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Abstract  
 

Doctor of Philosophy  
 

Learning English as a Fou rth Language:  
The Case of the Arab Pupils in Israel.  

 
Hanna Elias Jubran    

 
This study examines the function of the affective factors  in learning English as a Foreign 

Language among the Arab pupils in Israel (APIs). For these pupils, English, which is the 

gateway to academic life, is considered a fourth language, due to the diglossic nature of Arabic 
itself, their L1, and Hebrew, the State language. The research profiles the Interlanguage of 

these pupils by exploring the lingual, cultural and socio -political factors.  The dynamic interplay 
among the affective factors and the learners was revealed through a set of targeted materials 

and questionnaires. 
  

The research was conducted at two levels; firstly, a longitudinal study, which accompanied 21 

participants from the same grade for two and a half years in their learning of the language, 
secondly, it included a cross-sectional study, which focused on 280 learners who represented 

the Arab pupilsô population living in Arab-only villages and cities, mixed Jewish-Arab cities and 
the Bedouin population in the South of the country. Thus, the effect of Hebrew, as one of the 

affective factors, could also be examined. 

    
The data collected in the longitudinal study covered a variety of texts, and the analysis of the 

learnersô Interlanguage included both deviant and correct structures and forms, thus resulting 
in an appreciation of both the process and the product of language  learning. Triangulation was 

used in the form of additional questionnaires  and personal interviews with the participants. The 

data were analysed according to Corderôs paradigm, using a computer program that was 
specially developed for the research. 

 
The cross-sectional study, in addition to the lingual factors, tested for social, political and 

cultural factors that affect the learning process of the API s. The data collected were subjected 
to descriptive analysis which revealed various correlations between the learnersô demographic, 

cultural, social and political backgrounds and their knowledge of English. 

 
The results of both studies reflect a pattern that characterises the APIsô Interlanguage as being 

unique for this group. It is by shedding light on this group that the contribution to knowledge 
becomes apparent; whether at the level of learning English as a fourth language in a diglossic 

society, living a turbulent social, economic and political life, or by analysing their Interlanguage 

and identifying patterns that characterise their deviant and correct language usage. The 
pedagogical outcome of this research, and the body of information produced in the corpus of 

language collected throughout the study can serve language researchers, educational policy 
makers, text-book authors, teachers and students in their quest for better understanding the 

process of learning and teaching English as a Foreign Language. 
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            Prologue   
 

Being a teacher is a mission; being an English teacher is a mission impossible. As an 

English teacher in Israel, you are accountable for the academic future of your pupils, 

much more than any other teacher. Regardless of the subject they might want to 

pursue at university, these pupils need English. 

 

Parents ask; pupils ask; fellow teachers ask: ñWhat is it with us, Arabs, and English?ò 

ñThe reasons are manyò, I would answer, without really thinking about details. This 

question, however, had haunted me till I had the opportunity to start investigating it in 

this research. What I had only implicitly known as a teacher, I had the chance to 

confront, reflect and analyse explicitly as a teacher-researcher. As a result, my reading 

of the reality has become much more complex than before. The Interlanguage I have 

analysed has revealed a complex world of realities, where the linguistic reality is only 

one of two other interwoven realities: cultural and socio-political. Nowhere could 

these realities be lived than in the case of the Arab Pupils in Israel (APIs). These 

pupils are the third generation in an ongoing struggle over identities, rights and 

existence. Their mother tongue, Colloquial Arabic, is struggling to keep its identity as 

an Arabic language, due to the assimilation into Hebrew; their culture, which is 

traditional Arab, is also going through changes due to local and global trends of 

globalisation, and finally, their political status puts them in a situation where they are 

treated as second-class citizens in the Jewish State of Israel.  

 

None of this is new to me; what is new, however, has been the realization that these 

factors play a much greater role in the daily lives of my pupils than I had ever 

imagined. It was naïve of me to think that only adults are aware of the complex 
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realities in which we live; I failed to understand that living in this country produces 

óadult childrenô whose lives are a preamble to the many stations in the Via Dolorosa 

of the Palestinians who were born and live in Israel.  

 

Today, when people ask me about the enigma of learning English by the Arab pupils, 

I know what to answer them: ñThe reasons are manyò, I would say, but this time I 

would definitely think of the details. 

   

This research is about the APIsô Interlanguage, written by another learner of English 

as a Foreign Language. Most of what applies to the pupils, applies to the teacher-

researcher as well. 
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 CHAPTER   ONE 

 

Research Context 

 

SECTION I   

 

1.1.1 Statement of the Issue   

 

Gardnerôs (1985) Socio-educational Model of L2 Learning posits that the social and 

cultural milieu in which learners grow up determines the attitudes and motivational 

orientation they hold towards the target language, its speakers, and its culture. In the 

reality of the APIs, a third pillar should be added: the socio-political aspect. These 

three aspects, language, culture and politics do not live separately; on the contrary, 

their interaction is so interwoven that it is sometimes difficult to discuss the one 

without mentioning the other two. When the APIs go to school they take the three 

aspects with them, therefore, in order to fully appreciate their linguistic, cultural and 

socio-political milieus, one has to gain a comprehensive perspective of the complex 

reality in which they live. This reality cannot be fully comprehended unless we 

understand their historical, social, political, cultural and educational backgrounds. 

Each one of these factors represents a tension in the lives of the Israeli Arabs. 
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1.1.2 Aims of the Research 

 

The research aims at exploring the Interlanguage of the Arab Pupils in Israel (APIs).
1
 

The theory of Interlanguage (IL) refers to ñthe interim grammars which learners build 

on their way to full target competenceò (Ellis, 1994:30). The term was coined by 

Selinker (1972). Corder (1971, 1981) then referred to it as ñtransitional competenceò 

whilst Nemser (1971) called it ñapproximative systemò. However, these three terms 

are not necessarily synonymous (Selinker, 1992:24). This theory, which came after 

Corderôs (1967) seminal paper on errors and their meaning, gave the notion of a 

foreign language, in both its correct and deviant forms, a new look; IL is a complete 

language, though idiosyncratic; the errors in it were an indication that learning was 

taking place. The implications of such a theory on learners and teachers meant that 

errors had always been a natural stage in the learning of a new language. Errors were 

not bad habits any more that had to be eradicated, as the behaviouristic theories had 

perceived them (Skinner, 1957; Brooks, 1960, cited in Ellis 1994).  

 

This research explores the APIsô Interlanguage not only from the linguistic viewpoint, 

but also from the cultural and socio-political aspects as well. The authorôs anti-

positivist paradigm about epistemology makes him see the reality of the learner and 

the language as being one. In order to understand the APIsô IL, one has to understand 

the three aspects together. Throughout the 1960s and 1970s, theorists of SLA and 

practitioners of ESL tended to see language in terms of the formal qualities of 

language (Corder, 1974). IL research focused mainly on grammar and pronunciation 

                                                 
1
 Since the self-definition of the Arab population in Israel is still elusive for many, it has been decided 

that the neutral term, Arabs living in Israel, be used. This should solve all the subdivisions used by the 

Arabs, such as: Israeli Arabs, Palestinians, Moslem (Christian) Arabs, Palestinian Arabs, etc. See 

chapter I for discussion of the problem.   
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in the classroom (Ullman, 1997). By the 1980s and 1990s, discussions shifted from 

language itself to learning processes and learning styles (Cohen and Aphek, 1981; 

Oxford, 1990). In the late 1990s, researchers (Peirce, 1995; Mckay and Wong, 1996) 

started to question the way in which SLA theories had understood the language 

learnerôs relationship to the social world. Peirce (1995) asked why learners 

communicated successfully in some situations, while in others they preferred to 

remain silent. This, according to Peirce (ibid), could not be sufficiently explained by 

personality traits such as introversion, or lack of motivation; the learnerôs ability to 

speak was also affected by relations of power between speakers. Spolsky (1989) 

stated structural inequalities such as racism, sexism, and class discrimination could 

limit learnersô exposure to English as well as their opportunities to practise it. Some 

of these factors, such as racism, cannot be defined as purely social; they are more 

socio-political in nature, especially when the learners form a minority discriminated 

against.  

 

Schumannôs (1986) discussion of acculturation leading to assimilation is probably the 

closest to being socio-political in nature. Amara (1999:215), building on Schumann 

(1986), states that political issues and their impact on language have not been 

sufficiently studied in Israel.  Moreover, the assembly of the socio-political aspect as 

a third factor in the IL research of the Arab learners has not been looked into in that 

respect. It is by identifying and bridging this gap that the research will contribute to 

knowledge in the field of SLA theories. Language can be explored through 

linguistics; language can also be understood through the application of the inseparable 

cultural aspects of learning a language, but when the learners live in a charged 

political situation as well, and look to clarify their confused identities, it is only 
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through the combination of all these factors that we can understand their learning 

environments.  

 

Through the combination of both inductive and deductive methods, qualitative and 

quantitative approaches to methods and methodologies, this research will explore the 

APIsô IL, which is considered a natural language on its own (Adjemian 1976; 

Eckman, 1991). The research will look for both rigour in the design and presentation 

of the deductive research, while at the same time, for depth and richness in the case-

study approach chosen for the inductive research. The mixing of paradigms in 

investigating SLA should only guarantee a wider perspective on such a complex 

phenomenon. Simultaneously, the use of contradictory paradigms requires intricate, 

yet delicate, weaving through both worlds. I am aware of the problems in following 

such a path, but the way I perceive the role of language in the lives of human beings is 

that it is too complex to be investigated using one single methodology. This is, 

therefore, a multi-methodological research of the multi-layer IL. When required, I will 

move between the two worlds, but I will be dwelling mostly in the world of anti-

positivism, looking at the language and the learner as two inseparable entities. Doing 

the research from a practitionerôs point of view, being both the researcher and part of 

the research, choosing a case-study as a methodology in dealing with the learner and 

their language, looking for richness and depth in presenting and exploring these two 

entities in and out of the classroom, being aware of my role as a subjective interpreter 

of cultural, social and political issues of my people and pupils, assuming a role of 

advocacy, being a human among human beings, all of these factors put me in a 

situation where I should be able to present the self to the others, bring the inside 

worlds of the APIs to light so that these worlds will be better understood by their 
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citizens and those dwelling around them. All of this will be done mostly through 

applying various methods of analysis to their written discourse, inside the classroom. 

