 

 69.4% 11.8% 12.9% 5.9% 100.0% 

 

blogs 

 

81 2 0 0 83 

97.6% 2.4% 0.0% 0.0% 100.0% 

 

personal websites 

 

79 3 1 0 83 

95.2% 3.6% 1.2% 0.0% 100.0% 

 

 This table shows that the majority of the technologies were not used frequently 

during classes in the students’ study abroad programs. The only technology in which less 

than 50% of the responses are in the column ‘0 times’ is music/recorded songs. This 

indicates that the all but one of the technologies had responses of 50% or over in the 

column ‘0 times.’ Other than music, the technologies in which less than 75% of the 

responses are in the column ‘0 times’ are:  television shows, Arabic movies (in Arabic 

with no subtitles), online newspapers, and radio programs. The only technology that was 

used 3-5 times per week or more with a response total greater than 10% is online 

newspapers. 

4.3.2 Teacher technology use for SCA 

 Table 68 portrays how frequently students reported that their teachers used the 

technologies during class to help them learn SCA. 

TABLE 68. Teacher technology use for SCA 



 

 

196

 
 

 0 times Less than 1x 

per week 

1-2x per 

week 

3-5x per 

week 

Total 

 

YouTube videos 

 

67 1 0 0 68 

98.5% 1.5% 0.0% 0.0% 100.0% 

 

podcasts 

 

65 0 2 0 67 

97.0% 0.0% 3.0% 0.0% 100.0% 

 

wikis 

 

68 0 0 0 68 

100.0% 0.0% 0.0% 0.0% 100.0% 

 

chatrooms 

 

68 0 0 0 68 

100.0% 0.0% 0.0% 0.0% 100.0% 

 

online discussion 

boards 

68 0 0 0 68 

100.0% 0.0% 0.0% 0.0% 100.0% 

 

music/recorded 

songs 

24 19 18 8 69 

34.8% 27.5% 26.1% 11.6% 100.0% 

 54 6 8 3 71 
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television shows 

 76.1% 8.5% 11.3% 4.2% 100.0% 

 

television 

commercials 

62 5 2 1 70 

88.6% 7.1% 2.9% 1.4% 100.0% 

 

movies dubbed 

into Arabic 

68 1 0 1 70 

97.1% 1.4% 0.0% 1.4% 100.0% 

 

movies in English 

with Arabic 

subtitles 

69 1 0 0 70 

98.6% 1.4% 0.0% 0.0% 100.0% 

 

Arabic movies 

with English 

subtitles 

61 8 1 0 70 

87.1% 11.4% 1.4% 0.0% 100.0% 

 

Arabic movies (in 

Arabic with no 

subtitles) 

46 15 8 1 70 

65.7% 21.4% 11.4% 1.4% 100.0% 

 62 3 4 1 70 
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Arabic movies 

with subtitles 88.6% 4.3% 5.7% 1.4% 100.0% 

 

online newspapers 

 

60 6 0 1 67 

89.6% 9.0% 0.0% 1.5% 100.0% 

 

video from web 

news sources 

64 3 1 0 68 

94.1% 4.4% 1.5% 0.0% 100.0% 

 

radio programs 

 

57 6 5 3 71 

80.3% 8.5% 7.0% 4.2% 100.0% 

 

blogs 

 

66 2 0 0 68 

97.1% 2.9% 0.0% 0.0% 100.0% 

 

personal websites 

 

63 2 1 0 66 

95.5% 3.0% 1.5% 0.0% 100.0% 

 

This table shows that the majority of the technologies were not used frequently 

during classes in the students’ study abroad courses for learning SCA. The only 

technology in which less than 50% of the responses are in the column ‘0 times’ is 

music/recorded songs. Other than music, the only other technology in which less than 
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75% of the responses are in the column ‘0 times’ is movies (in Arabic with no subtitles). 

The only technology that was used 3-5 times per week or more with a response total 

greater than 10% is music/recorded songs. 

4.3.3 Student technology use for MSA 

Table 69 portrays the results of how frequently students used the technologies to 

learn MSA beyond and not including homework. 

TABLE 69. Student technology use for MSA 

 0 times Less than 1x 

per week 

1-2x per 

week 

3-5x per 

week 

Total 

 

YouTube videos 

 

65 12 6 1 84 

77.4% 14.3% 7.1% 1.2% 100.0% 

 

podcasts 

 

74 3 5 2 84 

88.1% 3.6% 6.0% 2.4% 100.0% 

 

wikis 

 

73 8 1 2 84 

86.9% 9.5% 1.2% 2.4% 100.0% 

 

chatrooms 

 

84 0 0 0 84 

100.0% 0.0% 0.0% 0.0% 100.0% 

 77 3 4 0 84 
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online discussion 

boards 91.7% 3.6% 4.8% 0.0% 100.0% 

 

music/recorded 

songs 

42 14 18 12 86 

48.8% 16.3% 20.9% 14.0% 100.0% 

 

television shows 

 

25 13 24 25 87 

28.7% 14.9% 27.6% 28.7% 100.0% 

 

television 

commercials 

33 8 16 27 84 

39.3% 9.5% 19.0% 32.1% 100.0% 

 

movies dubbed 

into Arabic 

61 10 8 4 83 

73.5% 12.0% 9.6% 4.8% 100.0% 

 

movies in English 

with Arabic 

subtitles 

45 15 14 11 85 

52.9% 17.6% 16.5% 12.9% 100.0% 

 

Arabic movies 

with English 

subtitles 

59 15 7 4 85 

69.4% 17.6% 8.2% 4.7% 100.0% 
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Arabic movies (in 

Arabic with no 

subtitles) 

59 10 10 6 85 

69.4% 11.8% 11.8% 7.1% 100.0% 

 

Arabic movies 

with subtitles 

72 7 2 2 83 

86.7% 8.4% 2.4% 2.4% 100.0% 

 

online newspapers 

 

28 17 23 19 87 

32.2% 19.5% 26.4% 21.8% 100.0% 

 

video from web 

news sources 

56 12 10 7 85 

65.9% 14.1% 11.8% 8.2% 100.0% 

 

radio programs 

 

62 9 7 7 85 

72.9% 10.6% 8.2% 8.2% 100.0% 

 

blogs 

 

78 4 1 0 83 

94.0% 4.8% 1.2% 0.0% 100.0% 

 

personal websites 

 

72 9 1 0 82 

87.8% 11.0% 1.2% 0.0% 100.0% 
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This table shows the technologies students used beyond and not including 

homework to learn MSA. There are several technologies in which less than 50% of the 

responses are in the column ‘0 times.’ These technologies are: music/recorded songs, 

television shows, television commercials, and online newspapers. These data indicate that 

students are using technologies more frequently than their teachers for learning MSA. 

Other technologies in which less than 75% of the responses are in the column ‘0 times’ 

are: movies dubbed into Arabic, movies in English with Arabic subtitles, Arabic movies 

with English subtitles, Arabic movies (in Arabic with no subtitles), video from web news 

sources, and radio programs. The technologies that were used 3-5 times per week or more 

with a response total greater than 10% are: music/recorded songs, television shows, 

television commercials, movies in English with Arabic subtitles, and online newspapers. 

These results indicate that students are using technologies that do not require internet 

access (except for online newspapers).  

4.3.4 Student technology use for SCA 

Table 70 portrays the results of how frequently students used the technologies to 

learn SCA beyond and not including homework. 

TABLE 70. Student technology use for SCA 

 0 times Less than 1x 

per week 

1-2x per 

week 

3-5x per 

week 

Total 

 65 8 5 0 78 
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YouTube videos 

 83.3% 10.3% 6.4% 0.0% 100.0% 

 

podcasts 

 

72 2 3 0 77 

93.5% 2.6% 3.9% 0.0% 100.0% 

 

wikis 

 

76 1 0 0 77 

98.7% 1.3% 0.0% 0.0% 100.0% 

 

chatrooms 

 

74 2 0 1 77 

96.1% 2.6% 0.0% 1.3% 100.0% 

 

online discussion 

boards 

71 2 2 2 77 

92.2% 2.6% 2.6% 2.6% 100.0% 

 

music/recorded 

songs 

27 15 18 22 82 

32.9% 18.3% 22.0% 26.8% 100.0% 

 

television shows 

 

32 7 21 22 82 

39.0% 8.5% 25.6% 26.8% 100.0% 

 36 5 19 21 81 
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television 

commercials 44.4% 6.2% 23.5% 25.9% 100.0% 

 

movies dubbed 

into Arabic 

65 6 7 2 80 

81.3% 7.5% 8.8% 2.5% 100.0% 

 

movies in English 

with Arabic 

subtitles 

64 7 5 4 80 

80.0% 8.8% 6.3% 5.0% 100.0% 

 

Arabic movies 

with English 

subtitles 

55 10 11 5 81 

67.9% 12.3% 13.6% 6.2% 100.0% 

 

Arabic movies (in 

Arabic with no 

subtitles) 

53 13 8 7 81 

65.4% 16.0% 9.9% 8.6% 100.0% 

 

Arabic movies 

with subtitles 

66 6 3 4 79 

83.5% 7.6% 3.8% 5.1% 100.0% 

 68 4 2 5 79 
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online newspapers 

 86.1% 5.1% 2.5% 6.3% 100.0% 

 

video from web 

news sources 

72 2 1 2 77 

93.5% 2.6% 1.3% 2.6% 100.0% 

 

radio programs 

 

63 8 4 4 79 

79.7% 10.1% 5.1% 5.1% 100.0% 

 

blogs 

 

71 6 1 0 78 

91.0% 7.7% 1.3% 0.0% 100.0% 

 

personal websites 

 

69 8 1 0 78 

88.5% 10.3% 1.3% 0.0% 100.0% 

 

This table shows the technologies students used beyond and not including 

homework to learn SCA. There are several technologies in which less than 50% of the 

responses are in the column ‘0 times.’ These technologies are: music/recorded songs, 

television shows, and television commercials. Other technologies in which less than 75% 

of the responses are in the column ‘0 times’ are: Arabic movies with English subtitles and 

Arabic movies (in Arabic with no subtitles). The technologies that were used 3-5 times 
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per week or more with a response total greater than 10% are: music/recorded songs, 

television shows, and television commercials. 

4.3.5 Third research question conclusion 

The results from the teachers and students reveal that there are few technologies 

being used in learning and teaching MSA and SCA. Results do show, however, that 

teachers are using technologies such as music/recorded songs and Arabic movies during 

class time to help students learn MSA and SCA. On the other hand, students are using 

music/recorded songs, television shows, and television commercials to learn MSA and 

SCA on their own. 

4.4 Conclusion 

 This chapter has presented the results of the various research instruments. Data 

concerning acculturation were first presented followed by data involving the concept of 

proficiency. Data regarding Arabic variety preference and possible variables related 

thereto were then presented. Finally, data regarding the use of technology in Arabic 

learning were presented. The next chapter presents a discussion of the findings. 
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CHAPTER 5 

DISCUSSION AND CONCLUSION 

This chapter presents a discussion of the results from Chapter 4. In addition to the 

discussion, this chapter presents the implications and limitations of this research. Finally, 

suggestions for future research are presented. It should be noted that this chapter 

primarily focuses on the analyses that were significant or approaching significance. It 

should also be noted that there is not much literature available – especially empirical - on 

topics related to proficiency in Arabic and/or acculturation among second language 

learners of Arabic. There is also not much literature about foreign student variety 

preference and Arabic. In her review of Arabic sociolinguistics and anthropology. Haeri 

(2000) wrote:  

A number of anthropological studies have made significant contributions to our 

understanding of the relations between language, culture, and politics in the Arab 

world. However, on the whole, the many implications of the language situations 

have not yet been systematically pursued. As such, a series of basic and important 

questions remain unposed (p. 61). 

Although the scope of this research differs somewhat from Haeri’s comments, the 

lack of empirical literature on topics related to Arabic language learning among 

foreigners presents a unique challenge. It was, therefore, not always possible to correlate 

the results of this research with existing literature. When appropriate, literature from 

other languages has been reported in an attempt to present the following discussion and 

results in a meaningful manner.  
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5.1 Discussion of results 

 5.1.1 First research question 

 The first research question investigates the relationship between acculturation and 

proficiency in Arabic. The first research question is: “What are the relationships between 

acculturation and overall proficiency in Arabic?” This chapter first addresses 

acculturation and then proficiency.  

  5.1.1.1 Acculturation 

 One of the most important instruments in this section is the Sociocultural 

Adaptation Scale (SCAS). This instrument requires students to report how easily they are 

able to perform certain functions, including making friends, understanding family 

relationships, dealing with people staring at them, and more. The students select 

responses for the beginning and end of their programs. Thus, the students essentially 

completed this task two times - once for the first two weeks of the program and once for 

the last two weeks.  

The first analysis in chapter 4 consisted of a T-test to determine whether students 

changed in amount of difficulty in the SCAS statements from the beginning to the end of 

their program. The T-test found statistical significance indicating that students do, in fact, 

find these social functions easier to perform at the end of their program (p = .00). Thus, 

something is happening during the study abroad program that causes the students to 

become more acculturated. Acculturation may or may not be generally expected, but it is 

certainly not always easy. In a study from Ward and Kennedy (1993), the authors 

investigated psychological and socio-cultural aspects of adjustment abroad among New 
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Zealand students in 23 countries. The results from the students abroad were compared 

with a control group at home. As for socio-cultural struggles, the students abroad 

experienced more difficulty than those in the control group. Although this research does 

not include a group of students in a home setting, it is important to note the difficulty 

students encounter when abroad. In a later article, Ward and Kennedy (1999) wrote that 

“[L]ongitudinal data confirmed that sociocultural adaptation problems are greatest during 

the early stages of transition and that they decrease significantly over time” (p. 667). This 

statement corroborates the findings of the T-test above, in that students reported more 

difficulty in the SCAS statements for the first two weeks of their programs. This 

discussion now turns to acculturation with a number of other variables.  

 Acculturation at the beginning of study abroad programs was analyzed with 

previous exposure to MSA and SCA. Two GLM tests were conducted with these 

variables. The first GLM test revealed that the amount of exposure to MSA before the 

program is not significantly related to the degree of acculturation at the beginning of the 

program (a second modified GLM also failed to find statistical significance). Significance 

was found, however, in the GLM among the students who had pre-program exposure to 

SCA with acculturation at the beginning of the study abroad program. These results 

indicate that students who have studied SCA prior to their study abroad program will be 

more culturally integrated at the beginning of their program. The nature of spoken Arabic 

is one of culture, intimacy and contact. Thus, the fact that students with pre-program 

exposure to SCA were more integrated at the beginning of the program is logical. SCA is 

the language used for day-to-day communication in the Arabic-speaking world. Studying 
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SCA may essentially mean studying the culture. Students who studied MSA, however, 

may not have experienced the same degree of cultural education as those who studied 

SCA. Maamouri (1998) wrote that “[MSA] is nobody’s mother tongue and is rarely or 

almost never used at home in the Arab world” (p. 33). Thus, studying the mother tongue, 

SCA, may lead to greater acculturation and cultural understanding.   

5.1.1.1.1 Acculturation and program country 

 As for issues related to acculturation during study abroad programs, a number of 

variables were investigated.  Program country was the first variable to be analyzed in this 

section. The purpose of analyzing program country in this section is to determine whether 

geography plays a role in student acculturation. After program country, a number of other 

variables are considered.  

 The first analysis to be discussed in this section concerns program country with 

the amount of change in acculturation. The amount of change in acculturation was 

selected because it has the potential to show in which countries students experienced 

considerable change in acculturation. There were 12 countries represented in the data, 

though only those countries with at least 5 students therein were used in these analyses. 

The remaining countries in this analysis are Egypt, Jordan, Morocco, Syria, and Yemen. 

The Pearson Chi Square test failed to reject the independence of the variables. Due to the 

fact that there were only two responses in the column ‘decrease’ in the amount of change 

in acculturation, an additional Pearson Chi Square test was performed without that 

column. The results of this additional Pearson Chi Square approach significance, χ2(4, N 

= 77) = 8.41, p = .078. Thus, the amount of change in acculturation is somewhat 
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significant with program country. Morocco and Yemen have no responses in the column 

‘great increase.’ The results indicate that the greatest percentage of students who selected 

‘great increase’ in the amount of change in acculturation (other than Morocco and 

Yemen) were in Egypt. The country with the next highest percentage in that column is 

Syria, followed by Jordan. The results may indicate that students in Morocco and Yemen 

do not achieve a level of great change in acculturation. Some of the students in the other 

countries in this research, were able to make a great increase in the amount of change in 

acculturation. Such discrepancy may be attributed to differences in the cultures. Ward 

and Kennedy (1999) found results in their past research that “suggest that sociocultural 

adaptation problems decrease as a function of ethnic and cultural similarity” (p. 667). For 

example, the authors reported that “Chinese sojourners in Singapore experienced less 

sociocultural difficulties … than non-Chinese (p. 667). It may be that Morocco and 

Yemen are less similar culturally to the students’ home cultures than those in Egypt, 

Jordan, and Syria. The issue of modernity and development may also contribute to these 

results (Ward & Kennedy, 1999). Certainly, Yemen is the least developed of all these 

countries. Morocco, however, is quite modern and developed. Future research should 

investigate this issue.  

 In order to investigate how students spent their time during their study abroad 

programs in each country, they were asked to report the number of 

contact/communication hours they experienced each week in regard to MSA and SCA. In 

particular, students were asked how much contact and communication they experienced 

in MSA and SCA above and beyond homework. This essentially means how much they 
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were exposed to and engaged in MSA and SCA on their own time and not for homework. 

These variables were analyzed with program country. As above, there were 12 countries 

represented in the data, though only those countries with at least 5 students therein were 

used in these analyses. Four countries remained: Egypt, Jordan, Morocco and Syria. 

Pearson Chi Square tests were performed for program country and both MSA and SCA 

contact hours. The Pearson Chi Square for program country and MSA contact hours 

(communication beyond and not including homework) was significant, χ2(6, N = 69) = 

22.30, p = .00. Interestingly, every country in the analysis involving program country and 

MSA contact had the greatest percentage of responses in the MSA contact column ‘zero 

to three’ hours. This indicates that the majority of the students in all the countries did not 

spend much time in communicating in MSA beyond homework. Out of these countries, 

Morocco had the lowest percentage in the same column (53.8%), while the remaining 

countries all had over 70% in the same column. This reveals that students in Morocco 

communicate more in MSA beyond homework than their peers. Indeed, Morocco had the 

greatest percentage of responses in the column ‘eight to ten or more,’ which contains the 

maximum possible hours of communication in MSA (38.5%). All of the other countries 

had percentages of less than 15% in that same column. Possible reasons for these results 

are presented after the next analysis.  

The Pearson Chi Square for program country and SCA contact hours also found 

significance, χ2(6, N = 70) = 15.68, p = .016. The countries Egypt (43.3%) and Syria 

(57.1%) had the greatest percentages in the column ‘eight to ten or more’ hours 

indicating that many of the students in those countries spent much more time 
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communicating in SCA than MSA. Interestingly, Jordan and Morocco had the greatest 

percentages in the column ‘zero to three’ hours. Jordan reported 64.3% in that column, 

while Morocco reported 83.3% indicating that students in Morocco spent much less time 

communicating in SCA than their peers in other countries. This fact substantiates the 

previous finding regarding the greater amount of MSA communication in Morocco. 

Thus, students in Morocco are more likely to spend their time communicating in MSA 

and not SCA beyond and not including homework. Students in Egypt and Syria – and to a 

lesser extent Jordan – reported the opposite: namely that they spent more time 

communicating in SCA than MSA beyond and not including homework. It is interesting 

to note that students are speaking a great deal of MSA in Morocco. One wonders with 

whom they are speaking since “there is no community of native speakers of [MSA]” 

(Haeri, 2000, p. 64). This will be further discussed below.    

 In conclusion, the variable program country has revealed some interesting 

findings. As for statistical significance, the variables concerning program country and 

contact hours in MSA and SCA were both significant. Perhaps the most indicative results 

were found in conjunction with the country Morocco. Students in Morocco spoke more 

MSA and less SCA in their free time than students in any other country. The opposite is 

true for the countries Egypt and Syria. Jordan follows the pattern of Egypt and Syria in 

MSA contact hours, but not SCA hours. The additional Pearson Chi Square test for 

program country and acculturation did approach significance. The results indicated that 

students in Morocco and Yemen did not achieve a level of great increase in acculturation.  

5.1.1.1.2 Acculturation and contact hours 
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 In this section, contact hours are analyzed with the amount of change in 

acculturation and the amount of interaction.  

 MSA contact hours were analyzed with the amount of change in acculturation. 

This analysis investigates a possible relationship between how much students 

communicated in MSA along with how acculturated they were. A Pearson Chi Square 

test was performed. The analysis failed to reject the independence of the variables, 

though it did approach significance, χ2(4, N = 82) = 8.80, p = .07. The results show that 

the highest percentage of acculturation is in the column ‘some increase’ (73.2%) at all 

levels. The second highest percentage is in the column ‘great increase’ at 23.2%. 

Interestingly, 3.7% were in the column ‘decrease.’ The results also show that the majority 

of the responses were in the row ‘zero to three’ hours (75.6%) with an even split of 

12.2% in the other rows for MSA contact hours. Thus, most students reported spending 

zero to three hours communicating in MSA beyond and not including homework. Most of 

the students also reported some increase in acculturation. Interestingly, the students who 

communicated the least in MSA had the highest percentage of responses in ‘great 

increase’ in the amount of change in acculturation (78.9%). Due to the fact that there 

were only three responses in the column ‘decrease’ in the variable SCAS change, an 

additional Pearson Chi Square test was performed without that level. The additional test 

failed to reject the independence of the two variables. Thus it is interesting to note that 

most students did not communicate much in MSA on their own time, and that those 

students who communicated in the least amount of MSA actually had a higher percentage 

of responses in the column ‘great increase’ for amount of change in acculturation. This 
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may have something to do with the artificiality of MSA. This issue is further discussed 

below. 

 SCA contact hours were also analyzed with interaction. A GLM test was 

conducted. The test succeeded in rejecting the equality of the means, F(2, 77) = 4.03, p = 

.02. Those students who spent zero to three hours communicating in SCA each week had 

a lower mean (M = 19.11, SD = 5.26) than those who communicated in SCA four to 

seven hours (M = 20.00, SD = 5.67). Those who communicated in SCA for eight to ten 

hours or more had the highest mean (M = 23.07, SD = 6.50). Thus, the more hours spent 

communicating in SCA corresponds with increased interaction. Due to the colloquial 

nature of SCA, this result is not surprising. Students out in the public are most likely 

communicating and interacting with people in the native SCA. This issue is further 

discussed in the conclusion of the first research question below.  

 This section has revealed that the majority of the students report gaining ‘some 

increase’ in the amount of change in acculturation. As for contact hours, most students 

are communicating in MSA for three hours or less each week beyond and not including 

homework. As for contact hours with amount of interaction, significance was found with 

the variable regarding the amount of SCA in which students communicated. Thus, the 

more hours spent communicating in SCA corresponds with increased interaction. The 

same could not be said for communication in MSA because no significance was found. 

5.1.1.1.3 Acculturation conclusion  

 In conclusion, this section about acculturation has revealed a number of 

significant findings. First, pre-program exposure to SCA is significantly related to degree 
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of acculturation at the beginning of the study abroad program. The more pre-program 

exposure to SCA, the more acculturated students are at the beginning of the programs. 

Significance was also found among both SCA and MSA contact hours and program 

country. In particular, student in Morocco spoke more MSA and less SCA in their free 

time than students in any other country. The opposite is true for the countries Egypt and 

Syria. Jordan follows the pattern of Egypt and Syria in MSA contact hours, but not SCA 

hours. Near significance was found (p = .07) among MSA contact hours and the amount 

of change in acculturation. This analysis revealed that most of the students in this test 

selected ‘some increase’ in the amount of change in acculturation. The test also revealed 

that most students only communicated in MSA for 3 or less hours per week. The analysis 

including SCA contact hours and interaction revealed that the more hours spent 

communicating in SCA corresponds with increased interaction. The results may suggest 

that less communication in MSA may lead to better chances of making great increase in 

the amount of change in acculturation. Moreover, the additional Pearson Chi Square test 

for program country and acculturation did approach significance. The results indicated 

that students in Morocco and Yemen did not achieve a level of great increase in 

acculturation. The issue of proficiency is now discussed. 

  5.1.1.2 Proficiency 

 Participants were asked to rate their own fluency twice. The first rating was for 

pre-program proficiency and the second for post-program proficiency according to the 

ACTFL scale. Results concerning student proficiency show that the mean of proficiency 

increased from arrival in the host country to departure there from.  A T-test confirmed 
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this result, t(87) = -14.60, p = .00. This is most likely to be expected due to language 

exposure on study abroad programs. This result is corroborated by research dating back 

to Carroll’s (1967) article regarding proficiency and the benefits of study abroad. 

However, when proficiency is compared with other variables, the picture is less 

straightforward.  

 The amount of proficiency change was analyzed with program country. A Pearson 

Chi Square test was performed. The test failed to reject the independence of the variables. 

The data do show, however, that the majority of the students in this analysis reported 

only one or two levels of change in proficiency (68.9%), with 27.0% in the column ‘three 

to four’ and 4.1% in the column ‘five or more levels.’ Thus the majority of the students in 

this analysis changed only one or two levels during their time on the study abroad 

programs. Interestingly, no students in Morocco reported gains greater than one or two 

levels whereas all the other countries had students that did. There was, however, no 

significance between country and proficiency change. Due to the fact that there were only 

three responses in the column ‘five or more levels’ in the variable of proficiency change 

in this analysis, the Pearson Chi Square test was performed again with that column 

absent. The test failed again to reject the independence of the variables. It did, however, 

approach significance, χ2(4, N = 71) = 8.01, p = .09. This additional test reveals that no 

students in Morocco were able to gain more than two levels of change in proficiency. All 

the other countries did have responses in the column ‘three or four levels,’ with the 

highest percentage in Egypt. This may indicate that students in Egypt are able to make 
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more considerable gains in gaining proficiency, whereas those in Morocco are unable to 

move past one or two levels. 

 Proficiency change was also analyzed with gender. A Pearson Chi Square test was 

performed. The test failed to reject the independence of the variables. The data show, 

however, that the most responses were in the column ‘one or two levels’ in the variable 

regarding proficiency change. Both males and females had the most responses in that 

column. There was not, however, statistical significance in the analysis. This result may 

be at odds with the study from Brecht et al. (1995) in which the female students did not 

gain as much as the males in some of the language skills (listening and speaking). 

 The amount of Arabic students spoke at home was also analyzed with living 

arrangement. A GLM test was performed. The test succeeded in rejecting the equality of 

the means, F(4, 71) = 15.00, p = .00). Interestingly, those students in home stays (M = 

59.94, SD = 29.52) spoke more Arabic than students in any other living arrangement. The 

home stays were followed by those who shared a room or apartment with a native 

speaker(s) (M = 46.83, SD = 39.09). The situation in which the least amount of Arabic 

was spoken when a student shared an apartment or room with a non-native speaker(s) of 

Arabic (M = 13.62, SD = 15.36). These data show that students who lived with native 

speakers in home stays or in apartments/rooms spoke more Arabic. Thus, living in home 

stays may provide more opportunity to speak Arabic, but it does not guarantee higher 

levels of proficiency. This issue is further discussed in the conclusion below. 

 Proficiency change was also analyzed with length of study abroad program. It 

should be noted that students who stayed or arrived at their programs after or before the 
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official beginning of their program were still considered ‘on the program’ in this research 

due to the daily immersion they likely still encountered. A GLM test was performed. The 

GLM succeeded in rejecting the equality of the means, F(2, 77) = 14.12, p = .00. The 

results of this test reveal that students with the least amount of change in proficiency 

spent less time on their study abroad programs than the other students in this analysis (M 

= 3.61, SD = 3.01). Those students who changed three to four levels of proficiency had a 

higher mean (M = 7.40, SD = 5.56) and, finally, those who changed five or more reported 

the highest mean (M = 13.00, SD = 8.60). Due to the fact that there were only two 

students who reported a length of 24 months – with the next highest at 16 months (one 

student) and then 13 and 12 months– an additional GLM was performed without the 

responses from those who were on their programs for 24 months. The analysis was again 

successful in rejecting the equality of the means, F(2, 75) = 8.43, p = .00. This data 

suggests that students need to spend about 7 months on study abroad programs to gain 

three or four levels of proficiency. Students who study for fewer months may not achieve 

gaining more than one or two levels of proficiency. Two additional GLM tests were 

performed because there were less than five responses in the row ‘five or more levels’ in 

proficiency change for each of the above analyses. The additional GLM tests found 

significance and corroborated the findings above that indicate the longer one stays on a 

study abroad program, the more change in proficiency one can expect.   

 Proficiency change was also analyzed with interaction. A GLM test was 

performed. The test failed to reject the equality of the means. The data do reveal, 

however, that those students who reported the most change in proficiency also have the 
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lowest amount of interaction followed by those who reported the least amount of change, 

and finally those in the middle. There is, however, no significance in the analysis. An 

additional modified GLM also failed to find significance among the variables. This is at 

odds with Ward and Kennedy (1993) and Yager (1998), who found a significant 

relationship between language fluency and interaction with host nationals. This finding is 

supported, however, by research from Ginsberg and Miller (2000) who wrote, “[t]here is 

no association between gains in language proficiency and the amount of time the students 

expose themselves to the native culture and engage in linguistic interactions with native 

speakers” (p. 256). 

 This section has revealed a number of interesting findings that are statistically 

significant. First, it was shown that students do increase in proficiency over the length of 

their study abroad programs. Moreover, the amount of change in proficiency is 

significantly related to the length of the study abroad program indicating that the longer 

one stays, the more change in proficiency one can expect. There is also near significance 

between program country and the amount of change in proficiency. In particular, the 

students in Morocco did not report a gain of more than two levels of proficiency change. 

Students who stayed longer on their programs experienced a greater amount of change in 

level of proficiency. Significance was not found in the analysis of proficiency change and 

living arrangement. In addition to this, no significance was found among proficiency 

change and amount of Arabic spoken at home. Significance was found, however, in the 

analysis of living arrangement and the amount of Arabic spoken at home. This revealed 

that students in home stays spoke more Arabic than the other students. Students who 
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shared rooms with a native speaker were next in line. The least amount of Arabic was 

spoken among students living with other non-native speakers. The next section discusses 

analyses related directly to acculturation and proficiency together. 

  5.1.1.3 Acculturation and proficiency analyses 

 This section discusses a few analyses concerning acculturation and proficiency. 

The issue of identity is also discussed. A conclusion regarding the first research question 

is then presented. 

 The first analysis in this section concerns proficiency change and the amount of 

change in acculturation. A Pearson Chi Square was performed. The test succeeded in 

rejecting the independence of the two variables, χ2(2, N = 81) = 22.06, p = .00. This 

indicates that the more increase the students experienced in the amount of change in 

acculturation, the more likely they were to increase in proficiency levels. The results 

show that the percentages of students in the row ‘great increase’ in the amount of 

acculturation were higher in the columns ‘three to four levels’ and ‘five or more levels’ 

of proficiency change than the students who selected only ‘some increase’ in amount of 

change in acculturation. Thus, students who reported a greater change in acculturation 

also reported greater changes in proficiency. This result reveals that students who change 

more in acculturation are likely to change more in proficiency as well.   

 This section has revealed that that the more increase the students experienced in 

the amount of change in acculturation, the more likely they were to increase in 

proficiency levels. None of the other analyses found significance. The next section 
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discusses the issues of acculturation and proficiency together in the conclusion of the first 

research question. 

  5.1.1.4 First question conclusion  

 This section discusses the results of the previous sections regarding acculturation 

and proficiency. This is the conclusion of the first research question. 

 Only one analysis revealed significance regarding pre-program exposure to 

Arabic. This was the analysis of pre-program exposure to SCA and the degree of 

acculturation at the beginning of the study abroad program. The more pre-program 

exposure to SCA, the more acculturated students are at the beginning of the programs. 

This may be beneficial for Arabic departments to know. The nature of SCA is very much 

related to understanding the culture of the locations in which it is spoken. Describing the 

nature of SCA, Versteegh (2004) wrote, “the colloquial language as the language of 

family and home is associated with the in-group, with intimacy and friendship, whereas 

the high variety is associated with social distance and official relationships” (p. 195). 

Thus, it is logical that students who have pre-program exposure to SCA are more 

acculturated at the beginning of the program because they are intimately learning about 

the culture through its language.  

 Another important issue is that of program country. The majority of the analyses 

in this research have included responses from students who studied in Egypt, Jordan, 

Morocco, and Syria (with Yemen in some of the analyses). Each of these countries is 

known for a difference in culture and customs. Each country also has its own spoken 

variety of Arabic that is unique. The exception here is that Jordanian and Syrian are both 
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Levantine, though there remain noticeable and marked differences in the varieties. The 

results of this research have revealed significance in the amount of contact hours in both 

MSA and SCA with program country. In particular, students in Morocco spoke more 

MSA and less SCA in their free time than students in any other country. The opposite is 

true for the countries Egypt and Syria. Jordan follows the pattern of Egypt and Syria in 

MSA contact hours, but not SCA hours. This is interesting because one frequently hears 

the claim that Moroccans are able to understand Levantine and Egyptian because of a 

variety of media productions, whereas the reverse does not hold – Egyptians and 

Levantinians are unable to understand Moroccan Arabic. Perhaps Moroccans are used to 

having their local spoken varieties considered unintelligible by foreigners and therefore 

do not encourage foreign students to learn it. Interestingly, an additional test among 

change in proficiency and program country found near significance. The test revealed 

that no students in Morocco were able to gain more than two levels of proficiency 

change. At least some of the students in all the other countries in the analysis were able to 

gain more than two levels of proficiency. Results concerning program country and 

change in acculturation – from an additional analysis that approached significance - 

indicated that students in Morocco and Yemen did not achieve a level of great increase in 

acculturation. This issue is further discussed in the section of implications. 