Setting these boundaries should guarantee a faithful presentation, though subjective, 

of the ónaturalô setting of how English is taught. The research, however, does not 

claim issues of teachability and learnability to be at the focus of its investigation; it is 

rather the exploration of the charged burden of tensions that the APIs bring to the 

classroom and how, through language, among other means, they try to release some of 

the pressure that relentlessly builds up in their daily lives. This is a continuous process 

of recharging and discharging energies in their quest to find that space where they can 

finally get their voice heard, and listened to. Then, according to the ólogicô of my 

world, they should be able to resolve some of their tensions, thus creating a better 

learning environment for themselves.   

 

It is within this perspective of the process of learning English as a Foreign Language 

(EFL) in general, and as a Fourth
2
 Language among the APIs in particular, that the 

research will fill a gap and make a contribution to knowledge. 

  

The research will focus on the IL of 21 pupils in an Arab high school in Israel 

learning English as a foreign language. Data, in the form of different written tasks-  

such as dialogue completion, describing an event and essays- both targeted and non-

targeted, will be collected on average every three months and will be analysed. A 

questionnaire on the participantsô linguistic, cultural and socio-political backgrounds 

will also be administered to gain further knowledge about the participants. Linguistic 

                                                 
2
 The view that the author holds in this respect is that for the APIs, Diglossia is more than just a variety 

of the same language. For instance, the High variety, contrary to the Low, is very rigid when it comes 

to morpho-syntax rules and does not allow any flexibility. Such rules need to be learnt at school, 

similar to the process of learning any other foreign language.  
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and critical discourse analysis will be carried out on the texts so that the linguistic, 

cultural and socio-political characteristics of the language can be explored. The 

research, which is inductive and uses qualitative methods to research, will use a case 

study approach to the presentation of the data, where the key feature of such an 

approach is not on the method, or the data that are collected, but rather the emphasis 

given by the researcher to providing an understanding of certain processes as they 

occur in their context, thus targeting richness and depth (Trafford, 2000). 

 

During the period in which the longitudinal research will take place, a cross-sectional 

study will be carried out on 280 pupils from four demographic backgrounds: Arab-

only cities; Arab-only villages; mixed Jewish and Arab cities and the Bedouin sector 

in the south of the country. The study, which will be conducted once, will use a 

questionnaire to gather data on linguistic issues in English, Arabic and Hebrew. The 

pupils participating in the study will be from grades 9 and 10. The data collected from 

this study will be analysed looking for patterns among the three languages. A sample 

of the questionnaire can be found in Appendix 1. The aim of the study, which will be 

deductive in nature and will apply quantitative methods in data analysis, will be to 

study the linguistic behaviour of the APIs using their prior linguistic knowledge, 

through translation and vocabulary. 

 

Since no comprehensive research has been carried out to address the specificity of the 

APIsô English learning environment, the gap in knowledge that this research will fill 

should help teachers of EFL in general, and teachers of English in the Arab sector in 

Israel in particular, to better understand the process of learning English as a Fourth 

Language. Language pedagogy researchers, linguists, EFL book publishers and 
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education policy makers are also among the audience that this research will target. 

The topic is significant because it can provide the APIs with opportunities for 

academic achievement by becoming more proficient in English; the key to higher 

education in Israel, and the whole world. 

 

To conclude this section, the aim of the research is to explore, interpret and shed light 

on the APIs, learning English as a foreign language. This research does not undertake 

to improve or change the investigated phenomena, although it will advance 

propositions for further research. 

      

Since the aim of this research is to carry out a comprehensive exploration of the APIsô 

IL, investigating its linguistic and non-linguistic components, the main research 

questions that this research tries to answer are: 

a- What are the main linguistic characteristics of the APIsô IL? 

b- How does the prior linguistic knowledge of the APIs, their cultural and 

socio-political backgrounds shape that IL? 

 

The first chapter of this thesis looks into the linguistic, cultural and socio-political 

backgrounds that constitute the narrative of the Arab Pupils in Israel (APIs). These 

three aspects are looked into as dynamic events that are the source of the major 

tensions in the APIsô lives: tensions between languages, cultures and identities. A 

summary of the chapter reveals the present reality in which the APIs live and learn. 

 

The second chapter presents the theoretical perspectives that guided the research.  

Major SLA theories are discussed, with a stress on those particular ones that are 
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relevant to the study. The notion of the interwoven language and culture is also 

presented to clarify the interdependency of both. Socio-political issues, such as 

ñminority-majorityò relations and ñself-identityò constitute the third angle of the 

language, culture and socio-politics debate. A conceptual framework, which is 

designed out of this discussion, directs the rest of the research. A summary presents 

the dynamics that combine all three in the linguistic repertoires of the APIs.  

 

The third chapter deals with the methodology adopted in the research. A presentation 

of the paradigms used in the research opens the discussion, to be followed by the 

research design and considerations taken to carry out the research.  The use of both 

qualitative and quantitative approaches is explained including the use of a case study, 

issues of generalisability, and triangulation. The boundaries of the research are set 

through presenting the specificity of the sample, time and place of the study, and the 

limitations of the methods and methodologies. Data collection procedures and data 

analysis, with a focus on the theoretical perspectives for choosing the relevant 

methods concludes the discussion. A summary threads the different methodological 

issues together in order to set the stage for presenting the findings. 

 

The fourth chapter presents the findings of the research, of both the qualitative and 

quantitative parts. The chapter opens by presenting the factual findings of each to be 

followed by the interpretive findings. A summary presents my findings.    

 

The fifth chapter discusses the conceptualisation of the evidence. The research 

questions are answered, followed by a critique of the research. The contribution to 
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knowledge is then stated and propositions for further research are advanced. The 

chapter concludes with a reflection on the intellectual journey taken by the researcher. 

 

References and appendices close the thesis. 

 

Section II   

 

Introduction   

This section discusses the three tensions in which the APIs live. The first part 

explores the linguistic tension that exists between Arabic and the other languages in 

the APIsô linguistic repertoires. The second part discusses the cultural tensions that 

affect and form the daily reality of the APIs. The third part looks into the socio-

political background, which is a major source of tension for both the APIs themselves 

and those living around them.  

 

1.2.1 The Linguistic Tensions 

 

The prior-linguistic knowledge of most learners of English among the APIs consists 

of Colloquial Arabic, their mother tongue; Modern Standard Arabic (MSA), the high 

variety of their diglossic language, and Hebrew. These languages, together with 

English, are the source of tensions at the linguistic, cultural and socio-political levels.  

 

The APIs face three kinds of linguistic tensions: 
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1.2.1.1 The Tensions with English: 

 

When the Arab students start to learn English, they face a completely foreign 

language that is quite different from what they are used to. The difference starts with 

learning a third writing system, after Hebrew and Modern Standard Arabic (MSA), 

which, though both are Semitic languages, they differ in the alphabet they use. While 

Arabic and Hebrew are written from right to left, the Roman alphabet uses the 

ñwrongò direction in both reading and writing. Teachers of English at the elementary 

level are presented with errors typical to the early stages of solving directionality 

problems, such as the confusion between ñbò and ñdò and ñpò and ñqò. 

 

 Arabic and English differ phonetically, and each uses sounds that do not exist in the 

other language. A typical feature in the English of many Arabs is the confusion 

between the two labial /p/ and /b/ phonemes. This mixing is also apparent in their use 

of Hebrew, which differentiates the two. Other differences between the two languages 

are:    

 

Vowels: Arabic has far fewer vowels and diphthongs than English and articulation is 

more stressed than English. There is also the use of glottal stops before initial vowels. 

 

Consonants: The glottal stop is a phoneme in Arabic. /r/ is a voiced flap, very unlike 

the RP /r/. There are also problems in consonant clusters, intonation, rhythm and 

stress and junctures.   
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Grammar: Word order:  Arabic is a language that makes full use of case marking 

(nominative, accusative and genitive) to denote grammatical relations between 

various components of utterances (Abboud, 1975; Alosh, 1989). As a result, word 

order is flexible. In many cases there is no obvious canonical order since both SV-

type and VS- type utterances are used equally in the language with different 

pragmatic outcomes. (Mansouri, 2000:29).   

 

Arabic, similar to other Semitic languages, has two main tenses: Present and Past. 

There are certain forms that allow the use of an equivalent Past Perfect in English. 

The other tenses in English, especially the Present Perfect, do not have a similar 

structure in Arabic, and are hard to compare. Finally, there are no modals in Arabic.   

 

While many of these differences get settled throughout the learning process, other, 

non-linguistic elements, surface at a later stage to create more challenges to the Arab 

learners. Cultural issues, which will be discussed later, are an example of such 

challenges.  

 

1.2.1.2 The Tensions with Hebrew 

 

Hebrew is the Stateôs official first language, which is the lingua franca among the 

different Jewish groups, except for some ultra-orthodox Jews, who still refuse to use 

Modern Hebrew (Hallel and Spolsky, 1993). 

 

Hebrew was revived as a normal spoken language in newly settled villages in 

Palestine between 1890 and 1910 as part of the ideologically driven Jewish return to 
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Palestine (Hallel and Spolsky, 1993). For the Arab pupils, Hebrew is taught as the 

third language. Instruction starts at the third grade and continues till the twelfth when 

the pupils sit for the Bagrut exam. The Hebrew language program has both 

instrumental and educational goals and it includes language and literature, even 

though the motifs of most literary pieces are Zionist in nature. The teachers of 

Hebrew in the Arab sector are Arab teacher-training colleges and university 

graduates. 