 Another important issue relates to the length of the study abroad program. The 

results of this research have revealed that students who stayed longer on their programs 

experienced a greater amount of change in level of proficiency. This is, perhaps, to be 

expected on study abroad programs in general. Such was the thinking of Carroll (1967).  
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 Interestingly, no significance was found in the analysis of proficiency change and 

living arrangement. In addition to this, no significance was found among proficiency 

change and amount of Arabic spoken at home. Significance was found, however, in the 

analysis of living arrangement and the amount of Arabic spoken at home. This revealed 

that students in home stays spoke more Arabic than the other students. Students who 

shared rooms with a native speaker were next in line. The least amount of Arabic was 

spoken among students living with other non-native speakers. This may suggest that 

students in home stays are speaking more Arabic than students in other living 

arrangements, but that their being in home stay is not significantly related to change in 

proficiency. When proficiency is measured in conjunction with living arrangement, one 

might expect that those students who live with host families have higher proficiency. No 

correlation was found. This result is similar to Isabelli-Garcia’s (2003) who noted that 

living with a host mother did not necessary lead to improved proficiency. Similar results 

were reported by Berg et al. (2008). Rivers (1998) found that home stays could be 

negative predictors of speaking and have no effect on listening (although could benefit 

reading). 

 Another result relates to change in acculturation. Near significance was found (p 

= .07) among MSA contact hours and the amount of change in acculturation. This 

analysis revealed that most of the students in this test selected ‘some increase’ in the 

amount of change in acculturation. The test also revealed that most students only 

communicated in MSA for three or less hours per week. This indicates that the students 

in the analysis are not speaking much MSA beyond and not including their homework. It 



 

 

225

 
 

is also interesting to note that most students did not communicate much in MSA on their 

own time and that those students who communicated in the least amount of MSA actually 

had a higher percentage of responses in the column ‘great increase’ for amount of change 

in acculturation. Thus, communicating a great deal in MSA may make it more difficult to 

make great increase in the amount of change in acculturation. This may be due to the 

sterile nature of MSA (Versteegh, 2004).  

 Finally, the amount of contact hours and interaction revealed significance. More 

precisely, the amount of SCA contact hours beyond and not including homework is 

significantly related to interaction. The analysis revealed that the more hours spent 

communicating in SCA corresponds with increased interaction. This seems logical 

considering that SCA is the language variety used on a day-to-day basis among native 

speakers of Arabic. Thus, students who are interacting more with the locals are being 

exposed to more hours of communication in SCA. 

 The first research question addressed the relationship between acculturation and 

proficiency. The results have shown that there are a number of statistically significant 

analyses concerning acculturation and proficiency. The results revealed that an increase 

in the amount of change in acculturation is significantly related to the amount of change 

in proficiency. The next question addresses language variety preference. 

 5.1.2 Second research question 

The second research question is: “What opinions do research participants have 

regarding different varieties of Arabic (MSA and SCA)”? Are there any variables that 

influence these opinions? A number of analyses were performed with numerous variables 
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in an attempt to understand the students’ experiences and opinions in relation to different 

varieties of Arabic. The variables program country, age, gender, and interaction were 

analyzed with a number of statements that were taken or created from the questions 

concerning Arabic varieties. The first of these variables is program country. 

5.1.2.1 Program country and variety 

Program country was analyzed with the desire to learn MSA. A GLM test was 

performed. The test succeeded in rejecting the equality of the means, F(4, 73) = 5.32, p = 

.00. This shows that students in Yemen and Morocco had a greater desire to learn MSA 

than students in the other countries.  Syria fell in the middle. The countries with the 

highest means, which represents the least desire to learn MSA, were Jordan and Egypt. 

This result corroborates some of the findings in the first research question, namely, that 

students in Morocco seem to have a greater affinity toward MSA than students in other 

countries. In this analysis, however, Yemen actually had a higher mean than Morocco. 

Students in Egypt, Jordan and Syria expressed less desire regarding the learning of MSA.  

Program country was also analyzed with the desire to learn SCA. A GLM test was 

performed. The test succeeded in rejecting the equality of the means, F(4, 72) = 6.97, p = 

.00. The means reveal that those students studying in Syria and Egypt had the greatest 

amount of desire to learn SCA, whereas those in Morocco and Yemen the opposite. 

Jordan was in the middle. Thus, students in Egypt and Syria – and in Jordan to a lesser 

extent – expressed a desire to learn SCA greater than students in Morocco and Yemen. 

This corroborates the findings above concerning MSA and some of the findings in the 

first research question. It is fairly clear that the students in this research who were in 
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Morocco and Yemen have a preference for MSA, whereas students in Egypt and Syria 

prefer SCA. 

Program country was also analyzed with the variable about how knowing MSA is 

more useful in the host country. A Pearson Chi Square test was performed. The test 

succeeded in rejecting the independence of the two variables χ2(8, N = 79) = 25.93, p = 

.00. The results reveal that the highest percentage of responses in the variable ‘Knowing 

MSA more useful’ falls in the column ‘disagree’ (68.4%). The next highest percentage of 

responses is in the column ‘neither agree nor disagree’ (22.8%) with the lowest 

percentage in the column ‘agree’ (8.9%). The only country in which the highest 

percentage of responses in the variable ‘Knowing MSA more useful’ did not fall in the 

column ‘disagree’ was Yemen. This indicates that students in Yemen either agreed 

(33.3%) or neither agreed nor disagreed (66.7%) that knowing MSA is more useful in the 

host country, but no one disagreed. The highest percentages per country in the column 

‘disagree’ are in Egypt (89.3%) and in Syria (81.3%). Both Jordan (50.0%) and Morocco 

(61.5%) had lower percentages in the same column, although they were still the highest 

percentages for each of the two countries. Thus, the highest percentage of responses from 

all countries but Yemen were in the column ‘disagree,’ showing that many students do 

not believe MSA to be more useful than SCA in the host country. 

Program country was also analyzed with the variable about how knowing SCA is 

more useful in the host country. The test succeeded in rejecting the independence of the 

two variables χ2(8, N = 78) = 17.63, p = .02. The results reveal that highest percentage of 

responses is in the column ‘agree’ (61.5%) with the second highest in the column ‘neither 
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agree nor disagree’ (32.1%). Only 6.4% of the responses were in the column ‘disagree.’ 

The column ‘agree’ contained the highest percentages for all the countries except Yemen 

(.0%). The country with the highest percentage in that column is Egypt (82.1%). The 

countries Jordan, Morocco, and Syria all had response percentages in the 50-60 percentile 

range in the same column. Yemen had the highest response in the column ‘neither agree 

nor disagree’ (83.3%). The results of this analysis indicate that there is a statistical 

significance between program country and degree of agreement with the statement about 

SCA being more useful to know than MSA in the host country. Those students in Egypt 

most agreed that knowing SCA is more useful than MSA in the host country. The 

students in Yemen did not agree at all with this statement. 

In conclusion, program country is significant with the following variables: MSA 

desire, SCA desire, knowing MSA more useful, and knowing SCA more useful. As far as 

MSA desire is concerned, students in Morocco and Yemen expressed the most desire. 

The opposite is true for SCA desire: the countries Egypt, Jordan and Syria expressed 

greater desire to learn SCA than Morocco and Yemen. As for MSA being more useful in 

the host country, students in all the countries except Yemen disagreed with the statement. 

Students in Egypt and Syria had the highest percentages of disagreement. As for SCA 

being more useful, the majority of the students agreed with the statement in each country 

except Yemen. Egypt had the greatest amount of agreement. The next section investigates 

these same statements with the variable ‘age’.  

  5.1.2.2 Age and variety 
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 The ages of the students involved in this research ranged from 18-38. For this 

section, the following three age groups were created and used in the analyses: 18-24, 25-

31, 32-38.  

 Age was analyzed with the variable about how knowing SCA is more useful than 

MSA in the host country. A Pearson Chi Square test was performed. The test succeeded 

in rejecting the independence of the variables, χ2(4, N = 90) = 9.67, p = .05. The results 

show that the highest percentage of responses was in the column ‘agree’ for the variable 

‘Knowing SCA more useful’ (60%). The youngest age group reported 72.5% of its 

responses in this same column (with 17.5% in ‘neither agree nor disagree’ and 10% in 

‘disagree’). The middle age group reported 52.4% in the same column with 42.9% in the 

column ‘neither agree nor disagree’ (and 4.8% in ‘disagree’). The oldest age group 

reported an even split of 37.5% in the two columns ‘agree’ and ‘neither agree nor 

disagree’ (with 25% in the column ‘disagree’). These results indicate that the younger 

students agreed more that knowing SCA is more useful than MSA in the host country. 

The degree of agreement decreases as age increases. Thus, there is something about the 

younger students that leads them to consider knowing SCA more useful than MSA in the 

host country. Perhaps younger students find that speaking SCA is ‘cooler’ or more 

beneficial in their social circles. Perhaps the younger students try to avoid the formality 

of MSA.  

 In conclusion, the only analysis that found significance with age was the 

statement about how knowing SCA is more useful than MSA to know in country. Age 

was not significant in the other analyses, though it does appear that the older students 
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showed more interest in learning both varieties of Arabic. It also appears that most 

students disagree that knowing MSA is more useful than SCA in the host country. The 

only significance, however, was found with the variable regarding knowing SCA as being 

more useful in the host country.  

  5.1.2.3 Gender and variety 

 Gender was analyzed with the variable about how knowing MSA is more useful 

in the host country. A Pearson Chi Square was performed. The analysis approached 

significance at χ2(2, N = 91) = 4.91, p = .09. The results show that females disagreed 

(75.9%) more than the males (54.1%) that knowing MSA is more useful than SCA in the 

host country. Perhaps there is some reason that females would regard MSA as not being 

as important. This may be understandable if the female students had been frequently 

communicating in more rural settings, where women may not have had the same 

educational opportunities as the males. The analysis, however, only approaches 

significance. More discussion of this topic is provided below. 

 Gender was also analyzed with the variable about how knowing SCA is more 

useful in the host country. A Pearson Chi Square was performed. The test succeeded in 

rejecting the independence of the two variables, χ2(2, N = 89) = 11.46, p = .00. The 

results show that the highest percentage of responses are in the column ‘agree’ (60.7%) 

with the second highest percentage in the column ‘neither agree nor disagree’ (31.5%) 

and only 7.9% in the column ‘disagree.’ Females reported the highest percentage of 

responses in the column ‘agree’ (67.9%) with the second highest percentage in the 

column ‘neither agree nor disagree’ (32.1%) and 0.0% in ‘disagree.’ The males had their 
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highest percentage of responses in the column ‘agree’ as well (50.0%) and the second 

highest in the column ‘neither agree nor disagree’ (30.6%). Interestingly, 19.4% of the 

males disagreed with the statement. These results corroborate those of the previous 

analysis in that females agree more that SCA is more useful than MSA in the host 

country. Interestingly, no females disagreed with this statement. These results are similar 

to the results found by Labov’s (1982) research on Arabic. Labov’s research, however, 

primarily concerns Arabic speech communities, not necessarily foreign language 

learners. As quoted in Haeri (2000), Labov (1982) reported that in opposition to women 

in the West, “studies of Arabic speech communities show the reverse: Women use 

standard forms (i.e. Classical Arabic [MSA]) significantly less frequently than men do. 

Instead, they use nonclassical, urban forms…” (p. 68). Thus, the females in this research 

are showing preference for SCA in a manner similar to those actually using Arabic in the 

Arabic speech communities that Labov investigated. 

 In conclusion, the only analyses in which gender was significant were those 

pertaining to the usefulness of Arabic varieties in the host country. Interestingly, the 

female students seem to value knowing SCA greater than MSA. The males also had the 

highest percentages in the same columns as the females in both of these analyses, but the 

percentages were considerably lower than the females. About half of the males disagreed 

that knowing MSA is more useful and exactly half agreed that knowing SCA is more 

useful. It is the females, however, that stand out in these analyses. More discussion is 

provided in the section of implications.  

5.1.2.4 Interaction and variety 
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 Amount of interaction was analyzed with the desire to learn SCA. A GLM was 

performed. The results of the test approach significance, F(3, 83) = 2.66, p = .053. The 

results show that those who interacted more with the host nationals had a greater desire to 

learn SCA. For each level of interaction the mean of SCA desire goes down, showing 

greater desire to learn SCA. The row ’10 or less times’ in interaction had a mean of 5.80 

(SD = 1.79) whereas the last row ‘over 30 times’ had a mean of 2.67 (SD = 1.15). This 

relates to a finding above that that revealed the students who interacted more with locals 

spent more time communicating in SCA. An additional modified GLM without the row 

‘over 30 times’ also found near statistical significance among the variables. Thus, it is 

likely that those students who interact more with the locals have a greater desire to learn 

SCA and spend more time engaged in communicating in SCA. 

 Interaction was also analyzed with SCA ridicule. A Pearson Chi Square test was 

performed. The test failed to reject the independence of the variables. The data do 

suggest, however, that most students - in each row of interaction – disagreed with the 

statement that communicating in SCA led to ridicule. There is not, however, statistical 

significance in the analysis. Due to the fact that there were fewer than five responses in 

the rows ’10 or less times’ and ‘over 30 times’ for interaction, an additional Pearson Chi 

Square test was performed without the data from those rows. This time the test succeeded 

in rejecting the independence of the two variables, χ2(2, N = 80) = 7.91, p = .02. The 

results show that the majority of the responses fall in the column ‘disagree’ in SCA 

ridicule (85.0%). Both rows of interaction, ‘11-20 times’ (91.2%) and ’21-30 times’ 

(80.4%), have the highest percentage of responses in this column. A third analysis was 
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performed because there were fewer than five responses in the column ‘agree’ in the 

variable regarding ridicule and SCA. The additional test also found statistical 

significance. Thus, the more one interacts with the culture, the less probability there is 

that one would feel ridiculed when communicating in SCA.  

 In conclusion, the results pertaining to interaction revealed significance, or near 

significance, in two analyses. The first, which actually only approached significance, 

pertains to the amount of interaction with the desire to learn SCA. The results show that 

those who interacted more with the host nationals had a greater desire to learn SCA. The 

other significant analysis is the amount of interaction with SCA ridicule - the more one 

interacts with the culture, the less probability there is that one would feel ridiculed when 

communicating in SCA. The additional Pearson Chi Square in this analysis found that the 

more one interacts with the culture, the less probability there is that one would feel 

ridiculed when communicating in SCA. 

  5.1.2.5 Second question conclusion  

 There were several analyses that found significance in the second research 

question. The first variable in this section is program country. Significance was found 

when program country was analyzed with the following statements: MSA desire, SCA 

desire, knowing MSA more useful, and knowing SCA more useful. As far as MSA desire 

is concerned, students in Morocco and Yemen expressed the most desire to learn MSA. 

The opposite is true for SCA desire. It was primarily students in the countries Egypt, 

Jordan and Syria who expressed greater desire to learn SCA than those in Morocco and 

Yemen. As for MSA being more useful in the host country, students in all the countries 
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except Yemen disagreed with the statement. Students in Egypt and Syria had the highest 

percentages of disagreement. As for SCA being more useful, the majority of the students 

agreed with the statement in each country except Yemen.  

There was only one analysis in which significance was found with age. This was 

the analysis of age and the statement about how knowing SCA is more useful than MSA 

to know in-country. These results indicate that the younger students agreed more that 

knowing SCA is more useful than MSA in the host country. Interestingly, the degree of 

agreement decreases as age increases. 

 There were also only two analyses in which significance was found with gender. 

These were the analyses concerning the usefulness of Arabic varieties in the host country. 

As for gender and knowing MSA, both the male and the female students had the most 

responses in the column ‘disagree,’ though the females’ percentage was higher. As for 

knowing SCA, a similar trend was found. Both the males and the females had the most 

responses in the column ‘agree,’ but the females had a higher percentage than the males. 

No females disagreed that knowing SCA is more useful than MSA in the host country. 

As for variety and interaction there were analyses that revealed significance, or 

near significance. The first two, which actually only approached significance, pertains to 

the amount of interaction with the desire to learn SCA. The results show that those who 

interacted more with the host nationals had a greater desire to learn SCA. The other result 

concerns the amount of interaction with SCA ridicule. The analyses found that the more 

one interacts with the culture, the less probability there is that one would feel ridiculed 

when communicating in SCA. 
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 The second research question investigated student experiences with the different 

varieties of Arabic as well as their opinions of the same. The next section discusses the 

results regarding the use of technology in learning Arabic. 

 5.1.3 Third research question 

 The third research question in this dissertation is: “What technologies did the 

participants use to learn MSA and SCA?” This question investigates how frequently 

students and teachers used a variety of technologies during their study abroad programs. 

In particular, the question asks about the use of technology in conjunction with learning 

MSA and SCA. The correlating hypothesis is that students rarely used technology to 

learn any variety of Arabic.  

The purpose of this section is to explore the use of technology in learning MSA 

and SCA. Statistical correlations and relationships between variables are not investigated. 

The primary method of calculations is percentages. This section discusses the results of 

the third research question. Commentary about the data in these tables consists of 

examining which technologies are in the column ‘0 times’ less than 50% of the time, 

which indicates some usage in the other columns. Responses that were in the same 

column less than 75% of the time are also mentioned. In addition to this information, 

those technologies that are in the category ‘3-5x per week’ more than 10% of the time are 

presented. 

 5.1.3.1 Teachers using technology in class for MSA 

 The data in Table 67 show how frequently teachers used technologies to help 

students learn MSA as reported by the students in this research. An initial look at the 
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table shows that there were a few technologies that were never used by teachers in the 

classroom to help students learn MSA. These technologies are wikis and chatrooms. 

Other than these two items, there were many technologies that were rarely used. Out of 

18 possible technologies, only 6 (33.3%) had response totals lower than 75% in the 

column ‘0 times.’ This means that the remaining 12 technologies had responses totaling 

less than 25% in the lowest column (‘0 times’). The 6 technologies are music/recorded 

song (38.4%), television shows (54.7%), Arabic movies (in Arabic with no subtitles) 

(72.9%), online newspapers (51.8%), video from web news sources (71.4%) and radio 

programs (69.4%). Of these technologies only music/recorded song falls under the 50% 

mark in the ‘0 times’ column. The reasons for the infrequency of teacher technology use 

may be due to a number of reasons. Music, television shows, commercials and radio 

programs could all be used in class with limited technological needs. Using online news 

and video, however, assumes the availability of internet and possibly a projector. 

Interestingly, an internet connection would provide teachers with the opportunity to use 

most of the queried technologies. It is unknown why teachers did not use certain 

technologies. Student comments may shed light on this issue.  

 Student comments do provide several possible explanations for the lack of teacher 

technology use in class for learning MSA. It should be noted that the option to leave 

comments in this section of the survey was optional. One of the first explanations for the 

lack of technology use is that students may feel that their level of Arabic may not have 

been advanced enough to benefit from these technologies. One student wrote that “[t]he 

Arabic level in my class would not have been able to handle most of these tools.” 
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Another student wrote, “[w]e mostly just used the textbook, since most students weren't 

advanced enough to gain anything from any of the above sources.” Thus level of 

language ability may be seen as prohibitive for the use of certain technologies. 

 Another reason for infrequency of teacher technology use for learning MSA may 

be due to a lack of resources. One student wrote, “[t]he means for many of these options 

are non-existent in Yemen.  Coursework was done from the book or a chalkboard, and 

occasionally from the DVD provided with al-Kitaab.” Two students wrote about the 

problems with internet access. One wrote, “[t]here was very little internet access in 

Tunisia, so we did not use any internet sources.” The other wrote, “[p]oor internet 

connection in egypt [sic] meant that the use of online-based resources was 

inconceivable.” Yet another student wrote about the illegality of such technologies, 

“[m]any of these things are banned in Syria.  Also, though the University of Damascus is 

a modern university, they do not have the resources to offer any of these things.  We were 

encouraged to pursue them on our own.” Thus the lack of legality and/or availability of 

the technologies may be a serious challenge for those who otherwise support the use of 

such technologies.  

 Some students seemed to offer no explanation for their lack of exposure to 

technology other than the fact that their teachers or program chose not to include it. One 

student wrote, “we only used Al-Kitab series in the classroom and the audio-visual 

materials that came with it.” Another student echoed this statement: “We generally did 

not stray from the activities in the textbook (unfortunately).” Yet another student also 

expressed regret about the lack of diversity in technology use, “AUC [American 
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University in Cairo] focused on their textbooks and listening exercises.  I would have 

liked it more if they used movies and music to help us learn.” A slightly different angle to 

this issue was revealed by the student comment that “[t]he director of the program 

maintained total control over the curriculum, and mandated that only al-Kitaab materials 

and some poetry would be used in class.  The teachers clearly desired to use other 

materials.” Thus the reason for the lack of teacher technology use may be attributed to set 

curricula that do not include many outside resources. Such a curriculum may be the result 

of managerial micro-management or simply a lack of training and experience, or possibly 

even the lack of availability. 

 5.1.3.2 Teachers using technology in class for SCA 

The data in Table 68 show how frequently teachers used technologies to help 

students learn SCA as reported by the students in this research. This table shows that 

there are a few technologies the teachers never used in the classroom to help students 

learn SCA. These technologies are wikis, chatrooms, and online discussion boards. Other 

than these three items, there were many technologies that were rarely used. Out of 18 

possible technologies, only 2 (11.1%) had response totals lower than 75% in the column 

‘0 times.’ These technologies are music/recorded song (34.8%) and Arabic movies (in 

Arabic with no subtitles) (65.7%). Of these technologies only music/recorded song falls 

under the 50% mark in the ‘0 times’ column. The infrequency of teacher technology use 

may be due to a number of reasons. Student comments may shed light on this issue. 

 Student comments do provide several possible explanations for the lack of teacher 

technology use in class for learning SCA. One of the explanations mentioned in the 
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comments is the same as above – the lack of resources. The student wrote, “[b]eing in 

Oman, our school was pretty low-tech.” Another student wrote, “[t]he fanciest gadget our 

instructor used outside of the chalkboard was a tape recorder with exceedingly poor 

sound quality.” As mentioned above, the lack of resources is a challenge for some of the 

teachers and programs abroad. 

 The other issue mentioned in the comments is that students did not have the 

opportunity to study SCA on their program. At least three students reported that SCA was 

not included in their curriculum. One of these students commented, “I did not study 

spoken Arabic at all. My teachers thought my time would be better spent with MSA.” 

Thus, the lack of teacher technology use for SCA may be due to the lack of its inclusion 

in the curriculum of the program. 

 5.1.3.3 Students using technology for MSA 

The data in Table 69 show how frequently students used technologies to learn 

MSA beyond and not including homework. This table shows that all of the technologies 

were used at least minimally. Out of 18 possible technologies, 9 (50%) had response 

totals lower than 75% in the column ‘0 times.’ Of these technologies, music/recorded 

song, television shows, television commercials, and online newspapers fall under the 

50% mark in the ‘0 times’ column. Three of these technologies were reported as being 

used over the 20% mark in the column ‘3-5x per week or more.’ These technologies are 

television shows (28.7%), television commercials (32.1%), and online newspapers 

(21.8%). Thus, these three technologies were frequently used by the students to learn 

SCA. It is apparent that students are watching TV and reading news online.  



 

 

240

 
 

 The student comments reveal a problem similar to what was previously 

mentioned, namely the lack of available resources. One student commented that “[a]t my 

school and residence, we didn't have enough bandwidth to use youtube [sic] or any 

similar streaming site.  Internet was incredibly limited.” Another wrote that “[a]ccess to 

many of these items was not available." Thus some students were unable to use some of 

the technologies due to lack of support and availability.  

 5.1.3.4 Students using technology for SCA 

The data in Table 70 show how frequently students used technologies to learn 

SCA beyond and not including homework. This table shows that all of the technologies 

were used at least minimally. Out of 18 possible technologies, 5 (27.8%) had response 

totals lower than 75% in the column ‘0 times.’ These technologies are music/recorded 

song (32.9%), television shows (39.0%), television commercials (44.4%), Arabic movies 

with English subtitles (67.9%), and Arabic movies (in Arabic with no subtitles) (65.4%). 

Of these technologies, music/recorded song, television shows, and television 

commercials fall under the 50% mark in the ‘0 times’ column. In addition to those 

technologies reported in the column ‘0 times,’ the column ‘3-5x per week or more’ 

contained a few noteworthy results. Three of the listed technologies were reported as 

being used over the 20% mark in the column ‘3-5x per week or more.’ These 

technologies are music/recorded songs (26.8%), television shows (26.8%), and television 

commercials (25.9%). Interestingly, none of these technologies presupposes an internet 

connection. It may be, that older technologies are more reliable and more readily 

available at this time in the Arabic-speaking world. 
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Reasons for this are possibly related to those mentioned above, namely that there 

is a lack of available resources. One student did write, “The facilities at the [name 

removed] institute were not that great, so teachers relied mostly on oldfashioned [sic] 

materials, such as copied newspaper articles and tape-recorded radio programms [sic] and 

music.” Another student wrote, “[t]here was only one TV program that used the Gulf 

dialect.” Other student comments may shed light on this situation. Two students 

respectively offered personal advice and a suggestion. The one wrote, “[c]onversation 

with locals was the best vehicle for practicing spoken Arabic.” The second wrote, “These 

are all great tools that teachers should be using!” These two statements seem 

contradictory in nature. On the one hand a student seems to be suggesting that the 

technologies may not be the best way to learn SCA, whereas the other suggests teachers 

should be using the same technologies. Regardless, many technologies are not frequently 

being used to learn any type of Arabic.  

  5.1.3.5 Third question conclusion  

 Looking at the shared results from the teachers and students, there are a few 

technologies that appear in each respective category. Results show that teachers are using 

technologies such as music/recorded songs and Arabic movies during class time to help 

students learn MSA and SCA. On the other hand, students are using music/recorded 

songs, television shows, and television commercials to learn MSA and SCA on their own. 

All of these technologies are available without the internet. It may be that the lack of 

internet leads to less use of some of the technologies mentioned in this research. Some of 

the reasons that teachers are not using more technologies may also relate to curricular 
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restrictions or the legality of such technologies in-country. It is hoped that this section 

will expose the lack of technology use in learning MSA and SCA in study abroad 

programs in the Arabic-speaking world. It should be noted, however, that not even the 

students themselves know how to use all the technology associated with CALL (Winke 

and Goertler, 2008). Thus it may take additional expertise and training to bring both the 

teachers and students up to speed with current technologies and their implementation. 

 As noted in student comments, the issue of internet availability may also relate to 

the usage of new technologies. According to Internet World Stats.com, internet users in 

the Middle East (not including countries in Africa) comprise only 2.9% of all internet 

users in the world. Table 71 shows the internet penetration of internet use by population 

in the 5 main countries in this study.  

TABLE 71. Internet usage in the Middle East (and countries in Africa) 

Country  Penetration percentage 

in the population 

   

Egypt  12.9 

Jordan  18.2 

Morocco   19.2 

Syria  17.6 

Yemen  1.4 
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Table 71 shows that the internet penetration in the Middle East is fairly low compared to 

the 74.4% rate found in North America (internetworldstats.com). Yemen, in particular 

seems to have very few citizens connected to the internet. This low penetration may, in 

turn, reflect some of the difficulty students experience in Yemen with technologies (as 

well as in other countries). 

The implications of the research questions are provided below. 

5.2 Implications 

5.2.1 Implications of the first research question 

 The first research question investigated acculturation and proficiency by 

analyzing a number of analyses. The implications of the results are derived from the 

significant analyses.  

The first issue is that students may be more acculturated at the beginning of the 

study abroad programs if they study SCA before arrival. Language departments would be 

wise to consider the benefits of offering courses in SCA to students before study abroad 

programs. This statement, however, will certainly be met with skepticism by those who 

are concerned about which SCA should be taught. This author argues that the answer is 

relatively straightforward if a particular institution of higher education already has a 

study abroad program in place. For example, if an institution has a study abroad program 

in Egypt, it would make sense to introduce pre-study abroad students to Egyptian Arabic. 

This would likely help them to be more culturally prepared before arriving in Egypt. As 

for institutions of higher education that do not yet have programs in place, they might 

consider the results of the extensive research performed by the NMELRC. This research 
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found “that 86% of students who expressed interest in learning Spoken Arabic [SCA] 

prefer either Levantine or Egyptian Arabic” (Al-Batal & Belnap, 2006, p. 396). Thus, it 

may be a good idea to first look at opening a program in Egypt or the Levant.  

 Another issue is length of the study abroad program. The results of this research 

indicate that students acquire greater change in proficiency the longer they stay in the 

host country. The means of the first analysis for proficiency change and length of study 

abroad indicate that students need to stay about 7 months to gain three or four levels of 

proficiency. This is difficult for students who are only able to attend such programs in the 

summer. Arabic departments should consider semester-length study abroad programs 

with the option to use part of the summer break as well. This would most likely allow 

students to achieve a higher level of proficiency in Arabic. For example, students who 

want to move from intermediate low to advanced low will likely need longer than a 

traditional four-month program. The solution is probably not found in short haphazard 

trips to the Middle East, even if this trend is rising in popularity. Gutierrez et al. (2009) 

wrote, “[s]hort-term programs, such as study tours over holiday breaks, are increasingly 

popular options in the region, reflecting the general trend of American students’ 

preferences for shorter overseas programs” (.p. 13). Such preferences will not help 

students achieve much change in level of proficiency. It is ultimately more useful to 

consider that “[a]n unusual level of commitment and perspicacity is required of American 

students who wish to pursue high levels of language skill via education abroad” 

(Kinginger, 2008, p. 2). It is certainly worth reminding students and educators that 
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gaining high levels of proficiency in Arabic takes considerable time, and that longer 

study abroad programs are likely more beneficial to students. 

 Another issue is that of living arrangement. The results of this research indicate 

that students in home stays speak more Arabic. There is no relationship, however, 

between change in proficiency and type of living arrangement – or how much Arabic is 

spoken at home. Many students feel that a family stay arrangement is the best way to 

make language gains. This research has shown, however, that a home stay may only 

provide more opportunities to speak Arabic – but not necessarily greater increase in 

proficiency. Future research should investigate the nature of language used in home stays 

on Arabic language learning programs.  

 The amount of contact hours was also found to be significant in this research. As 

for MSA contact hours and the amount of change in acculturation, the students who 

communicated less in MSA had a better chance of reaching ‘great increase’ in the amount 

of change in acculturation. This analysis also revealed that the majority of the students 

were not communicating much in MSA beyond and not including homework. Language 

students and program administrators may want to consider that students on study abroad 

programs are likely not communicating much with the host nationals in MSA outside of 

the host country (except Morocco). It would seem wise to include significant instruction 

in the local spoken variety of Arabic to assist students in acculturating and 

communicating with the public. As for SCA contact hours, students who communicated 

more in SCA interacted more with the host nationals and vice-versa. This finding 

strengthens the argument in favor of instruction in SCA. Students who interact more with 
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the host nationals are communicating more in SCA. Language study abroad programs 

that promote interaction between students and host nationals would be wise to assist the 

students in improving the language they are using to communicate with the host 

nationals. As mentioned above, “there is no community of native speakers of [MSA] 

(Haeri, 2000, p. 64) and native speakers must unlearn what they already know when 

learning MSA (Maamouri, 1998). Why, then, are students in Morocco preferring to use 

MSA? These students and their interlocutors are essentially speaking a foreign language 

to each other. This issue should be pursued in future research.  

 The issue of program country is now considered. The results of this research 

suggest that students studying in Morocco communicate more in MSA than SCA whereas 

the opposite is true for students in Egypt and Syria (with Jordan following the pattern of 

Egypt and Syria in MSA contact hours, but not SCA hours). Students and language 

programs that focus primarily on MSA may consider Morocco as a prime location. This 

research also revealed, however, that no students in Morocco (and Yemen) reported a 

great increase in acculturation in an analysis that approached significance. Thus, 

Morocco may be attractive to students less interested in making great cultural strides than 

focusing on improving their MSA. However, there was near significance, χ2(4, N = 71) = 

8.01, p = .09, in the analysis regarding program country and the amount of change in 

proficiency that revealed that there were no students in Morocco that gained more than 

two levels of change in proficiency. Although only near significance was found in this 

analysis, it may indicate that it is more difficult to gain considerable change in level of 

proficiency in Morocco.  
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In order to help students take full advantage of their study abroad program, it may 

help to explicitly inform them of the challenges they will face on the study abroad 

programs. Issues pertaining to the challenges of acculturation, interaction, and living 

arrangement should be frankly discussed pre-arrival. Students without proper preparation 

may not do what they had previously hoped after arrival. Engle and Engle (1999), wrote 

that the “most common and frustrating personal experience as program administrators 

was that of a recurring dissonance, namely that between what most students say they 

want to do abroad and what they actually tend to do once there” (p. 42). Such explicit 

preparation may assist students in recognizing avoidance behavior as well as to be ready 

for cultural challenges. 