 

Al though Hebrew is a Semitic language like Arabic, it uses a different alphabet. 

Hebrew is considered a second language for the APIs. Unlike English, there are many 

cognates in the two languages, a matter that facilitates its acquisition. However, in the 

Modern Standard Hebrew, more and more of the English lexicon is penetrating 

Hebrew, exposing Hebrew speakers to English, while, at the same time, creating 

problems for the Arab pupils, who have now to deal with a language which is 

distancing itself from them. 

 

On the whole, the status of Hebrew as a second language, and the degree of exposure 

to it in the daily lives of the Arabs, especially those living in mixed cities, or near 

Jewish cities, make the acquisition of the language rather easy. Hebrew is even 

spoken in the West Bank and Gaza, where its function is primarily instrumental 

(Splosky and Shohamy, 1999:21).  

 

Hebrew, at the linguistic level, creates relatively a minor tension for the APIs. The 

more serious tension lies at the cultural and socio-political levels as discussed later.        
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1.2.1.3 The Tensions with Arabic  

 

Arabic belongs to the Semitic-language family. Other languages in this family include 

Akkadian, Amharic, Aramaic, Asyrian, Hebrew, Maltese, Phoenician, Sabaean, Tigre 

and Ugaritic. From this group Amharic, Arabic, Aramaic, Hebrew, Maltese and Tigre 

are living languages. Hebrew was a language in a state of long ñhibernationò, but was 

successfully revived as the official language of Israel. Aramaic is still spoken in two 

villages in Syria. Out of this group Maltese is an exception in two ways; it is written 

using a modified Latin alphabet and it is the one dialect of Arabic to have broken off 

and become its own language (Finlay, 1987:45).  

 

Arabic is the language of instruction in the Arab and Druze sectors in Israel. Together, 

these two sectors constitute about 20% of the population in Israel. For the Arab 

pupils, Modern Standard Arabic is taught at schools and is considered their first 

foreign language. Colloquial Arabic is the mother tongue of all native speakers of 

Arabic.   

 

Arabic is a diglossic language. However, unlike the Romance languages that 

eventually developed as independent languages from the Latin source, Arabic dialects 

are still treated as variants of the same language despite the extensive lexical and 

phonological differences exhibited both among the various regional varieties and 

between these regional varieties and the standard language. Ferguson identified the 

existence of such varieties in four languages namely, Arabic, Greek, Haitian Creole 

and Swiss German. Ferguson defines ódiglossiaô as: 
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a relatively stable language situation in which, in addition to the primary dialects of 

the language (which may include a standard or regional  standards), there is a very 

divergent, highly codified (often grammatically more complex) superposed variety,  

the vehicle of a large and respected body of written literature, either of an earlier 

period or in another speech community, which is learned largely by formal education 

and is used for most written and formal spoken purposes but is not used by any sector 

of the community for ordinary conversation (Ferguson 1959b: 336). 

 

The relationship between these two distinct varieties is manifested in the 

superimposed óHighô variety, which corresponds to Modern Standard Arabic, and in 

the many óLowô varieties that represent the different dialects of Arabic spoken across 

the Arab world. Arabic scholars have been engaged in a long debate on the 

relationship and the actual functions of both varieties, with one group (e.g. Hussein, 

1954) believing that colloquial Arabic is a direct outcome of illiteracy and, therefore, 

should be replaced by Modern Standard Arabic in all forms of life. The second view 

recognises the presence of a wide rift between the two varieties and proposes two 

different approaches towards minimising such a rift. The first approach consists of a 

gradual move towards the use of Colloquial Arabic in all functions of life, whereas 

the second calls for the gradual modification of structural and semantic rules of the 

standard language so that it is possible to introduce certain colloquial features into the 

classical / standard language (Al-bunain 1987:207). However, much of the debate 

tends to focus on the problems presented by the diglossic nature of Arabic in a way 

that stresses the negative aspects of such a situation.  
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In the past, the prevailing attitude was that if there were to be an accommodation 

between the two varieties, it is the colloquial ones that need to be altered to bridge the 

gap between them and the standard language, not the other way around. However, this 

view did not solve the issue since the idea of using the colloquial varieties, though 

modified, for writing and for other formal functions was ill received in the Arab 

world. There were three main reasons for this (Al-bunain, 1987): (a) politically, 

regional dialects would only widen the differences between Arab countries, which 

would minimise the chances of a united Arabic nation; (b) educationally, there was a 

lack of previous experiences in the use of colloquial Arabic for educational purposes 

as well as the obvious economic cost of such an operation; and (c) religiously, as 

Standard Arabic is the language of the Holy Koran, its status should be elevated rather 

than down-graded.  

 

Al-bunain (1987:209) reports that it is, in fact, reasonable to talk about the differences 

not only between the Standard language and the many colloquial varieties but also 

between these two and a third form of the language namely Classical Arabic. This 

claim prompted many scholars (e.g., Bakalla, 1980) to describe the Arabic language 

situation as triglossic rather than diglossic. However, using these terms does not really 

capture the nature of this complex socio-linguistic phenomenon. It has been shown 

that looking at such a situation along a continuum can reflect the language situation 

more accurately and may account for a vast array of language variation instances both 

across and within Arab countries. Bakalla (1980: 87) maintains that: 

 

ñDiglossia normally involves a two-pole system, in which each pole stands on its own 

and does not contribute to the other in any significant way. But this is not the exact 
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linguistic picture of the Arabic-speaking world; Classical Arabic, as a living 

Standard Arabic, has the more prestigious place while dialect is looked down upon by 

the same educated Arabs who use it in day-to-day unofficial situations. But 

throughout the ages, there has been another variety of Arabic that comes between 

these two varieties (known as common or middle Arabic). This variety is based mainly 

on Classical Arabic but it is influenced by the dialectal environment to a lesser or 

greater degree.ò 

 

The spoken forms of the Arabic language differ from the Classical (or Standard) 

Arabic in terms of pronunciation, grammar and vocabulary. The two forms of the 

languages live more or less side-by-side. One is strictly a spoken form while the other 

is literary. Additionally the dialects differ from each other in at least the same degree 

that each differs from Standard Arabic. On the other hand, Standard Arabic is a well-

defined entity and is uniform throughout the Arabic speaking world with only minor 

variations in vocabulary. The grammar, syntax and much of the vocabulary has 

changed little since the Koran was written in the seventh century. 

 

Even though spoken Arabic is not standardised, each dialect does have a definite set 

of grammar rules, which if not followed leads to unintelligible speech. It is incorrect 

to think of the existence of two separate languages, one classical and the other 

colloquial, rather it should be seen as a continuum, where the simple jargon sits at one 

end, and the most ornate, elevated, classical language, completely inflected for case 

and mood, sits at the other. Where a given person's speech sits on this continuum 

depends on a lot of factors, not least of which is how well the two speakers know each 

other. 
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Another very important factor in determining the formality of the language is the 

formality of the occasion. The full-blown classical form of the language is typically 

spoken when reading the news, or giving university lectures, television or radio 

interviews, speeches and sermons. In these situations, the use of language emphasises 

a formality that is recognised, thus emphasising implicitly the óceremonyô or óritualô 

of the occasion. 

 

Conversely, Colloquial Arabic is written only in cartoons and movie scripts; there is 

however one TV Channel, the Lebanese LBC, which broadcasts the news in a semi-

colloquial language. Writers occasionally write dialogues using Colloquial Arabic in 

novels and short stories.   

 

Summary   

 

The state of tension among the four languages in the Arab learnersô repertoires, 

Colloquial Arabic, MSA, Hebrew and English reflect the complexity of the linguistic 

situation in which these learners live. The distance between Arabic and English does 

not facilitate acquisition at entry level due to the differences discussed above. Even 

common lexical factors, such as cognates, do not exist except in very rare cases, and 

mostly in the Colloquial language. On the other hand, Hebrew is threatening the 

existence of the Colloquial language. At school, the Hebrew curriculum imposes 

Jewish and Zionist symbols on the Arab learners, while preventing the Arabs from 

studying their own heritage, although lately there have been some changes in the 

Arabic curriculum in that respect. In such a case, instead of having languages ñlivingò 

together in a state of harmony, where a favourable learning environment might exist, 
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we have a state of mistrust between two languages: Arabic and Hebrew. This is far 

from being the convenient scenario for a third distant language to flourish naturally. 

 

The present linguistic reality can be better appreciated when seen through the social 

and cultural aspects in the APIsô lives. The following section will discuss these 

aspects with reference to historical events when necessary.  

 

1.2.2 Socio-cultural Tensions                       

 

Since the establishment of Israel in 1948, the Arab population has gone through major 

changes in their life patterns. While some of these changes had positive economic 

outcomes on certain sectors, the cost for others has been devastating: these ñpositiveò 

changes were accompanied by a loss of cultural and social values, thus changing the 

nature of the Arab society as a whole forever.  

 

The changes that the Arabs underwent can be divided as follows:  

 

1.2.2.1 Demographic Changes 

 

Since the establishment of the State of Israel in 1948, the number of the Arab 

population has increased dramatically. In 2002, it reached 1,232,900, including East 

Jerusalem, out of 6,518,800, the population of Israel; i.e. one of every five Israelis is 

an Arab (National Bureau of Statistics, 2002). It is important to state here that the 

only cause for the increase in the number of Arabs in Israel is due to the high birth 

rate among them. As for the Jews, the increase in their numbers is due to immigration, 
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especially after the huge Russian and Ethiopian immigration in the late 1990s, which 

brought over one million immigrants to the country.   

 

1.2.2.2 Social Changes- 

 

Among all the changes that occurred to the Arabs in Israel, the rise in their education 

stands out. The rate of those who cannot read or write dropped from 50% in the late 

sixties to 36.1% in 1970 and to 18.9% in 1980. (Alhaj, 1996). In the year 2000, 

284.498 Arab pupils attended school (National Bureau of Statistics, 2000).  

  

The contact with the Jewish community has been a determining factor in the 

modernisation process, and the Arabs started using Hebrew as a second language in 

their daily contacts. This has also led to exposing the Arabs to a variety of mass media 

communication systems in Arabic and Hebrew (Smooha, 1998). With these changes, 

there has been a transformation in the living patterns of the family: a clear trend of 

leaving the village to go to the cities and substituting the harsh farmerôs life with 

óeasierô jobs. This has led to the disintegration of the typical Arab family. The 

patriarchal rule has weakened and the father has lost some of the authority he had had 

with his children especially that connected with his control over family land. The 

confiscation of lands has added to that process, and the number of houses built on 

agricultural lands has made the share of land for each child smaller. The social 

benefits given by the state to the elderly have made them more independent, and this 

too has led to the weakening of the relationship between children and parents (Alhaj, 

1996). 

 



 22 

Studies have shown that there is a strong trend among families, that their children 

should reach higher education (Marii and Benjamin, 1975). The rise in the standard of 

living, the exposure to the mass media and the effect of the Jews on them created new 

consumption patterns among the Arabs. A new consumer society has evolved, and 

women and children have become part of the decision-making process in the family 

(Alhaj, 1987). 

 

While these changes are inevitable under the present circumstances of cross-cultural 

influences, the older generation, especially in the more traditional villages, cannot 

deal with them, thus adding to a wider rift between generations. A by-product of such 

encounters has been increasing numbers of drug users, especially among the young, in 

addition to the adaptation of foreign western life styles in the behaviour and dress 

codes. Had this change been one-directional, from the traditional to the modern, it 

would not have caused major tensions apart from the ordinary generation gap types. 

However, the strong opposite phenomenon of moving back towards Islam has 

attracted scores of families and individuals into following a life pattern that sees the 

West as evil. This polarisation has set deep roots among certain groups that have 

become fundamentalist in their view of any non-Moslem, including Christian Arabs, 

as being infidels. This, no doubt, has clear implications on the outcomes of their 

encounters with foreign cultures.  

 

The constant contact with the Western-oriented Israeli society and culture exposes the 

Arabs to different values and codes of behaviour. When teenagers try to imitate and 

adopt these behaviours, tensions arise (Stendel, 1996). Moreover, these attitudes are 

taken into the classroom in general, and to the English class in particular, where the 
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culture presented in the textbooks is so alien to them. Amara (2000) sees the way 

English is taught in schools as an alienating factor that distances the pupils from their 

ethnic identity, thus leading to widening the draft between Jews and Arabs. Cultural 

confrontation and the definition of what is right and wrong can hardly be settled 

without long lasting effects on each group. What is seen as a reality in the western 

teensô lives, such as going out with a friend from the opposite sex, is still considered a 

taboo in many parts of the Arab society. This cultural gap, which for the least ignores 

the existence of others, and takes into account only the modern Western lifestyles of 

the Jews can hardly have a positive effect on the learning atmosphere. The same 

cultural gap and feelings of alienation can also be seen in the lifestyles and learning 

environment of the Orthodox Jews (Leshem, 2001).    

 

The same tension with Western values in the English lesson can also be seen in the 

daily contact with Hebrew. As seen earlier, the linguistic tension with Hebrew is only 

a minor one, due to the similarities between both languages; it is here, in the cultural 

and social domains that this tension becomes apparent. 

 

Many Arabs speak Hebrew as an instrumental language, especially in the Area of the 

Triangle, in the centre of the country, where workers travel and work in the nearby 

Jewish cities.  The use of Hebrew has interfered with the Arabic colloquial language, 

and in that area specifically, it has become part of their daily linguistic repertoire 

(Amara, 1986).  

 

Exposure to Hebrew has also become widespread due to the mass media in Israel. The 

stateôs TV is in Hebrew, although recently, an Arab channel has been launched. 
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However, the quality of the programs broadcast on the latter makes many Arabs 

watch the more serious Hebrew channels. The written media has many languages, but 

the educated among the Arabs read Hebrew newspapers (Hallel and Spolsky, 1993).  

 

There is evidence that the APIsô motivation to learn Hebrew remains more 

instrumental than integrative. Abu Rabia (1993) carried out a research on Arab and 

Jewish pupils in Israel and found that the motive of the students in learning their 

target language was instrumental rather than integrative, regardless of the social 

context.  

 

In Hebrew language classes, the APIs are required to study Jewish religious texts and 

Jewish Talmudic scholars. A Hebrew language teacher in an Arab high school 

described her pupilsô reaction: ñSome children see it as imposed on them. It makes it 

hard for the teacher to motivate students to study. It doesnôt relate to Arab children as 

a wholeé but because of the Bagrut we have to cover the materialò (Coursen-Neff, 

2001:3).  

 

 However, the contact with Hebrew is not unidirectional; Hebrew is also penetrating 

Arabic and affecting the colloquial language. In the mixed cities, where the 

motivation for using Hebrew has become integral as well, the proficiency in Hebrew 

has not come cheap; it has come at ñthe cost of Arabic maintenanceò (Spolsky and  

Shohamy 1999:22).   
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Summary  

 

The cultural tension in the APIsô lives can be seen as a form of two contradictory 

forces that pull in different directions; on the one hand, and due to recent micro and 

macro events in the Arab world, there are those who oppose Western values as being 

alien to the traditional Arabic culture. On the other hand, there are others who believe 

that modernity cannot be expressed in the traditional norms of the Arab society. These 

two opposing groups bring their views and attitudes to the classroom where tensions 

arise whenever a cultural issue is discussed. The alienation is clearly seen in the 

Western values presented in the English lesson, but they also live in the Hebrew 

lesson as well, although the causes are different; while the former is mostly cultural, 

the latter has a national imprint in it.  

 

The linguistic and cultural tensions in the APIs lives are socio-politically bound; 

nowhere could these tensions be felt more than in this domain. 
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1.2.3   Socio-political Tensions  

 

 The APIs live in a political reality that does not make their lives easy: on the one 

hand, there is the identity problem, which changes according to the political situation 

in the area. On the other hand, the Arabs are treated as second-class citizens and this 

reflects on their daily life patterns, including their education. Of all the factors that 

affect the APIs, this is probably the most serious. 

 

The following sections will explore this complex reality, which is yet another source 

of tension. 

 

1.2.3.1 The National Identity of the Arab Minority   

 

Whether from the theoretical or historical points of view, the Arabs in Israel are part 

of the Arab Palestinian nation. The term ñIsraeli Arabsò was created with the creation 

of the Palestinian refugeesô problem, which in itself was the by-product of the 

establishment of the State of Israel over the ruins of the Palestinian nation (Bishara, 

1993). According to this, the viewpoint from which the history of the Palestinians 

outside Israel was written, it is impossible to point to a nation or a national group as 

being ñIsraeli Arabsò. The redefinition of their existence as Arabs in Israel is linked to 

the redefinition and recreation of the Palestinian cause. What distinguishes these 

Palestinian Arabs inside Israel from other Palestinians, is that their existence has been 

on the move towards the margins of the Israeli society; they are a minority that lives 

inside the Jewish State, as citizens of a country which they did not choose and the 

country itself does not want them to be its citizens; they live in a state which is not 
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theirs. Moreover, Israel declares itself as a state for many of those who are not its 

citizens - the Jews at the Diaspora. In the case of Israel, not only is religion not 

separated from the state; religion is not separated from the nationality either. It is a 

state with a national religion that deals with the question ñwho is a Jew?ò and not 

ñwho is an Israeli?ò 

 

 In such a situation, it is no wonder that integration in the country, though aspired to 

many, has become almost impossible to realise. The Palestinians in Israel see 

themselves as being unwanted, and being a part of the wider Palestinian people, they 

stand by their demand of self-determination, which should culminate in the 

establishment of the Palestinian state. In October 2000, when the latest Intifadah 

(uprising) erupted in the occupied territories, the Arab minority took to the streets in 

the largest demonstrations the country had seen since Land Day, 30-3-1976, when 6 

Arab citizens were killed. During these demonstrations, thirteen Arabs were killed 

and scores were wounded when the police opened fire at them. This was another 

turning point in the relations between the two peoples, and today, almost five years 

after the events, the rift between the Arab citizens and the Jews is still widening.  

 

At a time when the Palestinian cause is still far from being resolved, and when 

violence has become a common headline in the daily news, it is not surprising that 

this issue of self-identity is still unstable. Although the Arab pupils still go to school 

and try to lead a normal life, it is very difficult for them to do so successfully when, in 

reality, they still do not know who they are. The volatile political situation in the 

region creates a sense of instability, which accompanies them wherever they go. The 

never-ending shifts in the definition of their self-identity do not help stability either. 
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The APIs, being part of the larger Arab population, follow the main political trends in 

the country and are affected by them.   

  

1.2.3.2 The Process of Politicisation  

 

The Arab population in Israel went through a wide process of politicisation, 

accompanied by changes in behaviour patterns, from a local traditional identity, into 

one based on the need to become part of the national collective, and this was done 

under a new evolving educated leadership (Rouhana, 1989). 

 

At the beginning of the seventies, a wave of national awakening hit the Arab 

population. Among the factors that led to it was renewing the relations with the Arabs 

in the West Bank and the Gaza Strip, after the 1967 War. The international 

recognition of the PLO and the results of the Yom Kippur War led to the restoration 

of their national dignity, which was called by some researchers the óPalestinisation 

processô (Smooha, 1990). However, this process was accompanied by a desire from 

certain Arabs to integrate into Israeli society, after having realised that their future 

was strongly linked to that of the country, and they demanded that they become part 

of the policy makers (Alhaj, 1996). This is true in spite of the fact that there have 

always been Arab parties, and Arabs were given the right to vote. However, these 

parties were never independent and acted under the umbrella of major Jewish parties, 

such as the Labour Party. 