5.2.2 Implications of the second research question 

 The first issue to be discussed here is that of program country. In accordance with 

the findings about students and MSA in Morocco, students in Morocco (and Yemen) 

expressed the most desire to learn MSA. The opposite is true for desire to learn SCA. It 

was primarily students in the countries Egypt, Jordan and Syria who expressed greater 

desire to learn SCA than those in Morocco and Yemen. Thus, students who aspire to 

learn a colloquial variety well may consider avoiding Morocco and Yemen, unless they 

are highly motivated and independent learners who are able teach themselves. On the 

other hand, those students who want to focus on MSA may consider Morocco and Yemen 

ideal.   

 The results of this research also indicate that students in Egypt and Syria had the 

highest rate of disagreement that MSA is more useful to know in the host country. This is 
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likely related to their stronger desire to learn SCA. Interestingly, Yemen was the only 

country in which no students disagreed with the statement about MSA. As for SCA being 

more useful, the majority of the students agreed with the statement in each country except 

Yemen. Thus, Yemen – like Morocco – may be a more desirable location for students 

interested more in MSA.  

Interestingly, it is the younger students in this research that agree to a greater 

degree that SCA is more useful to know than MSA in the host country. As age increases, 

the amount of agreement with this statement decreases. It is unknown why this is so. It 

may be that younger students are more interested in communicating in the language of 

their peers. The host national students that the learners of Arabic meet would likely be 

young college-aged students. These host national students would certainly use SCA as 

the main vehicle of communication among peers and in-groups. The older students may 

be more concerned with formality. Future research should investigate this issue. 

 As for gender, the female students in this research disagreed more than the males 

that knowing MSA is more useful than SCA in the host country. A similar trend was 

found when gender was analyzed with the statement regarding how knowing SCA is 

more useful than MSA in the host country. Again, the females agreed more that SCA is 

more useful to know than MSA in the host country. As mentioned above, the females in 

this research are showing a preference for SCA, which is similar to the manner in which 

females in Labov’s (1982) Arabic speech communities actually used Arabic (As quoted 

in Haeri, 2000). The implications of this finding are simply that female students may 

want to study SCA more before and during the study abroad program. Language 
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programs should consider these results and provide opportunities for females to study the 

language they find more useful. It should be noted that the males actually followed a 

similar pattern in the results, only to a lesser degree. Thus, both genders should have 

access to formally studying the language they find more useful in the host country, and 

before arrival.  

As for variety and interaction, the results show that those who interacted more 

with the host nationals had a greater desire to learn SCA. The other significant analysis is 

the amount of interaction with SCA ridicule. The additional analyses for SCA ridicule 

and interaction found that the more one interacts with the culture, the less probability 

there is that one would feel ridiculed when communicating in SCA. Thus, students who 

interact more with the host nationals have a greater desire to use SCA and they may also 

feel less ridiculed doing so. Language programs should consider that students might be 

more comfortable communicating with host nationals in SCA. Therefore, significant 

instruction in SCA may be in the best interest of the students.  

5.2.3 Implications of the third research question 

 The implications of the results from the third research question are that students 

and teachers may want to consider using a wider variety of technologies to teach and 

learn both varieties of Arabic. The students of today are – for the most part - 

technologically savvy. There are certainly regional issues that must be considered due to 

legal limitations of certain websites etc. Using emerging technologies in Arabic 

instruction, however, may improve student learning. Future research should investigate 

this issue with both qualitative and quantitative research. 
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5.3 Limitations 

 There are several limitations in this research that should be noted. The first 

limitation deals with the students themselves. For example, the reporting of age is in 

question. The research instruments asked only for the age of the students and did not 

specify current age or the age during their study abroad program. If students listed both 

ages, only the current age was used in the analyses. Future surveys should make this 

clearer. 

 Another limitation is the wording of some of the questions. In the section about 

language contact, for example, students responded to the statement: “Beyond and not 

including homework, on average, how many hours each week did you spend conversing 

in ...” followed by a number of varieties of Arabic. The question should have been: 

“Beyond class time and not including homework, on average, how many hours each 

week did you spend conversing in ...” This revised question would clarify that the MSA 

communication was taking place outside of homework and class time in order to 

accurately calculate the amount. It is assumed that the students inferred this meaning, 

though future research should correct this. 

 Another limitation deals with the nature of the students’ programs. The 

recruitment materials only indicate that volunteers need to have studied Arabic in the 

Arabic-speaking world within the last three years. No attention was paid to whether the 

students were in intensive language programs or in programs in which some of the 

instruction was content-based and in English. At least one student was in no program at 

all and was self-studying or using tutors. It is also unknown whether the students had 
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participated in a study abroad more than three years ago. Moreover, some of the students 

only studied MSA or SCA (not both) during their time abroad. It is assumed, however, 

that living abroad produces some exposure to both varieties.  

 As for measuring proficiency, student self-ratings were primarily used. This may 

not be the most reliable measure of proficiency. If time and funding had permitted, the 

use of an exam such as the Simulated or Computer Oral Proficiency Interview (SOPI, 

COPI) may have been more reliable. Only two students in this research had actual OPI 

scores similar to the ACTFL scale. These scores were used in the analysis. Some other 

students, however, indicated that they had an OPI and they reported a number (like in the 

ILR scale). These scores were not used in the analyses. One student listed intermediate-

advanced as their level of proficiency. This was interpreted to mean intermediate high. 

Thus, future surveys should provide options from which to choose, rather than allowing 

students to enter continuous text/data.  

 Another concern is how students reported their living arrangement. More than one 

student changed living arrangements during their program. The author did not change the 

type of living arrangement the students selected even if they noted that they changed 

during the summer. Whatever the students selected as a living arrangement was left 

unmodified. Future surveys should include an option similar to: “I changed living 

arrangements.” 

 Another concern is the nature of using listservs, which entails self-selection. Thus, 

the participants in this research may be more motivated than their peers.   
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 Another limitation is that some of the students received a complimentary copy of 

a book in Arabic and English for participating. This was only available to those who were 

in the most recent administering of the research instruments. The students who 

participated earlier were not offered anything tangible in return. This may influence the 

type of students that participated in the different administrations of the research. 

Finally, some students made comments throughout the research that seemed to 

contradict certain selections they made in the research instruments. When students made 

comments that showed information contradictory to other responses, the author changed 

those responses. The author did not, however, read every comment to check for 

contradictory information.  

5.4 Future Research 

 There are a number of directions this research could take in the future. One of the 

directions is a comparison of intensive Arabic programs abroad with domestic immersion 

programs. A study could be conducted to investigate proficiency and acculturation in 

these types of programs with normal university classes as a control. It would be 

interesting to see how study abroad programs compare and contrast with domestic 

immersion programs. It would also be interesting to investigate how these two programs 

differ from the normal coursework at a university (the control group). 

 The issue of age and desire to learn SCA should be further investigated. The 

results of this research indicate that the older students become, the less they agree that 

SCA is more useful than MSA to know in the host country. Qualitative data would be 

particularly useful in understanding why this might be. 
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 As for language variety, a study could be conducted with a semi-homogenous 

group that is split for control and treatment purposes. Such a study could be done in a 

study abroad setting. One of the groups could include instruction only in MSA with 

another group receiving instruction in both MSA and SCA. The effects of the treatment 

could be investigated. This would add to the understanding of language variety. 

 A case study of students in the different countries in this research would help 

further understand issues related to acculturation. For example, why is it that no students 

in Morocco and Yemen reported a great increase in acculturation, whereas those students 

in Egypt, Jordan, and Syria did? A longitudinal case study would likely assist in 

answering this question. Investigation of the differing programs within each country 

would also be beneficial. The use of student journals and interviews during their study 

abroad programs would provide rich data regarding the day-to-day cultural and linguistic 

experiences of the students.   

 The efficacy of technology should also be investigated. Due to the fact that few 

teachers in the Arabic-speaking world are currently using technology to teach Arabic, 

significant training may be required before researching the issue. A research design in 

which the research trains teachers to use a certain technology may be necessary.  

5.5 A final note for Arabic teachers 

This author would like to state on record that he believes all varieties of Arabic to 

be equally important. MSA is extremely valuable for a host of functions in the Arabic-

speaking world. Likewise, SCA is also extremely valuable for really getting to know the 

cultures of the Arabic-speaking world and its wonderful peoples. The author hopes that 
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this research will provide insight to the issues that students encounter when they study 

Arabic. Argument in favor of MSA or SCA is not part of this research. Argument in favor 

of one particular SCA or geographical location is also not a part of this research. It is 

hoped that this research will encourage language programs and administrators to consider 

the needs and desires of their students and how to best address these issues. 
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APPENDIX A: Demographic information 
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APPENDIX B: Weekly Language Contact 

Adapted from Taguchi 2008 
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APPENDIX C: Sociocultural Adaptation and Language Scale 
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Adapted from Ward & Kennedy 1999 
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APPENDIX D: Acculturation Index  
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Adapted from Ward & Rana-Deuba 1999 
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APPENDIX E: ACTFL OPI Guidelines 

http://actfl.org/i4a/pages/index.cfm?pageid=3325 
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APPENDIX F: Arabic Variety Survey 
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Based upon Palmer, J. (2007 & 2008) and work from NMELRC 
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APPENDIX G: Cultural Resources 

Adapted from Saint Mary’s College, Notre Dame, Indiana Study Abroad Survey at 
http://www.saintmarys.edu/~cwil/php/intercultural.learning/documents/abroadsurv__200

5_final-long.pdf 
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APPENDIX H: Cultural Interaction 

Adapted from Saint Mary’s College, Notre Dame, Indiana Study Abroad Survey at 
http://www.saintmarys.edu/~cwil/php/intercultural.learning/documents/abroadsurv__200
5_final-long.pdf 
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APPENDIX I: Previous exposure to MSA and beginning SCAS 

Previous MSA and SCAS beginning sum 

Descriptive Statistics 

Dependent Variable:SCAS beg SUM 

Before Prog MSA Recode Mean Std. Deviation N 

zero 97.6429 20.45486 14 

one to three 93.8919 12.35310 37 

four to six 86.4483 18.66736 29 

seven to more than eight 89.4167 25.12318 12 

Total 91.5326 17.90233 92 

 

Previous MSA and SCAS beginning sum with alpha level 

 Tests of Between-Subjects Effects 

Dependent Variable:SCAS beg SUM 

Source 

Type III Sum of 

Squares df Mean Square F Sig. 

Corrected Model 1532.031a 3 510.677 1.626 .189 

Intercept 624134.084 1 624134.084 1987.626 .000 

BeforeProgMSARecode 1532.031 3 510.677 1.626 .189 

Error 27632.871 88 314.010   

Total 799961.000 92    

Corrected Total 29164.902 91    

a. R Squared = .053 (Adjusted R Squared = .020) 
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APPENDIX J: Previous exposure to MSA and ending SCAS 

Previous MSA and SCAS ending  

Descriptive Statistics 

Dependent Variable:SCAS end SUM 

Before Prog MSA Recode Mean Std. Deviation N 

zero 67.3571 18.54975 14 

one to three 68.9189 12.81574 37 

four to six 68.4138 15.31460 29 

seven to more than eight 71.0000 21.32860 12 

Total 68.7935 15.56591 92 

 

Previous MSA and SCAS ending with alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:SCAS end SUM 

Source 

Type III Sum of 

Squares df Mean Square F Sig. 

Corrected Model 92.071a 3 30.690 .123 .946 

Intercept 351432.478 1 351432.478 1408.483 .000 

BeforeProgMSARecode 92.071 3 30.690 .123 .946 

Error 21957.006 88 249.511   

Total 457443.000 92    

Corrected Total 22049.076 91    

a. R Squared = .004 (Adjusted R Squared = -.030) 
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APPENDIX K: Previous exposure to MSA and SCAS change 

Previous MSA and SCAS change (first chart) 

Before Prog MSA Recode * SCAS Change Crosstabulation 

   SCAS Change 

   decrease some increase 

Before Prog MSA 

Recode 

zero Count 0 8 

% within Before Prog 

MSA Recode 

.0% 57.1% 

% within SCAS Change .0% 12.3% 

one to three Count 1 26 

% within Before Prog 

MSA Recode 

2.7% 70.3% 

% within SCAS Change 33.3% 40.0% 

four to six Count 2 21 

% within Before Prog 

MSA Recode 

7.1% 75.0% 

% within SCAS Change 66.7% 32.3% 

seven to more than eight Count 0 10 

% within Before Prog 

MSA Recode 

.0% 83.3% 

% within SCAS Change .0% 15.4% 

 Total Count 3 65 

% within Before Prog 

MSA Recode 

3.3% 71.4% 
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Before Prog MSA Recode * SCAS Change Crosstabulation 

   SCAS Change 

   decrease some increase 

Before Prog MSA 

Recode 

zero Count 0 8 

% within Before Prog 

MSA Recode 

.0% 57.1% 

% within SCAS Change .0% 12.3% 

one to three Count 1 26 

% within Before Prog 

MSA Recode 

2.7% 70.3% 

% within SCAS Change 33.3% 40.0% 

four to six Count 2 21 

% within Before Prog 

MSA Recode 

7.1% 75.0% 

% within SCAS Change 66.7% 32.3% 

seven to more than eight Count 0 10 

% within Before Prog 

MSA Recode 

.0% 83.3% 

% within SCAS Change .0% 15.4% 

 Total Count 3 65 

% within Before Prog 

MSA Recode 

3.3% 71.4% 

% within SCAS Change 100.0% 100.0% 
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Previous MSA and SCAS change (second chart) 

Before Prog MSA Recode * SCAS Change Crosstabulation 

   SCAS Change  

   great increase Total 

Before Prog MSA 

Recode 

zero Count 6 14 

% within Before Prog 

MSA Recode 

42.9% 100.0% 

% within SCAS Change 26.1% 15.4% 

one to three Count 10 37 

% within Before Prog 

MSA Recode 

27.0% 100.0% 

% within SCAS Change 43.5% 40.7% 

four to six Count 5 28 

% within Before Prog 

MSA Recode 

17.9% 100.0% 

% within SCAS Change 21.7% 30.8% 

seven to more than eight Count 2 12 

% within Before Prog 

MSA Recode 

16.7% 100.0% 

% within SCAS Change 8.7% 13.2% 

 Total Count 23 91 

% within Before Prog 

MSA Recode 

25.3% 100.0% 

% within SCAS Change 100.0% 100.0% 
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TABLE K.3. Previous MSA and SCAS change with alpha level. 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 5.567a 6 .473 

Likelihood Ratio 5.945 6 .429 

Linear-by-Linear Association 2.502 1 .114 

N of Valid Cases 91   

a. 6 cells (50.0%) have expected count less than 5. The minimum expected count is .40. 

  

Due to the fact that there were only three responses in the column ‘decrease’ in 

the variable SCAS change, another Pearson Chi Square test was performed with that 

column deleted. The additional Pearson Chi Square test also failed to reject the 

independence of the two variables, χ2(3, N = 88) = 3.28, p =.35. 

Previous MSA and SCAS change minus decrease with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 3.277a 3 .351 

Likelihood Ratio 3.176 3 .365 

Linear-by-Linear Association 2.871 1 .090 

N of Valid Cases 88   

a. 2 cells (25.0%) have expected count less than 5. The minimum expected count is 3.14. 
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APPENDIX L: Previous exposure to SCA and ending SCAS 

Previous SCA and SCAS ending 

Descriptive Statistics 

Dependent Variable:SCAS end SUM 

SCA 

Before 

Program Mean Std. Deviation N 

yes 67.8293 14.94808 41 

no 68.1591 16.28374 44 

Total 68.0000 15.56171 85 

 

Previous SCA and SCAS ending with alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:SCAS end SUM 

Source 

Type III Sum of 

Squares df Mean Square F Sig. 

Corrected Model 2.309a 1 2.309 .009 .923 

Intercept 392483.203 1 392483.203 1601.603 .000 

BeforeProgramSCA 2.309 1 2.309 .009 .923 

Error 20339.691 83 245.057   

Total 413382.000 85    

Corrected Total 20342.000 84    

a. R Squared = .000 (Adjusted R Squared = -.012) 
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APPENDIX M: Previous exposure to SCA and SCAS change 

Previous SCA and SCAS change 

SCA Before Program * SCAS Change Crosstabulation 

   SCAS Change  

   

decrease 

some 

increase 

great 

increase Total 

SCA Before 

Program 

yes Count 1 33 7 41 

% within SCA Before 

Program 

2.4% 80.5% 17.1% 100.0% 

% within SCAS 

Change 

33.3% 54.1% 33.3% 48.2% 

no Count 2 28 14 44 

% within SCA Before 

Program 

4.5% 63.6% 31.8% 100.0% 

% within SCAS 

Change 

66.7% 45.9% 66.7% 51.8% 

 Total Count 3 61 21 85 

% within SCA Before 

Program 

3.5% 71.8% 24.7% 100.0% 

% within SCAS 

Change 

100.0% 100.0% 100.0% 100.0% 

 

Previous SCA and SCAS change with alpha level 
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Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 2.974a 2 .226 

Likelihood Ratio 3.023 2 .221 

Linear-by-Linear Association .652 1 .420 

N of Valid Cases 85   

a. 2 cells (33.3%) have expected count less than 5. The minimum expected count is 1.45. 