 

In the 1996 elections, and due to the changes in the election system, where it became 

possible to vote for the prime minister separately from the party he / she belonged to, 
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the number of Arabs who voted for the Arab parties increased dramatically, leading to 

more Arab parliament members than ever before. 

 

Today, the Arabs are represented by 10 Members of Parliament, but they are still 

divided into parties. However, when an Arab local crisis arises, the Arabs act, such as 

during the events of October 2000, when the Arab population almost entirely 

boycotted the elections that followed, thus contributing to the defeat of Prime 

Minister Barak. There is a clear trend among the Arabs today that their priority should 

be gaining equal rights, and their fight for them should be in Parliament, even in the 

rather illogical act of boycotting elections. For the Arabs, this is the same as taking 

part in the elections and saying no.  

 

The present political situation finds the Arabs in a state where they are demanding to 

be part of Israel, as an ethnic minority, provided that it becomes a state for all its 

citizens, rather than a Jewish state. This unrealistic claim from the Jewish viewpoint 

means that the state should relinquish all its Jewish symbols in order to accommodate 

a more democratic attitude towards its non-Jewish citizens. This is not easy to 

achieve, since any such change will lead to an upheaval in the reality of what it means 

to have a Jewish state. 

 

The addition of the political factor to the picture puts the APIs in a state of instability 

both at the cultural, social and political levels. Amara (1999:87) summarises the social 

and political changes among the Palestinians in Israel thus: 

1. Accelerated process of modernisation, with Israel forming an important 

part, including rise in the standard of living. 
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2. Switch from agriculture to labouring in Israel Jewish enterprises, mainly as 

ñblue collarò, and to a lesser degree as independent entrepreneurs.  

3. Parallel processes of óIsraelisationô and óPalestinisationô, in which the 

spiritual link with the Palestinians was strengthened. 

4. The strengthening of their ambition to civilian equality and to Arab-Jewish 

coexistence in Israel. 

5. A higher level of organisation and political assertion. 

6. They have been undergoing a process of Islamisation since the 1980s, 

returning to religion, leading to the strengthening of the Islamic 

fundamentalist movements in Israel. 

 

An analysis of the above reveals the opposite forces that are working on the entity of 

the APIs. The modernity and higher standard of living that the Palestinians have 

achieved living in Israel is contrasted with a contradictory process of both 

óIsraelisationô and óPalestinisationô, coupled with political assertion and Islamisation. 

It is hard to imagine a óbetterô recipe for chaos than this! 

 

The APIs face all of the above in their daily lives inside and outside school. In 

addition, they have one more factor to deal with in this micro cosmos; the Ministry of 

Education and the National Curriculum. The Education Minister, Limor Livnat, stated 

that she would like to see that ñthere is not a single child in Israel who doesnôt learn 

the basics of Jewish and Zionist knowledge and valuesò (The Jerusalem Post, 2001). 

Although she later explained that she was not referring to the Arab children in Israel, 

it is clear who gets the priority in the mind of the top education policy-maker.  
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In the following section I will discuss the role the Ministry of Education plays in the 

school lives of the APIs. 

 

1.2.3.3 The Ministry of Education  

 

The Ministry of Education supervises 2,500 vocational, agricultural, and 

comprehensive schools. These schools are divided into 2000 Jewish schools, where 

Hebrew is the language of instruction, and the rest are non-Jewish schools, where 

Arabic is the language of instruction. The latter part includes Arab, Druze and 

Circassian schools.  

 

The Ministry of Education has two independent systems for non-Jewish children: one 

for the Arabs, and the other for the Druze. The Bedouin schools in the North are under 

the national Jewish state supervision system, and those in the South are under the 

Arab supervision system. As we will see later, this division between northern and 

southern Bedouins has had a significant impact on the education levels of both 

groups, leading to a complete seclusion of those who live in the south.  

 

The implications of having independent systems for each sector in the country did not 

help much in terms of equal opportunities for all. The allocation of budgets, among 

other factors, discriminated against the Arabs in general, and the Bedouin sector in 

particular. Chart 1 describes the situation of the APIs today in relation to the Jewish 

pupils. The numbers speak for themselves (Coursen-Neff, 2001: Appendix B). 
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                                                               Chart I 

 Numerical Comparison of Jewish and Arab Education in Israel 

 
  Jews  Arabs 

Enrolled students (2000-2001)  77.8%  22.2% 

(total number)  (1,250,000)  (356,000) 

Allocation of teaching hours (1999-2000) 81.6%  18.4% 

(average weekly teaching hours/student) (1.84)  (1.5 1) 

Schools     

Average pupils/class (1998-1999)  26  30 

Average children/teacher (1999-2000) 15.5  18.7 

Distribution of classrooms (1998)  80.5%  19.5% 

(total number)  (34,747)  (8,423) 

Schools with libraries (1994-1996)  80.7%  64.4% 

Schools with educational counselling (1994-96)  78.7%  36.2% 

Schools with psychological counselling (1994-1996) 83.2%  40.0% 

Schools with counselling by a social worker(94-l     

worker (1994- I 996)  64.4%  53.7% 

Schools with truant officers (1994-1996) 65.1%  53.7% 

Teachers     

Teachers with an academic degree (1997-1998) 59.5%  39.7% 

Teachers rated "not qualified"  4.1%  7.9% 

Primary schools with voluntary in-service 87.9%  60.1% 

training (1994-1995)     

Primary schools with no programs to  6.4%  21.5% 

improve teaching (1994-1995)     

Kindergarten (ages 3-5)     

Kindergarten attendance (private,     

municipal, and state) (1998-1999)     

 age 3 89.3%  22.5% 

 age 4 92.9%  33.5% 

 age 5 94.0%  80.7% 

Pupils/teaching staff: government  19.8  39.3 

kindergartens (1999-2000)     

Special Education     

Distribution of teaching hours (total)(1999-2000) 85.9% 14.1% 

Teaching hours for integration (mainstreaming)(98-99) 91.6% 8.4% 

Special education kindergartens (1998-1999) 484 (91.5%) 45 (8.5%) 

Integrated kindergartens (1998-1999) 61 (100%) 0 (0%) 

Special education schools (excluding 222 (83.5%) 44 (16.5%) 

kindergartens) (1998-1999)   

Students in primary schools for 13,165 2,253  

"handicapped children" (1999-2000) (85.4%) (14.6%) 

Performance   

Drop-out rates by age seventeen (1998-1999) 10.4% 3 I. 7% 

Bagrut pass rate among all seventeen-year-olds(99-2000) 45.6% 27.5% 

Bagrut pass rate among examinees 63.0% 43.4% 

Qualification rate for university 40.4% 18.4% 

admission among all seventeen-year-olds (1999-2000)   

University applicants who were rejected (1998-1999) 16.7% 44.7% 

University students studying for first 91.3% 8.7% 

(undergraduate) degree (1998-1999)   

University first degree recipients (1998-1999)  94.3% 5.7% 
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The situation in 2001, according to the National Bureau of Statistics, reflects a certain 

degree of improvement in the Arab sector in terms of the numbers who sat for the 

Bagrut exams, and the number of those who passed. Nevertheless, the gap between 

the two sectors is still very wide. 

 

In 2001, the percentage of seventeen-year-olds who attended school among the age 

group was 81% Jews, 66% Arabs, and 63% Bedouins, which is the highest rate 

achieved compared to the year before (48% Bedouins). The pass rate among 

examinees was 47% in the Jewish sector, 33% in the Arab sector and 28% in the 

Bedouin sector. The Bedouin sector had the highest rate of Bagrut certificates (58%) 

with the minimum required points.  

 

This gap between the Jews and Arabs is one of the reasons why the Arabs are not 

likely to feel full citizens of Israel. The implications of this gap mean that the Arab 

students will be prevented from pursuing their higher academic studies in the Israeli 

universities.  

 

The Israeli government has, to a certain extent, acknowledged that its Arab education 

system is inferior to its Jewish education system. In a report by the Ministry of 

Foreign Affairs (2001:307), the following statement appears: 

 

ñThere is a great deal of variance in the resources allocated to the education in the 

Arab versus the Jewish sector. These discrepancies are reflected in various aspects of 

education in the Arab sector, such as physical infrastructure, the average number of 
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students per class, the number of enrichment hours, the extent of support services, and 

the level of education of professional staff.ò 

 

The report does not relate to the source of funding for the Jewish sector, part of which 

comes from international Jewish organizations, a phenomenon that does not exist at 

the Arab sector.   

 

Recently, new statistics have been published regarding the gap between Arab and 

Jewish pupils. According to Haôaretz Newspaper (6/1/2005), the percentage of Jewish 

pupils among the age group of 18 who are eligible for the Bagrut certificate is 53%, 

compared to 33% among the Arabs. The expenditure of the government, on average, 

on each Jewish pupil is 4935 New Israeli Shekels (around £ 600), compared to 862 

NIS (£ 110) on the Arabs. In addition, the gap between the Jewish and Arab pupils in 

the Psychometric exam (university entrance exam) is 128 points. The dropout rate 

among the Arabs is 12%, compared to 6% among the Jews. Furthermore, there is a 

lack of 4000 teaching positions and 1,700 classrooms in the Arab sector. However, 

there is a bright side to this news item, that the position of the Shabaq (Internal 

Security Services) person in the Ministry of Education, who had a say on whom to 

appoint as a head-teacher, or a teacher, in the Arab sector, has been relocated. From 

now on, this person will work from outside the Ministry of Education; his position 

will not be transparent anymore and he will work under a different office, since 

mixing education and security is not politically correct anymore. 

 

Another aspect that hurts not only the Arab sector, but also the whole nature of what a 

multi-cultural society means, is the language policy in Israel. In a country where there 
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is a mosaic of cultures and languages, one would expect to see the state nourish this 

heritage, instead of trying to obscure its uniqueness through the melting pot. The 

insistence on engraving the Jewish nature on every aspect of Israeli life has not come 

without a cost, this time for the Jews as well, as will be seen in the following section. 

 

 1.2.3.4 Language Situation in Israel  

   

The state of Israel can be seen as a multicultural society, which, in spite of its Jewish 

nature, has a variety of languages due to the different ethnic groups living in it. In 

addition to the Arabs living in the country, the numerous waves of immigrations have 

brought a myriad of languages and cultures. Immigrants arrived from many Arab 

countries, including Egypt, Syria, Iraq and Yemen. They came from Eastern Europe, 

Greece and Iran. Many arrived from English speaking countries, from North America, 

Great Britain, Australia and New Zealand. And in the last few years, a big wave 

arrived from Ethiopia and the former USSR. 

 

It is worth mentioning that the Russian immigration, in addition to its huge numbers, 

came at a time when the appreciation of foreign languages and cultures in the Jewish 

state had reached a degree of maturity, and thus Russian was supported and promoted, 

unlike the other languages that were ósacrificedô for the sake of Hebrew.  The 

dominance of the Russian immigration, including its wide representation in the Israeli 

Parliament, has also contributed to the present status of that language. The state of the 

various languages in Israel today can be categorised as follows (Spolsky and 

Shohamy, 1999): 
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Ar abic: although the second official language, it is mostly spoken by the Arabs in 

Israel, with only a few Jews from the first generation of immigrants who had arrived 

from Arab-speaking countries. As mentioned earlier, immigrants were not encouraged 

to use Arabic in Israel, and for many it was a language with a low status, being the 

language of the enemy.  

 

English: is the official foreign language to be taught at school. In addition to the 

native English-speaking immigrants, the language is considered an asset, given its 

global status as the lingua franca of the world. 

 

 Russian: is still maintained and used on a daily basis among the Russian immigrants. 

There are Russian newspapers and magazines published in the country, in addition to 

Radio and TV programs. 

 

French: is still taught in a number of schools as a second foreign language. In the 

past it used to be the language of instruction in schools that were run by private 

Christian schools in the Arab sector. Today, more than 30,000 pupils learn French on 

a regular basis (Hallel and Spolsky, 1993).  

 

Other languages: Spanish is gaining popularity due to the soap operas on TV.  The 

Ministry of Education reports that scores of pupils are filling up the courses offered 

for this language (Yediot Ahronot, 16/3/02). Amharic, Yiddish, Ladino, Circassian 

and other minority languages are still used in some communities, but are not included 

in the foreign-language policy of the Ministry of Education. 
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1.2.3.4.1 Arabic as a Second Language for Jews 

 

The state of maturity that caught the Russian immigration waves and preserved their 

language was the outcome of other inner tensions in the language policy regarding 

other languages as well. Arabic for the Jews, which can provide a good perspective on 

the previously discussed subject of Hebrew among the Arabs, is one example of how 

socio-politics plays a role in the formation of the general policy of the Ministry of 

Education.   

 

The teaching and learning of Arabic in Jewish schools in Israel has been a source of 

controversy. Much debate has focused on whether to teach spoken or Standard 

Arabic, or which spoken variety to begin with and what grade (Hallel and Spolsky, 

1993). Other issues of concern have been the attitudes of various groups to learning 

the language (Kraemer, 1990), the appropriate means of teacher training, and whether 

or not all pupils should learn the language (Yonai, 1992:6).  

 

In 1988, the Ministry of Education decided to make Arabic a compulsory subject in 

seventh to twelfth grades. In 1992, Modern Standard Arabic was given priority to be 

taught, with spoken Arabic as an option.  Arab and Islamic history are taught in the 

two highest grades (Yonai, 1992:186-190). 

 

Today, there are about 650 full-time positions for teachers of Arabic in Jewish 

schools, and are filled by about 1,000 individuals. Generally, spoken Arabic is taught 

in the primary schools by teachers who do not know the other variety of Arabic, and 
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Standard Arabic is taught in high schools by university graduates who are not fluent 

speakers of the language (Hallel and Spolsky, 1993). 

 

The learning of Arabic in the Jewish schools is purely instrumental, being a 

requirement for graduating. However, unlike Hebrew for Arabs, which is a necessity 

for work and daily contact, the Jews do not need to speak Arabic at all. Even the 

language they learn is at a level that prevents them from using it for communication.     

 

The situation at the academic level is, however, more positive; the contribution of the 

Jewish Iraqi immigration to the Palestinian and Arabic literature, for example, has 

been monumental. Many translations of famous Arab writers, such as Egyptian Noble 

prize winner Naguib Mahfouz, have been introduced to the Jewish readers thanks to 

their contribution (For a discussion on the role translation has had on the Israeli arena, 

see Amit-Kochavi (2004). This interaction between Jews and the ñforbidden 

languageò needed some time to mature. Today, one can be more optimistic that once 

the political tensions are over, there is a big hope that Arabic will be rediscovered as a 

language with its own culture and heritage, away from the political burden it holds on 

its users from both sides, Jews and Arabs. 

 

1.2.3.4.2 English for the Arabs  

 

Since English is the core of this research, it is important to understand the importance 

of English for the APIs and the learning environment in which the learning process 

takes place.  
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 English has been the only compulsory first language in Israeli schools since the 1969 

reform (Ben-Rafael et al., 1989:6). The Ministry of Education (1988:5-6) recognises 

English as ñthe principal means of international communication todayé , a World 

Language,ò and aims to teach a practical communicative command of the language. 

All schools follow a common curriculum, although it is worthwhile researching if the 

choice of a common curriculum is convenient in a multicultural society. English, at 

the 4-point intermediate level, is a pre-requirement by all universities; without English 

the academic future of all students is blocked. However, some regional colleges have 

provided alternatives to universities, by allowing students with 3-point Bagrut in 

English, they still require them to achieve a certain level of English before they 

proceed.   

 

The 4-point Bagrut exam consists of a written and an oral part. The oral examination 

has four parts: 1) Personal Interview held by an external examiner. 2) Extended Role 

Play, also held by the external examiner. 3) Literature - testing short stories, poems 

and essays, which the students have learned in grades 11 and 12.  4) Testing the 

óReading Fileô which consists of six simplified novels. The pupils choose one of 

several written tasks and write about it in the file, but they discuss the stories orally. 

 

As for the written test, it consists of three major parts: 1) Three Unseen Passages of 

various lengths and degree of complexity. One of the passages is to be answered in 

the mother tongue. 2) Cloze- A multiple-choice cloze where various grammatical and 

lexical aspects are tested.  3) Written Task, of about 100 words on a different genre 

every year. 
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The English Bagrut exam is a representation of the rationale behind the English 

curriculum. The main aim of the learner is to pass this exam, regardless of the degree 

of English proficiency this learner has acquired. Through personal communications 

with other colleagues, and through my experience as an English teacher in high 

school, and one who prepares for the exams and marks them, I can say, with a high 

degree of confidence that this rush for the Bagrut has come at a cost of the level of 

English in the Arab sector. No means was spared in this frenzy for the mark, 

including unethical considerations. The English Bagrut exam, as stated by the Chief 

Inspector for English, Judy Steiner, in a meeting with the Bagrut markers in Summer 

2001, has more evidence of cheating than other subjects. This remark, which was 

supposed to stress the integrity of the marking process, is an indicator of what is done 

at schools in order to pass the English exam. This is hardly a medal of honour to the 

reported increasing success rate in the subject. 

 

However, there is hope in the new English curriculum, which has become mandatory 

for the twelve graders in 2004. This curriculum marginalises the role of the Bagrut 

test and advocates the use of alternative assessment tools, such as project work, 

during the different stages of learning the language. However, here too, the possibility 

of cheating exists, but not at the same scale. The philosophy behind this approach is 

that teachers should worry about teaching the language according to the new 

curriculum, and the pupils will be ready for the test when it comes. Not seeing too 

much difference in the format of the new suggested Bagrut exam makes many 

teachers sceptical of the suggested technique. 
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1.2.4 The English Curriculum  

 

 The English Curriculum has seen a revolution in its latest shape; the rationale behind 

it makes the approach to learning and teaching English benefit from the latest theories 

and expertise of other countries that teach English as a foreign language.  

 

2.4.1 The Old Curriculum:  

 

The previous curriculum (Ministry of Education, 2002) was written with the 

assumption that the vast majority of Israeli pupils had their earliest contact with 

English in their fourth or fifth grade classes, and that their main exposure to the 

language was at school. It was therefore feasible and appropriate to write a curriculum 

that included a list of the structural items (grammar and vocabulary) that would 

provide pupils with a basic control of the language. 

 

The old curriculum dealt with the four skills of language: listening, speaking, reading 

and writing. In terms of grammar and vocabulary, each grade was provided with a set 

of grammar rules and a vocabulary list that were to be covered in the syllabus. There 

was no logical explanation to why a certain rule was introduced at a certain stage, and 

many rules were reintroduced at later stages as well. 

 

As far as the Arab pupils were concerned, the curriculum had only the Jewish pupils 

in mind when it was formulated. Textbooks were written by the Jews and for the 

Jews. In the 80s, all Arab pupils used a Ministry of Education approved series called 

ñEnglish for Speakers of Hebrewò. These and other later textbooks talked only about 
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Jewish holidays, and when Arabs were mentioned in these books, it was only in a 

stereotypical form. Even glossaries that were translated into Arabic had numerous 

errors in them. To conclude, the subject matter of these books had very little appeal to 

the Arabs. Even today, due to the political situation, not many 12 graders are eager to 

have their first English lesson dealing with the Memoirs of Yitzhak Rabin. When you 

feel alienated from the textbook you are using, it becomes very difficult to talk about 

motivation. 

 

1.2.4.2- The New Curriculum  

 

The need for a new curriculum is clearly expressed in its rationale, as it appears in the 

final version of the English Curriculum (2002:9-10) (Appendix 6). 