 

Due to the fact that there were only three responses in the column ‘decrease’ in 

the variable SCAS change in this analysis, an additional Pearson Chi Square test was 

performed without the column ‘decrease.’ The test failed to reject the independence of 

the two variables (p = .13 in Fisher’s Exact Test). 

Previous SCA and SCAS change minus decrease  

SCA Before Program * SCAS Change Crosstabulation 

   SCAS Change  

   some 

increase 

great 

increase Total 

SCA Before 

Program 

yes Count 33 7 40 

% within SCA Before 

Program 

82.5% 17.5% 100.0% 

% within SCAS Change 54.1% 33.3% 48.8% 

no Count 28 14 42 
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% within SCA Before 

Program 

66.7% 33.3% 100.0% 

% within SCAS Change 45.9% 66.7% 51.2% 

 Total Count 61 21 82 

% within SCA Before 

Program 

74.4% 25.6% 100.0% 

% within SCAS Change 100.0% 100.0% 100.0% 

 

Previous SCA and SCAS change minus decrease with alpha level 

Chi-Square Tests 

 

Value df 

Asymp. Sig. 

(2-sided) 

Exact Sig. 

(2-sided) 

Exact Sig. 

(1-sided) 

Pearson Chi-Square 2.696a 1 .101   

Continuity Correctionb 1.929 1 .165   

Likelihood Ratio 2.740 1 .098   

Fisher's Exact Test    .131 .082 

Linear-by-Linear 

Association 

2.663 1 .103 
  

N of Valid Cases 82     

a. 0 cells (.0%) have expected count less than 5. The minimum expected count is 

10.24. 

b. Computed only for a 2x2 table 
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APPENDIX N: Program country and interaction 

Program country and interaction 

Descriptive Statistics 

Dependent Variable:Interaction 

Country 

Recode 2 Mean Std. Deviation N 

Egypt 22.0714 5.49025 28 

Jordan 22.6250 4.58803 16 

Morocco 18.8462 5.20970 13 

Syria 22.3333 6.51007 15 

Yemen 20.4000 4.61519 5 

Total 21.5844 5.46605 77 

 

Program country and interaction with alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:Interaction 

Source 

Type III Sum 

of Squares df Mean Square F Sig. 

Corrected Model 136.869a 4 34.217 1.155 .338 

Intercept 25564.661 1 25564.661 862.605 .000 

Country 2 136.869 4 34.217 1.155 .338 

Error 2133.833 72 29.637   

Total 38144.000 77    

Corrected Total 2270.701 76    
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Tests of Between-Subjects Effects 

Dependent Variable:Interaction 

Source 

Type III Sum 

of Squares df Mean Square F Sig. 

Corrected Model 136.869a 4 34.217 1.155 .338 

Intercept 25564.661 1 25564.661 862.605 .000 

Country 2 136.869 4 34.217 1.155 .338 

Error 2133.833 72 29.637   

Total 38144.000 77    

Corrected Total 2270.701 76    

a. R Squared = .060 (Adjusted R Squared = .008) 
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APPENDIX O: Age and MSA contact hours 

Age and MSA communication  

Age Groups * MSA free Recode Crosstabulation 

   MSA free Recode  

   

zero to three four to seven 

eight to ten or 

more Total 

Age Groups 18-24 Count 29 5 7 41 

% within Age Groups 70.7% 12.2% 17.1% 100.0% 

% within MSA free 

Recode 

46.0% 45.5% 70.0% 48.8% 

25-31 Count 28 6 2 36 

% within Age Groups 77.8% 16.7% 5.6% 100.0% 

% within MSA free 

Recode 

44.4% 54.5% 20.0% 42.9% 

32-38 Count 6 0 1 7 

% within Age Groups 85.7% .0% 14.3% 100.0% 

% within MSA free 

Recode 

9.5% .0% 10.0% 8.3% 

 Total Count 63 11 10 84 

% within Age Groups 75.0% 13.1% 11.9% 100.0% 

% within MSA free 

Recode 

100.0% 100.0% 100.0% 100.0% 

 

Age and MSA communication with alpha level.   
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Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 3.709a 4 .447 

Likelihood Ratio 4.786 4 .310 

Linear-by-Linear Association 1.215 1 .270 

N of Valid Cases 84   

a. 5 cells (55.6%) have expected count less than 5. The minimum expected count is .83. 
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APPENDIX P: Age and SCA contact hours 

Age and SCA communication  

Age Groups * SCA free Recode Crosstabulation 

   SCA free Recode  

   

zero to three four to seven 

eight to ten or 

more Total 

Age Groups 18-24 Count 20 3 17 40 

% within Age Groups 50.0% 7.5% 42.5% 100.0% 

% within SCA free 

Recode 

51.3% 23.1% 53.1% 47.6% 

25-31 Count 17 9 11 37 

% within Age Groups 45.9% 24.3% 29.7% 100.0% 

% within SCA free 

Recode 

43.6% 69.2% 34.4% 44.0% 

32-38 Count 2 1 4 7 

% within Age Groups 28.6% 14.3% 57.1% 100.0% 

% within SCA free 

Recode 

5.1% 7.7% 12.5% 8.3% 

 Total Count 39 13 32 84 

% within Age Groups 46.4% 15.5% 38.1% 100.0% 

% within SCA free 

Recode 

100.0% 100.0% 100.0% 100.0% 

 

Age and SCA communication with alpha level 
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Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 5.665a 4 .226 

Likelihood Ratio 5.809 4 .214 

Linear-by-Linear Association .175 1 .675 

N of Valid Cases 84   

a. 3 cells (33.3%) have expected count less than 5. The minimum expected count is 1.08. 
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APPENDIX Q: Age and SCAS change 

Age and SCAS change acculturation 

Age Groups * SCAS Change Crosstabulation 

   SCAS Change  

   decrease some increase great increase Total 

Age Groups 18-24 Count 1 29 11 41 

% within Age Groups 2.4% 70.7% 26.8% 100.0% 

% within SCAS Change 33.3% 43.9% 47.8% 44.6% 

25-31 Count 2 31 9 42 

% within Age Groups 4.8% 73.8% 21.4% 100.0% 

% within SCAS Change 66.7% 47.0% 39.1% 45.7% 

32-38 Count 0 6 3 9 

% within Age Groups .0% 66.7% 33.3% 100.0% 

% within SCAS Change .0% 9.1% 13.0% 9.8% 

 Total Count 3 66 23 92 

% within Age Groups 3.3% 71.7% 25.0% 100.0% 

% within SCAS Change 100.0% 100.0% 100.0% 100.0% 

 

Age and SCAS change acculturation 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 1.251a 4 .870 

Likelihood Ratio 1.503 4 .826 
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Linear-by-Linear Association .001 1 .981 

N of Valid Cases 92   

a. 4 cells (44.4%) have expected count less than 5. The minimum expected count is .29. 

 

 Due to the fact that there were only 3 responses in the column ‘decrease’ for 

SCAS change, an additional Pearson Chi Square test was performed without that column. 

Tables 40 and 41 show the results of this analysis (N = 89). The test, however, failed to 

reject the independence of the two variables, χ2(2, N = 89) = .55, p =.76. 

Age and SCAS change without decrease 

Age Groups * SCAS Change Crosstabulation 

   SCAS Change  

   some increase great increase Total 

Age Groups 18-24 Count 29 11 40 

% within Age Groups 72.5% 27.5% 100.0% 

% within SCAS Change 43.9% 47.8% 44.9% 

25-31 Count 31 9 40 

% within Age Groups 77.5% 22.5% 100.0% 

% within SCAS Change 47.0% 39.1% 44.9% 

32-38 Count 6 3 9 

% within Age Groups 66.7% 33.3% 100.0% 

% within SCAS Change 9.1% 13.0% 10.1% 

 Total Count 66 23 89 
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% within Age Groups 74.2% 25.8% 100.0% 

% within SCAS Change 100.0% 100.0% 100.0% 

 

Age and SCAS change without decrease with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square .554a 2 .758 

Likelihood Ratio .546 2 .761 

Linear-by-Linear Association .000 1 .997 

N of Valid Cases 89   

a. 1 cells (16.7%) have expected count less than 5. The minimum expected count is 2.33. 
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APPENDIX R: Age and interaction 

Age and interaction  

Descriptive Statistics 

Dependent Variable:Interaction 

Age Groups Mean Std. Deviation N 

18-24 20.9268 5.17876 41 

25-31 21.2308 4.87993 39 

32-38 19.3333 11.57584 9 

Total 20.8989 5.91232 89 

 

Age and interaction with alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:Interaction 

Source 

Type III Sum of 

Squares df Mean Square F Sig. 

Corrected Model 26.386a 2 13.193 .372 .690 

Intercept 23464.558 1 23464.558 661.688 .000 

AgeGroups 26.386 2 13.193 .372 .690 

Error 3049.704 86 35.462   

Total 41948.000 89    

Corrected Total 3076.090 88    

a. R Squared = .009 (Adjusted R Squared = -.014) 
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APPENDIX S: Gender and MSA contact hours 

Gender and MSA communication 

Gender * MSA free Recode Crosstabulation 

   MSA free Recode  

   

zero to three four to seven 

eight to ten or 

more Total 

Gender female Count 36 6 6 48 

% within Gender 75.0% 12.5% 12.5% 100.0% 

% within MSA free 

Recode 

57.1% 54.5% 66.7% 57.8% 

male Count 27 5 3 35 

% within Gender 77.1% 14.3% 8.6% 100.0% 

% within MSA free 

Recode 

42.9% 45.5% 33.3% 42.2% 

 Total Count 63 11 9 83 

% within Gender 75.9% 13.3% 10.8% 100.0% 

% within MSA free 

Recode 

100.0% 100.0% 100.0% 100.0% 

 

Gender and MSA communication  

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square .349a 2 .840 

Likelihood Ratio .356 2 .837 
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Linear-by-Linear Association .166 1 .684 

N of Valid Cases 83   

a. 2 cells (33.3%) have expected count less than 5. The minimum expected count is 3.80. 
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APPENDIX T: Gender and SCA contact hours 

Gender and SCA communication  

Gender * SCA free Recode Crosstabulation 

   SCA free Recode  

   

zero to three four to seven 

eight to ten or 

more Total 

Gender female Count 21 10 16 47 

% within Gender 44.7% 21.3% 34.0% 100.0% 

% within SCA free 

Recode 

55.3% 76.9% 50.0% 56.6% 

male Count 17 3 16 36 

% within Gender 47.2% 8.3% 44.4% 100.0% 

% within SCA free 

Recode 

44.7% 23.1% 50.0% 43.4% 

 Total Count 38 13 32 83 

% within Gender 45.8% 15.7% 38.6% 100.0% 

% within SCA free 

Recode 

100.0% 100.0% 100.0% 100.0% 

 

Gender and SCA communication with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 2.781a 2 .249 

Likelihood Ratio 2.936 2 .230 
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Linear-by-Linear Association .148 1 .700 

N of Valid Cases 83   

a. 0 cells (.0%) have expected count less than 5. The minimum expected count is 5.64. 
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APPENDIX U: Gender and SCAS change 

Gender and SCAS change 

Gender * SCAS Change Crosstabulation 

   SCAS Change  

   decrease some increase great increase Total 

Gender female Count 3 37 14 54 

% within Gender 5.6% 68.5% 25.9% 100.0% 

% within SCAS 

Change 

100.0% 56.9% 60.9% 59.3% 

male Count 0 28 9 37 

% within Gender .0% 75.7% 24.3% 100.0% 

% within SCAS 

Change 

.0% 43.1% 39.1% 40.7% 

 Total Count 3 65 23 91 

% within Gender 3.3% 71.4% 25.3% 100.0% 

% within SCAS 

Change 

100.0% 100.0% 100.0% 100.0% 

 

Gender and SCAS change with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 2.235a 2 .327 

Likelihood Ratio 3.310 2 .191 
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Linear-by-Linear Association .562 1 .454 

N of Valid Cases 91   

a. 2 cells (33.3%) have expected count less than 5. The minimum expected count is 1.22. 

 

 Due to the fact that there were only three responses in the column ‘decrease’ in 

the variable SCAS change, an additional Pearson Chi Square test was performed without 

that column. The test failed to reject the independence of the two variables at a level of p 

< .05 (p=.81 in Fisher’s Exact Test). 

Gender and SCAS change no decrease 

Gender * SCAS Change Crosstabulation 

   SCAS Change  

   some increase great increase Total 

Gender female Count 37 14 51 

% within Gender 72.5% 27.5% 100.0% 

% within SCAS Change 56.9% 60.9% 58.0% 

male Count 28 9 37 

% within Gender 75.7% 24.3% 100.0% 

% within SCAS Change 43.1% 39.1% 42.0% 

 Total Count 65 23 88 

% within Gender 73.9% 26.1% 100.0% 

% within SCAS Change 100.0% 100.0% 100.0% 

 

Gender and SCAS chance no decrease with alpha level 
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Chi-Square Tests 

 

Value df 

Asymp. Sig. 

(2-sided) 

Exact Sig. (2-

sided) 

Exact Sig. (1-

sided) 

Pearson Chi-Square .109a 1 .742   

Continuity Correctionb .007 1 .933   

Likelihood Ratio .109 1 .741   

Fisher's Exact Test    .809 .469 

Linear-by-Linear 

Association 

.107 1 .743 
  

N of Valid Cases 88     

a. 0 cells (.0%) have expected count less than 5. The minimum expected count is 9.67. 

b. Computed only for a 2x2 table 
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APPENDIX V: Gender and interaction 

Gender and interaction 

Descriptive Statistics 

Dependent Variable:Interaction 

Gender Mean Std. Deviation N 

female 20.2264 5.67261 53 

male 21.9143 6.28430 35 

Total 20.8977 5.94620 88 

 

Gender and interaction with alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:Interaction 

Source 

Type III Sum of 

Squares df Mean Square F Sig. 

Corrected Model 60.054a 1 60.054 1.712 .194 

Intercept 37433.872 1 37433.872 1067.402 .000 

Gender 60.054 1 60.054 1.712 .194 

Error 3016.026 86 35.070   

Total 41507.000 88    

Corrected Total 3076.080 87    

a. R Squared = .020 (Adjusted R Squared = .008) 
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APPENDIX W: MSA contact hours and interaction 

MSA communication and interaction  

Descriptive Statistics 

Dependent Variable:Interaction 

MSA free Recode Mean Std. Deviation N 

zero to three 20.7167 5.39960 60 

four to seven 18.9000 5.78216 10 

eight to ten or more 20.5000 6.72062 10 

Total 20.4625 5.57559 80 

 

MSA communication and interaction with alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:Interaction 

Source 

Type III Sum 

of Squares df Mean Square F Sig. 

Corrected Model 28.304a 2 14.152 .449 .640 

Intercept 16680.063 1 16680.063 529.071 .000 

MSAfreeRecode 28.304 2 14.152 .449 .640 

Error 2427.583 77 31.527   

Total 35953.000 80    

Corrected Total 2455.888 79    

a. R Squared = .012 (Adjusted R Squared = -.014) 
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APPENDIX X: SCA contact hours and SCAS change 

SCA communication and SCAS change  

SCA free Recode * SCAS Change Crosstabulation 

   SCAS Change  

   decreas

e 

some 

increase 

great 

increase Total 

SCA free 

Recode 

zero to three Count 2 30 7 39 

% within SCA free 

Recode 

5.1% 76.9% 17.9% 100.0% 

% within SCAS 

Change 

66.7% 50.8% 35.0% 47.6% 

four to seven Count 1 7 4 12 

% within SCA free 

Recode 

8.3% 58.3% 33.3% 100.0% 

% within SCAS 

Change 

33.3% 11.9% 20.0% 14.6% 

eight to ten or 

more 

Count 0 22 9 31 

% within SCA free 

Recode 

.0% 71.0% 29.0% 100.0% 

% within SCAS 

Change 

.0% 37.3% 45.0% 37.8% 

 Total Count 3 59 20 82 

% within SCA free 

Recode 

3.7% 72.0% 24.4% 100.0% 
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SCA free Recode * SCAS Change Crosstabulation 

   SCAS Change  

   decreas

e 

some 

increase 

great 

increase Total 

SCA free 

Recode 

zero to three Count 2 30 7 39 

% within SCA free 

Recode 

5.1% 76.9% 17.9% 100.0% 

% within SCAS 

Change 

66.7% 50.8% 35.0% 47.6% 

four to seven Count 1 7 4 12 

% within SCA free 

Recode 

8.3% 58.3% 33.3% 100.0% 

% within SCAS 

Change 

33.3% 11.9% 20.0% 14.6% 

eight to ten or 

more 

Count 0 22 9 31 

% within SCA free 

Recode 

.0% 71.0% 29.0% 100.0% 

% within SCAS 

Change 

.0% 37.3% 45.0% 37.8% 

 Total Count 3 59 20 82 

% within SCA free 

Recode 

3.7% 72.0% 24.4% 100.0% 

% within SCAS 

Change 

100.0% 100.0% 100.0% 100.0% 
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SCA communication and SCAS change with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 3.859a 4 .425 

Likelihood Ratio 4.805 4 .308 

Linear-by-Linear Association 2.144 1 .143 

N of Valid Cases 82   

a. 4 cells (44.4%) have expected count less than 5. The minimum expected count is .44. 