 

There is little doubt that the aim of this curriculum is to give English its due status and 

to provide the pupils and teachers with better learning and teaching environments. 

However, when it comes to the Arab pupils, and teachers, they are both at a 

disadvantageous starting point; Arab pupils are not exposed to English the way their 

Jewish counterparts are; and many, though a similar situation exists among the Jewish 

sector, do not have the óluxuryô of having a computer at home, let alone being 

connected to the Internet. Many schools do not have a proper ñEnglish Roomò for its 

pupils and teachers. Libraries still lack English books, let alone audio-visual 

materials. Very few schools have access to the Internet, and only a small number of 

them use the Internet as a teaching medium. Almost all Arab teachers are native 

speakers of Arabic, while at least 40% of Jewish teachers of English are native 

speakers of the language. Medgyes (1992) indicates that there are significant 
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differences between native and non-native English teachers in terms of their teaching 

practices. These differences can be attributed to their diverged language backgrounds. 

However, teacherôs effectiveness does not hinge upon whether they are native or not.   

 

Although it is still too early to judge the new curriculum, a lot has to be done before it 

can be implemented equally in both sectors.  As stated earlier in this study, the 

implementation of one curriculum in a multi-cultural society is controversial; it is not 

easy to create one with all the needs for the different groups in mind. Some groups 

will eventually pay a high price for such mini-globalisation attempts.   
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Summary- The Arab Pupils in Israel 

 

The political and social environments of the Arab pupils in Israel do not play a 

beneficial role when it comes to providing a supportive learning environment. The 

Arab pupils in Israel live in a country that is not theirs and are still looking for a way 

to find their true self-identity. The status of English for them cannot be more 

important, but at the same time it is becoming more and more difficult for them to 

keep up with the rapid change in that status. Although the number of pupils who 

achieve the Bagrut certificate has been on the rise lately, English still constitutes a 

major hurdle in their academic achievement. The diglossic state of Arabic has not 

played a positive role in the definition of a stable mother tongue either, and the 

competition that Hebrew is having with Arabic has added to the instability of the 

learning system in Israel. There are those who claim (Atallah, 2002) that there exists a 

political conspiracy to weaken the Arabic language, as one of the multi-fronts of the 

war between the Jews and the Arabs inside Israel, and that describing the 

phenomenon of the disintegrating of  Arabic as socio-linguistic, is naïve.  One can see 

the weakening of Arabic as an act of negating the otherôs culture in a hegemonic 

conflict, but labelling this as a conspiracy theory is unsubstantiated.  

 

The following chapter discusses the theoretical perspectives that set the ground for the 

research carried out in this thesis.  
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               CHAPTER TWO  

                  Theoretical Perspectives 

  

This chapter discusses the main SLA theories related to the research. The discussion 

moves from the general to the particular, where the directly relevant theories and 

models are looked into in details, regarding the three levels of exploring the IL: the 

linguistic, cultural and socio-political. The first level deals with theories of IL, the role 

of prior linguistic knowledge and cross-linguistic influences. The second level 

outlines the inseparability of language and culture, thus setting the scene for the third 

level, that of the influence of socio-political factors on learner language.   

 

The chapter ends by describing the conceptual framework that guides the research and 

assigns its boundaries. 
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Second Language Acquisition Theories   

 

Introduction  

 

Any practitioner who tries to study Second Language Acquisition (SLA) will be 

dazzled by the myriad of theories and models that have been competing for 

consideration as being more thorough and more representative of the complex issue of 

language-learning in general. Long (2000) suggests that there are more than 60 such 

theories and models. 

 

The acceptance of a certain theory that relates L2 to the existing prior knowledge of 

L1 is not an easy concept to follow, due to the huge numbers of theories in the field. 

However, the term acceptance, as used here, simply means that, among the myriad of 

models suggested, this one in particular seems to satisfy the way a person perceives 

what a language theory is, which is, in our case, through a practitionerôs view as a 

language teacher. This view also takes into account the fact that there is clear 

application of L2 theories into L2 pedagogy, thus taking Spolskyôs note that ówe have 

a traditional concern to consider not just the explanatory power of a theory but also its 

relevance to second language pedagogyò (1990:610). However, this relevance to 

language pedagogy is not clear-cut, and views vary between a complete rejection of 

the application, as stated by Tarone et al. (1976), to giving the green light to a full 

application of any theory grounded in óhard evidence about what worksô, as Longôs 

(1990) invitation states, cited in Ellis (1994:687). However, as it is often the case with 

opposing theories, the truth lies somewhere in between. The authorôs position is that 

teachers should be exposed to SLA research and should be encouraged to try what 
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works, provided that they have the knowledge of how to select what is relevant to the 

local specificity of their pupils, within the frame the curriculum sets on them. Reading 

about SLA research gives the teacher an explanation of at least why a certain theory 

has been applied in the rationale behind the curriculum. Understanding what goes on 

in the theoretical side helps the teacher to better appreciate the results of their                       

teaching, especially when it comes to changing the curriculum every few years, in 

accordance with new theories or models that become popular at the time of change. 

 

 Section I    Dichotomy of SLA theories 

 

 

Theories of language acquisition in general, whether L1 or L2, have dealt with the 

process of acquisition from a dichotomous approach: many aspects of these theories 

were eitheréor. When theories and models suggested a multi-layer approach, they 

too depended on an expansion of the same previous binary system: the five stages of 

initial L2 learning (White, 2000) stems from the duality of L1 and UG; Krashen 

(1981) differentiates between acquisition and learning; Schumannôs (1978) 

Acculturation Model discusses internal vs. external factors; the theories and models of 

language acquisition are full of dichotomous terms:  use and usage (Widdowson, 

1978); comprehensible input (Krashen, 1982) and output (Swain, 1985) ; competence 

and performance (Chomsky, 1965); teaching and learning, etc. What about a third 

dimension in these theories? Is there not anything between óinô and óoutô? Is there not 

a third reality between learning óinsideô and óoutsideô the classroom? Is there not a 

third state between teaching and learning; a state where the teacher does not teach, but 

the learner manages somehow to produce something new without having learnt it? 

Not wanting to take the issue to philosophical discussions, as stated before, the truth, 
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which is ever changing, is always somewhere in between the two poles. This is the 

basis for finding certain theories more applicable than others in a personôs 

epistemological paradigm, and an argument for an eclectic approach to teaching. 

 

   

2.1.1 The L1 vs. UG Access Dichotomy 

 

SLA theories can be looked at in terms of the way they relate the process of learning a 

second language to the L1. Generally speaking, there are two approaches to the field: 

L1=L2, or L1 <> (not equal to) L2.  Between these two extremes there lie different 

combinations of similar processes that occur in both L1 acquisition and L2 learning. 

White (2000:130) identifies five different perspectives on how L2 acquisition can 

start, all depending on the extent of presumed involvement of the L1 grammar (full 

transfer, partial transfer or no transfer) and the extent to which Universal Grammar 

(UG) constrains Interlanguage representations: 

 

The first view is that of full transfer of L1 and partial access to UG. This is the 

position that the L1 grammar constitutes the learnerôs representation of the L2 and is 

used to analyse the L2 input; in other words, the L2 initial state consists of the L1 

final state
3
.  (Schwartz and Spouse, 1996).  

  

L2 input ---> steady state L1 grammar--->ILG--->ILG--->steady state ILG 

                                                 
3
 The steady state of L1 grammar in our case is not well defined since the diglossic state of Arabic does 

not allow for a clear-cut definition of what kind of grammar exists in the learnerôs mind: is it the 

acquired Low Variety, the learned High Variety, or a mixture of the two? Since learning English as a 

foreign language takes place parallel to the learning of the High Variety of Arabic, in addition to 

Hebrew, the notion of the final state of L1 in this view is fuzzy.    
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The second view is that of no transfer of L1 and full access to UG. According to this 

view, L2 grammar is acquired on the basis of UG principles and parameters 

interacting directly with L2 input; the L1 final state does not constitute the L2 

learnerôs grammar or mental representation at any stage (Epstein, Flynn and 

Martohardjono, 1996, 1998). 

L2 input--------> UG 

| 

V 

Steady state L1                         ILG-->ILG-->L2 grammar 

 

The third view consists of full transfer of L1 and full access to UG. In this case, L1 

and L2 acquisition differ with respect to their starting point, but are similar with 

respect to involvement of UG. This view shares characteristics of the two previously- 

discussed approaches. 

 

    UG 

 

L2 input----->steady state L1 grammar--->ILG--->ILG-->steady state ILG 

 

 

Here, the learner first refers to the L1 grammar, but if this grammar is unable to 

accommodate the L2 input, the learner can turn to UG options, including new 

parameter settings, functional categories and feature values, in order to arrive at an 

analysis more appropriate to the L2 input.  

 

The case of having different L1s, as stated in the previous footnote, makes parameter 

setting an option only when there are differences between English and the other 

grammars, which is a clear case due to the distance of Arabic and Hebrew from 

English. At the same time, full access to these grammars might prevent learners from 
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converging on the L2 grammar in order to notice relevant properties of the L2. Such a 

restriction may lead to fossilisation (Selinker, 1972).   

  

The fourth view is that of partial transfer of L1 and full access to UG. This view states 

that the L2 initial state draws on properties of both the L1 and UG concurrently.  

However, the assumption of what is found in initial L2 grammar is controversial.  

Vainikka and Young-Scholten (1994, 1996a, 1996b) propose that only L1 lexical 

categories are found in initial L2 grammar. Functional categories are not transferred.  

 

In this respect, L2 learners are like L1 acquirers, who are also assumed, on the weak 

continuity hypothesis, to lack functional categories initially (Clashen, Eisenbesis and 

Vainikka, 1994). In response to L2 input, learners gradually project functional 

categories, drawing on the full inventory in UG, just as L1 acquirers are assumed to 

do. In principle, L2 learners should converge on the L2 grammar. This view, in 

comparison to the prior one, should make fossilisation less probable due to the 

noticing of relevant properties of the L2. 