 

Due to the fact that there were only three responses in the column ‘decrease’ in 

the variable SCAS change, an additional Pearson Chi Square test was performed without 

that column. The additional Pearson Chi Square test failed to reject the independence of 

the two variables, χ2(2, N = 79) = 1.74, p  = .42. 

SCA communication and SCAS change without decrease 

SCA free Recode * SCAS Change Crosstabulation 

   SCAS Change  

   some 

increase 

great 

increase Total 

SCA free 

Recode 

zero to three Count 30 7 37 

% within SCA free 

Recode 

81.1% 18.9% 100.0% 

% within SCAS 

Change 

50.8% 35.0% 46.8% 
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four to seven Count 7 4 11 

% within SCA free 

Recode 

63.6% 36.4% 100.0% 

% within SCAS 

Change 

11.9% 20.0% 13.9% 

eight to ten or 

more 

Count 22 9 31 

% within SCA free 

Recode 

71.0% 29.0% 100.0% 

% within SCAS 

Change 

37.3% 45.0% 39.2% 

 Total Count 59 20 79 

% within SCA free 

Recode 

74.7% 25.3% 100.0% 

% within SCAS 

Change 

100.0% 100.0% 100.0% 

 

SCA communication and SCAS change without decrease with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 1.737a 2 .420 

Likelihood Ratio 1.729 2 .421 

Linear-by-Linear Association .957 1 .328 

N of Valid Cases 79   

a. 1 cells (16.7%) have expected count less than 5. The minimum expected count is 2.78. 
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APPENDIX Y: Proficiency change and gender 

Proficiency change and gender 

Gender * Proficiency Change Crosstabulation 

   Proficiency Change  

   one or two 

levels 

three or four 

levels 

five or more 

levels Total 

Gender female Count 35 10 3 48 

% within Gender 72.9% 20.8% 6.3% 100.0% 

% within Proficiency 

Change 

62.5% 41.7% 60.0% 56.5% 

male Count 21 14 2 37 

% within Gender 56.8% 37.8% 5.4% 100.0% 

% within Proficiency 

Change 

37.5% 58.3% 40.0% 43.5% 

 Total Count 56 24 5 85 

% within Gender 65.9% 28.2% 5.9% 100.0% 

% within Proficiency 

Change 

100.0% 100.0% 100.0% 100.0% 

 

Proficiency change and gender and alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 2.993a 2 .224 

Likelihood Ratio 2.981 2 .225 
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Linear-by-Linear Association 1.354 1 .245 

N of Valid Cases 85   

a. 2 cells (33.3%) have expected count less than 5. The minimum expected count is 2.18. 
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APPENDIX Z: Proficiency change and age 

Proficiency change and age 

Descriptive Statistics 

Dependent Variable:Age 

Proficiency Change Mean Std. Deviation N 

one or two levels 25.2105 4.30837 57 

three or four levels 24.5417 4.34370 24 

five or more levels 28.2000 3.83406 5 

Total 25.1977 4.32182 86 

 

Proficiency and age and alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:Age 

Source 

Type III Sum of 

Squares df Mean Square F Sig. 

Corrected Model 55.408a 2 27.704 1.501 .229 

Intercept 23442.506 1 23442.506 1269.865 .000 

ProficiencyChange 55.408 2 27.704 1.501 .229 

Error 1532.232 83 18.461   

Total 56191.000 86    

Corrected Total 1587.640 85    

a. R Squared = .035 (Adjusted R Squared = .012) 
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APPENDIX AA: Proficiency change and living arrangement 

Proficiency change and living arrangement 

Living Arrangement * Proficiency Change no triple nine Crosstabulation 

   Proficiency Change no 

triple nine  

   one or two 

levels 

three or four 

levels Total 

Living 

Arrangement 

Home stay Count 9 6 15 

% within Living 

Arrangement 

60.0% 40.0% 100.0% 

% within Proficiency 

Change no triple nine 

16.7% 31.6% 20.5% 

apt with native Count 5 0 5 

% within Living 

Arrangement 

100.0% .0% 100.0% 

% within Proficiency 

Change no triple nine 

9.3% .0% 6.8% 

apt with non 

native 

Count 28 9 37 

% within Living 

Arrangement 

75.7% 24.3% 100.0% 

% within Proficiency 

Change no triple nine 

51.9% 47.4% 50.7% 

apt with mix Count 4 2 6 

% within Living 

Arrangement 

66.7% 33.3% 100.0% 
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% within Proficiency 

Change no triple nine 

7.4% 10.5% 8.2% 

other Count 8 2 10 

% within Living 

Arrangement 

80.0% 20.0% 100.0% 

% within Proficiency 

Change no triple nine 

14.8% 10.5% 13.7% 

 Total Count 54 19 73 

% within Living 

Arrangement 

74.0% 26.0% 100.0% 

% within Proficiency 

Change no triple nine 

100.0% 100.0% 100.0% 

 

Proficiency change and living arrangement with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 3.691a 4 .449 

Likelihood Ratio 4.817 4 .307 

Linear-by-Linear Association .624 1 .430 

N of Valid Cases 73   

a. 6 cells (60.0%) have expected count less than 5. The minimum expected count is 1.30. 
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APPENDIX AB: Proficiency change and amount of Arabic at home 

Proficiency change and amount of Arabic at home 

Descriptive Statistics 

Dependent Variable:Amount 

Proficiency Change Mean Std. Deviation N 

one or two levels 25.2449 26.21985 49 

three or four levels 35.5500 32.50826 20 

five or more levels 47.5000 49.91660 4 

Total 29.2877 29.68935 73 

 

Proficiency change and amount of Arabic at home with alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:Amount 

Source 

Type III Sum 

of Squares df 

Mean 

Square F Sig. 

Corrected Model 2911.948a 2 1455.974 1.683 .193 

Intercept 36602.641 1 36602.641 42.313 .000 

ProficiencyChan

ge 

2911.948 2 1455.974 1.683 .193 

Error 60553.011 70 865.043   

Total 126082.000 73    

Corrected Total 63464.959 72    

a. R Squared = .046 (Adjusted R Squared = .019) 
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Due to the fact that there were less than five responses in the row ‘five or more levels’ in 

the variable proficiency change, an additional GLM was performed without that row. The 

analysis again failed to find significance, F(1, 67) = 1.90, p = .17. 
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APPENDIX AC: Proficiency change and interaction 

Proficiency change and cultural interaction 

Descriptive Statistics 

Dependent Variable:Interaction 

Proficiency Change Mean Std. Deviation N 

one or two levels 20.7143 6.22521 56 

three or four levels 21.1429 4.50872 21 

five or more levels 18.2500 10.30776 4 

Total 20.7037 6.00509 81 

 

Proficiency and cultural interaction with alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:Interaction 

Source 

Type III Sum of 

Squares df Mean Square F Sig. 

Corrected Model 28.139a 2 14.069 .384 .682 

Intercept 11452.112 1 11452.112 312.686 .000 

ProficiencyChange 28.139 2 14.069 .384 .682 

Error 2856.750 78 36.625   

Total 37605.000 81    

Corrected Total 2884.889 80    

a. R Squared = .010 (Adjusted R Squared = -.016) 
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 Due to the fact that there less than five responses in the row ‘five or more levels’ 

in proficiency change, an additional GLM was performed without this data. The 

additional GLM also failed to reject the equality of the means, F(1, 75) = .08, p = .77.   



 

 

319

 
 

APPENDIX AD: Proficiency change and cultural resources 

Proficiency and cultural resources 

Descriptive Statistics 

Dependent Variable:cultural resources 

Proficiency Change Mean Std. Deviation N 

one or two levels 15.4107 5.00101 56 

three or four levels 14.6190 3.00793 21 

five or more levels 14.0000 7.87401 4 

Total 15.1358 4.68709 81 

  

Proficiency and cultural resources and alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:cultural resources 

Source 

Type III Sum of 

Squares df Mean Square F Sig. 

Corrected Model 15.000a 2 7.500 .336 .716 

Intercept 6145.059 1 6145.059 275.072 .000 

ProficiencyChange 15.000 2 7.500 .336 .716 

Error 1742.506 78 22.340   

Total 20314.000 81    

Corrected Total 1757.506 80    

a. R Squared = .009 (Adjusted R Squared = -.017) 
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 Due to the fact that there were less than five responses in the row ‘five or more 

levels’ in proficiency change, an additional GLM was performed without those data. The 

additional GLM failed to reject the equality of the means, F(1, 75) = .46, p = .50.  
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APPENDIX AE: Identifying with Americans and host nationals 

Acculturation Index correlation 

Correlations 

  Acculturation AMs Acculturation HCs 

Acculturation AMs Pearson Correlation 1 .005 

Sig. (2-tailed)  .967 

N 81 81 

Acculturation HCs Pearson Correlation .005 1 

Sig. (2-tailed) .967  

N 81 81 

 

Acculturation Index correlation means 

Descriptive Statistics 

 Mean Std. Deviation N 

Acculturation AMs 31.4815 12.19232 81 

Acculturation HCs 51.1358 12.19401 81 
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APPENDIX AF: Identity and proficiency – Americans with Americans 

Proficiency change and identity – Americans with Americans 

Descriptive Statistics 

Dependent Variable:Acculturation AMs 

Proficiency Change Mean Std. Deviation N 

one or two levels 33.1837 12.46106 49 

three or four levels 28.5789 11.87114 19 

five or more levels 25.4000 14.17039 5 

Total 31.4521 12.51670 73 

 

Proficiency change and identity – Americans with Americans with alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:Acculturation AMs 

Source 

Type III Sum 

of Squares df Mean Square F Sig. 

Corrected Model 486.904a 2 243.452 1.579 .213 

Intercept 27824.969 1 27824.969 180.461 .000 

ProficiencyChange 486.904 2 243.452 1.579 .213 

Error 10793.179 70 154.188   

Total 83494.000 73    

Corrected Total 11280.082 72    

a. R Squared = .043 (Adjusted R Squared = .016) 
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APPENDIX AG: Proficiency change and identity – Americans with host nationals 

Proficiency change and identity – Americans with host nationals 

Descriptive Statistics 

Dependent Variable:Acculturation HCs 

Proficiency Change Mean Std. Deviation N 

one or two levels 52.0000 12.10888 49 

three or four levels 51.1579 11.50489 19 

five or more levels 53.2000 16.99117 5 

Total 51.8630 12.13044 73 

 

Proficiency change and identity – Americans with host nationals with alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:Acculturation HCs 

Source 

Type III Sum of 

Squares df Mean Square F Sig. 

Corrected Model 19.304a 2 9.652 .064 .938 

Intercept 89539.314 1 89539.314 592.677 .000 

ProficiencyChange 19.304 2 9.652 .064 .938 

Error 10575.326 70 151.076   

Total 206948.000 73    

Corrected Total 10594.630 72    

a. R Squared = .002 (Adjusted R Squared = -.027) 
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APPENDIX AH: Program country and MSA ridicule 

Program country and MSA ridicule 

Country Recode 2 * Ridicule MSA Recode Crosstabulation 

   Ridicule MSA Recode  

   

Agree 

Neither agree 

nor disagree Disagree Total 

Country Recode 2 Egypt Count 11 7 9 27 

% within Country 

Recode 2 

40.7% 25.9% 33.3% 100.0% 

% within Ridicule MSA 

Recode 

45.8% 30.4% 30.0% 35.1% 

Jordan Count 5 7 4 16 

% within Country 

Recode 2 

31.3% 43.8% 25.0% 100.0% 

% within Ridicule MSA 

Recode 

20.8% 30.4% 13.3% 20.8% 

Morocco Count 4 4 5 13 

% within Country 

Recode 2 

30.8% 30.8% 38.5% 100.0% 

% within Ridicule MSA 

Recode 

16.7% 17.4% 16.7% 16.9% 

Syria Count 4 4 7 15 

% within Country 

Recode 2 

26.7% 26.7% 46.7% 100.0% 
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% within Ridicule MSA 

Recode 

16.7% 17.4% 23.3% 19.5% 

Yemen Count 0 1 5 6 

% within Country 

Recode 2 

.0% 16.7% 83.3% 100.0% 

% within Ridicule MSA 

Recode 

.0% 4.3% 16.7% 7.8% 

 Total Count 24 23 30 77 

% within Country 

Recode 2 

31.2% 29.9% 39.0% 100.0% 

% within Ridicule MSA 

Recode 

100.0% 100.0% 100.0% 100.0% 

 

Program country and MSA ridicule with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 8.621a 8 .375 

Likelihood Ratio 9.732 8 .284 

Linear-by-Linear Association 4.783 1 .029 

N of Valid Cases 77   

a. 9 cells (60.0%) have expected count less than 5. The minimum expected count is 1.79. 
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APPENDIX AI: Program country and SCA ridicule 

Program country and SCA ridicule 

Country Recode 2 * Ridicule SCA Recode Crosstabulation 

   Ridicule SCA Recode  

   

Agree 

Neither agree 

nor disagree Disagree Total 

Country Recode 

2 

Egypt Count 3 2 23 28 

% within Country 

Recode 2 

10.7% 7.1% 82.1% 100.0% 

% within Ridicule SCA 

Recode 

75.0% 28.6% 34.8% 36.4% 

Jordan Count 0 3 13 16 

% within Country 

Recode 2 

.0% 18.8% 81.3% 100.0% 

% within Ridicule SCA 

Recode 

.0% 42.9% 19.7% 20.8% 

Morocco Count 1 1 11 13 

% within Country 

Recode 2 

7.7% 7.7% 84.6% 100.0% 

% within Ridicule SCA 

Recode 

25.0% 14.3% 16.7% 16.9% 

Syria Count 0 1 14 15 

% within Country 

Recode 2 

.0% 6.7% 93.3% 100.0% 
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% within Ridicule SCA 

Recode 

.0% 14.3% 21.2% 19.5% 

Yemen Count 0 0 5 5 

% within Country 

Recode 2 

.0% .0% 100.0% 100.0% 

% within Ridicule SCA 

Recode 

.0% .0% 7.6% 6.5% 

 Total Count 4 7 66 77 

% within Country 

Recode 2 

5.2% 9.1% 85.7% 100.0% 

% within Ridicule SCA 

Recode 

100.0% 100.0% 100.0% 100.0% 

 

Program country and SCA ridicule with alpha level 

Chi-Square Tests 

 

Value df 

Asymp. Sig. (2-

sided) 

Pearson Chi-Square 6.308a 8 .613 

Likelihood Ratio 7.847 8 .449 

Linear-by-Linear Association 2.443 1 .118 

N of Valid Cases 77   

a. 11 cells (73.3%) have expected count less than 5. The minimum expected 

count is .26. 
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Due to the fact that there were less than five responses in the column ‘agree’ in 

the variable regarding ridicule and SCA, an additional Pearson Chi Square was 

performed without that column. The additional test failed again to reject the equality of 

the means, χ2(8, N = 73) = 2.32, p = .68.  
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APPENDIX AJ: Age and MSA desire 

Age and MSA desire 

Descriptive Statistics 

Dependent Variable:MSA desire 

Age Groups Mean Std. Deviation N 

18-24 3.8049 1.93932 41 

25-31 3.6585 1.72641 41 

32-38 3.1250 1.72689 8 

Total 3.6778 1.81645 90 

 

Age and MSA desire with alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:MSA desire 

Source 

Type III Sum 

of Squares df Mean Square F Sig. 

Corrected Model 3.122a 2 1.561 .467 .628 

Intercept 645.150 1 645.150 193.190 .000 

AgeGroups 3.122 2 1.561 .467 .628 

Error 290.534 87 3.339   

Total 1511.000 90    

Corrected Total 293.656 89    

a. R Squared = .011 (Adjusted R Squared = -.012) 
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APPENDIX AK: Age and SCA desire 

Age and SCA desire 

Descriptive Statistics 

Dependent Variable:SCA desire 

Age Groups Mean Std. Deviation N 

18-24 4.4250 2.19425 40 

25-31 4.3171 2.40249 41 

32-38 4.2222 1.98606 9 

Total 4.3556 2.25015 90 

 

Age and SCA desire with alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:SCA desire 

Source 

Type III Sum 

of Squares df 

Mean 

Square F Sig. 

Corrected 

Model 

.414a 2 .207 .040 .961 

Intercept 1047.175 1 1047.175 202.360 .000 

AgeGroups .414 2 .207 .040 .961 

Error 450.209 87 5.175   

Total 2158.000 90    

Corrected Total 450.622 89    

a. R Squared = .001 (Adjusted R Squared = -.022) 
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APPENDIX AL: Age and MSA ridicule 

Age and MSA ridicule 

Age Groups * Ridicule MSA Recode Crosstabulation 

   Ridicule MSA Recode  

   

Agree 

Neither agree 

nor disagree Disagree Total 

Age Groups 18-24 Count 15 13 12 40 

% within Age Groups 37.5% 32.5% 30.0% 100.0% 

% within Ridicule MSA 

Recode 

48.4% 52.0% 36.4% 44.9% 

25-31 Count 13 11 17 41 

% within Age Groups 31.7% 26.8% 41.5% 100.0% 

% within Ridicule MSA 

Recode 

41.9% 44.0% 51.5% 46.1% 

32-38 Count 3 1 4 8 

% within Age Groups 37.5% 12.5% 50.0% 100.0% 

% within Ridicule MSA 

Recode 

9.7% 4.0% 12.1% 9.0% 

 Total Count 31 25 33 89 

% within Age Groups 34.8% 28.1% 37.1% 100.0% 

% within Ridicule MSA 

Recode 

100.0% 100.0% 100.0% 100.0% 

 

Age and MSA ridicule 
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Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 2.319a 4 .677 

Likelihood Ratio 2.484 4 .647 

Linear-by-Linear Association .840 1 .359 

N of Valid Cases 89   

a. 3 cells (33.3%) have expected count less than 5. The minimum expected count is 2.25. 
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APPENDIX AM: Age and SCA ridicule 

Age and SCA ridicule 

Age Groups * Ridicule SCA Recode Crosstabulation 

   Ridicule SCA Recode  

   

Agree 

Neither agree 

nor disagree Disagree Total 

Age Groups 18-24 Count 3 5 32 40 

% within Age Groups 7.5% 12.5% 80.0% 100.0% 

% within Ridicule SCA 

Recode 

75.0% 55.6% 42.1% 44.9% 

25-31 Count 1 3 36 40 

% within Age Groups 2.5% 7.5% 90.0% 100.0% 

% within Ridicule SCA 

Recode 

25.0% 33.3% 47.4% 44.9% 

32-38 Count 0 1 8 9 

% within Age Groups .0% 11.1% 88.9% 100.0% 

% within Ridicule SCA 

Recode 

.0% 11.1% 10.5% 10.1% 

 Total Count 4 9 76 89 

% within Age Groups 4.5% 10.1% 85.4% 100.0% 

% within Ridicule SCA 

Recode 

100.0% 100.0% 100.0% 100.0% 

 

Age and SCA ridicule with alpha level 
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Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 2.315a 4 .678 

Likelihood Ratio 2.664 4 .616 

Linear-by-Linear Association 1.762 1 .184 

N of Valid Cases 89   

a. 6 cells (66.7%) have expected count less than 5. The minimum expected count is .40. 

 

 Due to the fact that there were less than five responses in the column ‘agree’ in 

the variable about ridicule and SCA, an additional test was performed without that 

column. The additional test again failed to reject the independence of the variables, χ2(2, 

N = 85) = .68, p = .71.  
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APPENDIX AN: Age and knowing MSA more useful 

Age and knowing MSA more useful 

Age Groups * Know MSA more useful Recode Crosstabulation 

   Know MSA more useful Recode  

   

Agree 

Neither agree 

nor disagree Disagree Total 

Age Groups 18-24 Count 3 8 30 41 

% within Age Groups 7.3% 19.5% 73.2% 100.0% 

% within Know MSA 

more useful Recode 

33.3% 36.4% 49.2% 44.6% 

25-31 Count 5 11 26 42 

% within Age Groups 11.9% 26.2% 61.9% 100.0% 

% within Know MSA 

more useful Recode 

55.6% 50.0% 42.6% 45.7% 

32-38 Count 1 3 5 9 

% within Age Groups 11.1% 33.3% 55.6% 100.0% 

% within Know MSA 

more useful Recode 

11.1% 13.6% 8.2% 9.8% 

 Total Count 9 22 61 92 

% within Age Groups 9.8% 23.9% 66.3% 100.0% 

% within Know MSA 

more useful Recode 

100.0% 100.0% 100.0% 100.0% 

 

Age and knowing MSA more useful with alpha level 
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Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 1.792a 4 .774 

Likelihood Ratio 1.789 4 .774 

Linear-by-Linear Association 1.392 1 .238 

N of Valid Cases 92   

a. 4 cells (44.4%) have expected count less than 5. The minimum expected count is .88. 
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APPENDIX AO: Gender and MSA desire 

Gender and MSA desire 

Descriptive Statistics 

Dependent Variable:MSA desire 

Gender Mean Std. Deviation N 

female 3.9038 1.93279 52 

male 3.3784 1.63896 37 

Total 3.6854 1.82530 89 

 

Gender and MSA desire with alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:MSA desire 

Source 

Type III Sum of 

Squares df Mean Square F Sig. 

Corrected Model 5.969a 1 5.969 1.808 .182 

Intercept 1146.419 1 1146.419 347.252 .000 

Gender 5.969 1 5.969 1.808 .182 

Error 287.222 87 3.301   

Total 1502.000 89    

Corrected Total 293.191 88    

a. R Squared = .020 (Adjusted R Squared = .009) 
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APPENDIX AP: Gender and SCA desire 

Gender and SCA desire 

Descriptive Statistics 

Dependent Variable:SCA desire 

Gender Mean Std. Deviation N 

female 4.0189 2.09845 53 

male 4.8056 2.42392 36 

Total 4.3371 2.25602 89 

 

Gender and SCA desire with alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:SCA desire 

Source 

Type III Sum 

of Squares df Mean Square F Sig. 

Corrected Model 13.268a 1 13.268 2.656 .107 

Intercept 1669.402 1 1669.402 334.172 .000 

Gender 13.268 1 13.268 2.656 .107 

Error 434.620 87 4.996   

Total 2122.000 89    

Corrected Total 447.888 88    

a. R Squared = .030 (Adjusted R Squared = .018) 
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APPENDIX AQ: Gender and MSA ridicule 

Gender and MSA ridicule  

Gender * Ridicule MSA Recode Crosstabulation 

   Ridicule MSA Recode  

   

Agree 

Neither agree 

nor disagree Disagree Total 

Gender female Count 23 14 16 53 

% within Gender 43.4% 26.4% 30.2% 100.0% 

% within Ridicule MSA 

Recode 

74.2% 56.0% 50.0% 60.2% 

male Count 8 11 16 35 

% within Gender 22.9% 31.4% 45.7% 100.0% 

% within Ridicule MSA 

Recode 

25.8% 44.0% 50.0% 39.8% 

 Total Count 31 25 32 88 

% within Gender 35.2% 28.4% 36.4% 100.0% 

% within Ridicule MSA 

Recode 

100.0% 100.0% 100.0% 100.0% 

 

Gender and MSA ridicule with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 4.108a 2 .128 

Likelihood Ratio 4.225 2 .121 
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Linear-by-Linear Association 3.787 1 .052 

N of Valid Cases 88   

a. 0 cells (.0%) have expected count less than 5. The minimum expected count is 9.94. 
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APPENDIX AR: Gender and SCA ridicule 

Gender and SCA ridicule 

Gender * Ridicule SCA Recode Crosstabulation 

   Ridicule SCA Recode  

   

Agree 

Neither agree 

nor disagree Disagree Total 

Gender female Count 3 5 43 51 

% within Gender 5.9% 9.8% 84.3% 100.0% 

% within Ridicule SCA 

Recode 

75.0% 62.5% 56.6% 58.0% 

male Count 1 3 33 37 

% within Gender 2.7% 8.1% 89.2% 100.0% 

% within Ridicule SCA 

Recode 

25.0% 37.5% 43.4% 42.0% 

 Total Count 4 8 76 88 

% within Gender 4.5% 9.1% 86.4% 100.0% 

% within Ridicule SCA 

Recode 

100.0% 100.0% 100.0% 100.0% 

 

Gender and SCA ridicule with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square .604a 2 .739 

Likelihood Ratio .635 2 .728 
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Linear-by-Linear Association .574 1 .449 

N of Valid Cases 88   

a. 4 cells (66.7%) have expected count less than 5. The minimum expected count is 1.68. 

 

Due to the fact that there were less than five responses in the column ‘agree’ in 

the variable regarding ridicule and SCA, an additional test was performed without that 

column. The additional test failed to reject the independence of the variables, (p = 1.00 in 

Fisher’s Exact Test).  
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APPENDIX AS: Interaction and MSA desire 

Interaction and MSA desire 

Descriptive Statistics 

Dependent Variable:MSA desire 

Interaction Recode Mean Std. Deviation N 

10 or less times 2.8000 .83666 5 

11-20 times 3.5758 1.87133 33 

21-30 times 3.8043 1.79653 46 

over 30 times 4.0000 2.64575 3 

Total 3.6667 1.80224 87 

 

Interaction and MSA desire with alpha level 

Tests of Between-Subjects Effects 

Dependent Variable:MSA desire 

Source 

Type III Sum 

of Squares df Mean Square F Sig. 

Corrected Model 5.234a 3 1.745 .528 .664 

Intercept 343.498 1 343.498 104.014 .000 

InteractionRecode 5.234 3 1.745 .528 .664 

Error 274.100 83 3.302   

Total 1449.000 87    

Corrected Total 279.333 86    

a. R Squared = .019 (Adjusted R Squared = -.017) 
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Due to the fact that there were less than five responses in the row ‘over 30 times’ 

for amount of interaction, an additional test was performed without this row. The 

additional test failed to reject the equality of the means, F(2, 81) = .76, p = .47.  
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APPENDIX AT: Interaction and MSA ridicule 

Interaction and MSA ridicule 

Interaction Recode * Ridicule MSA Recode Crosstabulation 

   Ridicule MSA Recode  

   

Agree 

Neither agree 

nor disagree Disagree Total 

Interaction 

Recode 

10 or less times Count 2 2 1 5 

% within Interaction 

Recode 

40.0% 40.0% 20.0% 100.0% 

% within Ridicule MSA 

Recode 

6.7% 8.0% 3.2% 5.8% 

11-20 times Count 13 9 11 33 

% within Interaction 

Recode 

39.4% 27.3% 33.3% 100.0% 

% within Ridicule MSA 

Recode 

43.3% 36.0% 35.5% 38.4% 

21-30 times Count 14 13 18 45 

% within Interaction 

Recode 

31.1% 28.9% 40.0% 100.0% 

% within Ridicule MSA 

Recode 

46.7% 52.0% 58.1% 52.3% 

over 30 times Count 1 1 1 3 

% within Interaction 

Recode 

33.3% 33.3% 33.3% 100.0% 



 

 

346

 
 

% within Ridicule MSA 

Recode 

3.3% 4.0% 3.2% 3.5% 

 Total Count 30 25 31 86 

% within Interaction 

Recode 

34.9% 29.1% 36.0% 100.0% 

% within Ridicule MSA 

Recode 

100.0% 100.0% 100.0% 100.0% 

 

Interaction and MSA ridicule with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 1.303a 6 .972 

Likelihood Ratio 1.343 6 .969 

Linear-by-Linear Association .743 1 .389 

N of Valid Cases 86   

a. 6 cells (50.0%) have expected count less than 5. The minimum expected count is .87. 

 

 Due to the fact that there were only 3 responses in the row ‘over 30 times’ in 

interaction, an additional Pearson Chi Square test was performed without that row. 

Again, the test failed to reject the independence of the two variables, χ2(4, N = 83) = 

1.27, p = .87.  

Interaction and MSA ridicule modified with alpha level 

Chi-Square Tests 



 

 

347

 
 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 1.274a 4 .866 

Likelihood Ratio 1.316 4 .859 

Linear-by-Linear Association .924 1 .337 

N of Valid Cases 83   

a. 3 cells (33.3%) have expected count less than 5. The minimum expected count is 1.45. 
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APPENDIX AU: Interaction and knowing MSA more useful 

Interaction and knowing MSA 

Interaction Recode * Know MSA more useful Recode Crosstabulation 

   Know MSA more useful Recode  

   

Agree 

Neither 

agree nor 

disagree Disagree Total 

Interaction 

Recode 

10 or less 

times 

Count 2 1 2 5 

% within Interaction 

Recode 

40.0% 20.0% 40.0% 100.0% 

% within Know MSA 

more useful Recode 

22.2% 5.0% 3.3% 5.6% 

11-20 times Count 3 8 23 34 

% within Interaction 

Recode 

8.8% 23.5% 67.6% 100.0% 

% within Know MSA 

more useful Recode 

33.3% 40.0% 38.3% 38.2% 

21-30 times Count 4 11 32 47 

% within Interaction 

Recode 

8.5% 23.4% 68.1% 100.0% 

% within Know MSA 

more useful Recode 

44.4% 55.0% 53.3% 52.8% 

over 30 times Count 0 0 3 3 

% within Interaction 

Recode 

.0% .0% 100.0% 100.0% 
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% within Know MSA 

more useful Recode 

.0% .0% 5.0% 3.4% 

 Total Count 9 20 60 89 

% within Interaction 

Recode 

10.1% 22.5% 67.4% 100.0% 

% within Know MSA 

more useful Recode 

100.0% 100.0% 100.0% 100.0% 

 

Interaction and knowing MSA with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 6.651a 6 .354 

Likelihood Ratio 5.768 6 .450 

Linear-by-Linear Association 2.448 1 .118 

N of Valid Cases 89   

a. 8 cells (66.7%) have expected count less than 5. The minimum expected count is .30. 

 

 Due to the fact that there were only 3 responses in the row ‘over 30 times,’ an 

additional Pearson Chi Square test was performed without the data from that row (N = 

86). The test failed to reject the independence of the two variables, χ2(4, N = 86) = 5.01, 

p = .29.  

Interaction and knowing MSA modified with alpha level 

Chi-Square Tests 
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 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 5.005a 4 .287 

Likelihood Ratio 3.352 4 .501 

Linear-by-Linear Association 1.430 1 .232 

N of Valid Cases 86   

a. 5 cells (55.6%) have expected count less than 5. The minimum expected count is .52. 
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APPENDIX AV: Interaction and knowing SCA more useful 

Interaction and knowing SCA 

Interaction Recode * Know SCA more useful Recode Crosstabulation 

   Know SCA more useful Recode  

   

Agree 

Neither agree 

nor disagree Disagree Total 

Interaction 

Recode 

10 or less times Count 1 3 1 5 

% within Interaction 

Recode 

20.0% 60.0% 20.0% 100.0

% 

% within Know SCA 

more useful Recode 

1.9% 11.5% 12.5% 5.7% 

11-20 times Count 21 7 4 32 

% within Interaction 

Recode 

65.6% 21.9% 12.5% 100.0

% 

% within Know SCA 

more useful Recode 

39.6% 26.9% 50.0% 36.8% 

21-30 times Count 29 16 2 47 

% within Interaction 

Recode 

61.7% 34.0% 4.3% 100.0

% 

% within Know SCA 

more useful Recode 

54.7% 61.5% 25.0% 54.0% 

over 30 times Count 2 0 1 3 

% within Interaction 

Recode 

66.7% .0% 33.3% 100.0

% 
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% within Know SCA 

more useful Recode 

3.8% .0% 12.5% 3.4% 

 Total Count 53 26 8 87 

% within Interaction 

Recode 

60.9% 29.9% 9.2% 100.0

% 

% within Know SCA 

more useful Recode 

100.0% 100.0% 100.0% 100.0

% 

 

Interaction and knowing SCA with alpha level 

Chi-Square Tests 

 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 9.047a 6 .171 

Likelihood Ratio 9.484 6 .148 

Linear-by-Linear Association 1.058 1 .304 

N of Valid Cases 87   

a. 8 cells (66.7%) have expected count less than 5. The minimum expected count is .28. 

 

 Due to the fact that there were only 3 responses in the row ‘over 30 times’ in 

interaction, an additional Pearson Chi Square test was performed without that row (N = 

84). The test failed to reject the independence of the two variables, χ2(4, N = 84) = 6.28, 

p =. 18.  

Interaction and knowing SCA modified with alpha level 

Chi-Square Tests 
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 Value df Asymp. Sig. (2-sided) 

Pearson Chi-Square 6.281a 4 .179 

Likelihood Ratio 6.445 4 .168 

Linear-by-Linear Association 1.915 1 .166 

N of Valid Cases 84   

a. 5 cells (55.6%) have expected count less than 5. The minimum expected count is .42. 
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