 

The fifth and last view is that of partial transfer of the L1 and partial access to the UG. 

This view is shared by the recent work of Eubank, Beck and Aboutaj (1997) and 

Eubank, Bischof, Huffstutler, Leek and West (1997). For them, L2 grammar is 

permanently impaired in a local domain with a range of consequences not found in 

native-speakersô grammars, therefore, ultimate attainment is necessarily non-native 

like. This is the view that I find representative of my beliefs concerning language 

acquisition; it gives a role to L1, or prior linguistic knowledge in the case of more 

than one language, but at the same time it explains why wild grammars are not 
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produced. Furthermore, the ultimate-attainment issue means that the learner will never 

become a native speaker. This is taken more as an objective realisation of the learning 

process, not a ómissedô opportunity; the frustration of failing to become a native 

speaker of the language disappears and is replaced by a more realistic goal of 

becoming a proficient user of the language. 

 

 White (2000:130-157) discusses certain problems in this approach as to what, for 

example, counts as evidence for data at the initial state; whether UG places limitations 

on the acquisition process itself or on the form of the grammar, as some researchers 

see it (Borer, 1996; Carroll, 1996; Gregg, 1996).  The term ñaccessò should therefore 

be replaced by ñrestrictionò, which is the real role of UG (Dekydtspotter, Sprouse and 

Anderson, 1998). 

 

Similar problems are raised regarding transfer. Research on developmental stages 

suggests that L2 learners with different mother tongues behave differently with 

respect to certain properties (White, 1985; Vainikka and Young-Scholten, 1996b; 

Hawkins and Chan, 1997). In contrast, other work on developing Interlanguage 

grammars has claimed similarities between learners of different L1s and between L1 

and L2 acquisition. Epstein et al. (1996, 1998) and Flynn (1996) appear to believe that 

successful acquisition of an L2 property that is not exemplified in the L1 is sufficient 

to demonstrate lack of L1 involvement in the Interlanguage representation.  

  

 Whiteôs view is that, as far as UG availability is concerned, the approaches described 

above cannot be fully assessed without considering Interlanguage grammars beyond 

the initial state, therefore it is very difficult to deal with the developmental stage 
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without investigating the final state (ultimate attainment) of the L2 learner. So, while 

in L1 acquisition the working assumption is that all acquirers of the same language or 

dialect achieve essentially the same end state, L2 learners end up with different 

grammars due to fossilisation. Second language learners starting with different L1 

grammars as the initial state will not in fact be taking the same developmental path. 

This view stands in clear accordance with the ófuzzyô state of the initial grammars 

present in L1, which, in addition to the fuzziness in the nature of these grammars and 

what they consist of, there is no evidence to indicate that the learners are starting at 

the same initial state of L1. This cannot be more evident than in the case of a diglossic 

language as explained earlier. I do not think a theory that ignores the role of L1 in the 

acquisition of a second language can be advanced without controversy.  

 

The role of prior linguistic knowledge goes beyond the fact that the learner already 

knows another language, or languages. The knowledge accumulated in the learner is 

not the equivalent to that of a monolingual multiplied by the languages they know. In 

this case, one plus one is greater than two. Cook (1991, 1992) describes the ñdistinct 

compound state of mindò that a bilingual speaker has; the multi-competence 

framework in which they work.  

 

Grosjean (1998:175) defines a bilingual speaker as being ña specific speaker-hearer 

with a unique- but nevertheless complete- linguistic system. The competencies of this 

speaker-hearer are developed to the extent required by his or her needs and those of 

the environment.ò  
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What this framework addresses is that being multilingual, even with incomplete 

systems, is not to be compared to the high status sometimes given to native speakers. 

In the case of English, being the lingua franca of the world today, there are more non-

native speakers of English than native speakers. English has become more than one 

well-defined, protected language. The linguistic repertoires of many speakers of 

English include a variety of  óEnglishnessô, which can be seen as an attempt to address 

the multilingual, multicultural societies in which we live. Internal issues of English-

speaking countries of what constitutes Standard English are of little relevance to the 

learner of English as a foreign language. Being a speaker of English is a prestigious 

matter, but being bilingual, or yet multilingual, is much more than that; it is simply 

being multi-skilled.      

 

2.1.2 The Acquisition vs. Learning Dichotomy  

 

Krashen (1981) proposed that learners had two processes available when it comes to 

learning a second language: the first involves the re-use of the same processes that 

had operated in acquiring the first language; the second has to do with school 

instruction and language study. The former he termed óacquisitionô, the latter 

ólearningô. Krashen proposed a five-point theory of second language acquisition, the 

Monitor Theory, which had great influence on researchers and teachers alike. The five 

points were: 

1. Both learning and acquisition play a part. 

2. The learning process monitors the output of the acquisition 

process. 
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3. There is a natural hierarchy for all learners of any language as a second 

language. 

4. Acquisition of new elements of the language depends on the availability of 

suitable models in the input at the right time in the learnerôs history of 

exposure to the language. 

5. How much input becomes intake depends on certain emotional factors 

(referred to as the Affective Filter). 

 

Krashenôs theory was exclusively concerned with grammar, not even the whole 

grammar, but rather part of it. Vocabulary and sociolinguistic competence were not 

considered, nor was the ability to produce language. This was one more attempt to 

form a theory of second language learning. However, Krashenôs dichotomy was 

modified by Long (1983a), Pica (1987, 1996) and Swain (1985), among others, 

although they basically accepted the dichotomy of the conscious learning in class, and 

the natural, subconscious acquisition, which usually happens outside the classroom.  

  

It was Selinkerôs (1972) theory of Interlanguage that gave the term ñlearner languageò 

a new meaning. While Contrastive Analysis compared L1 with TL, IL was seen as an 

idiosyncratic language sitting between L1 and TL. To compare IL with TL, you need 

to perform Error Analysis (EA). EA excluded the role of L1 in this comparison, 

although transfer could be found in analysing Inter-lingual errors. 

 

The following section discusses the theory of Interlanguage and its relevance to 

classroom teaching and learning. Issues of transfer, variability and testing conclude 

the discussion of the linguistic level of the theoretical perspectives.   
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 2.1.3 Theory of Interlanguage  

 

It was the introduction of the concept of óIdiosyncratic Dialectô by Corder (1971), and 

that of óApproximative Systemô by Nemser (1971), and óInterlanguageô by Selinker 

(1972) that made the whole issue of error irrelevant, since, according to the above 

concepts, we cannot call such a language deviant, or erroneous. These accounts of 

language development underscore the notion of an orderly and systematic linguistic 

process that is half imitation and half invention (Edmundson 1985, Pfaff, 1987; 

Berko-Gleason, 1993). Language development is orderly and systematic, but it is also 

complete, yet not totally complete. Although language development arrives at certain 

stages of accomplishment and achievements, according to Durkin (1986) they ñwill be 

subjected to addition, elaboration, refinement, reapplication and re-organisation in the 

years aheadò (p. ix), so it is a life-long process. Because there are both continuous and 

discontinuous characteristics of language development, we have begun to focus our 

attention on both the normative and the non-normative patterns of language 

behaviour. The latter forms are no longer looked at as ñstrangeò, ñdeviantò or 

ñbrokenò. One of the non-normative linguistic behaviour patterns can be found in 

Interlanguage. 

 

The notion of Interlanguage is central to the explanation of SLA. Interlanguage is the 

result of the interaction among many language acquisitive device factors in any two or 

more languages developing more or less simultaneously; in our case, the learning of 

MSA, Hebrew and English. According to Selinker, who coined the term in 1972, 

Interlanguage may be viewed as an adaptive strategy in which the speaker tries to 

speak the interlocutorôs L1 although he has little proficiency in it. This strategy uses 
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simplification, reduction, over-generalisation, transfer, formulaic language, omissions, 

substitutions and restructurings. Speakers of a native language do not suddenly 

become speakers of another language; they go through a process of making and 

testing hypotheses about the target language, with or without the assistance of formal 

instruction. They begin with knowledge about language in general, gained from their 

L1, and move toward the target language. They usually readjust their mental model of 

the target language. Those hypotheses which correspond to the rules of the target 

language become part of the mental mode. Other hypotheses are either revised or 

discarded. The learner is always on the continuum between L1 and TL (Selinker, 

1972), usually moving toward the TL, unless a decision is taken to óstopô this motion, 

for a variety of reasons, psychological or social, and this might lead to fossilization 

(Brown, 1993).  

 

Ellis (1985) explains Interlanguage as the theoretical construct which underlies the 

attempts of SLA researchers to identify the stages of development through which L2 

learners pass on their way to L2 or near L2 proficiency. According to Ellis, learners 

do not progress from zero knowledge of a target rule to perfect knowledge of the rule. 

They progress through a series of interim or developmental stages on their way to 

target language competence. Interlanguage is described as permeable, dynamic, 

changing and yet systematic (Selinker, 1972; Corder, 1975). According to Anderson 

(1984), Interlanguage goes from a nativisation process to a denativisation one. For 

Klein (1986) Interlanguage or learner-language varieties should be viewed not only as 

systematic as well as variable, but also as creative with rules unique to themselves and 

not just a borrowed form of the other languages. Interlanguage, however imperfect 

from a normative point of view, represents the learnerôs current repertoire and, as 
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such, a learner variety of the target language. Corder (1981) defines the structural 

properties of Interlanguage as: (a) a simple morphological system, (b) a more or less 

fixed word order, (c) a simple personal pronoun system, (d) a small number of 

grammatical function words, (e) little or no use of the copula, and (f) the absence of 

an article system. Interlanguage is a working model, a grammar, a system that can be 

used quite effectively for communication purposes.     

 

 Although many of these points seem justifiable, the context of the research and the 

setting of its boundaries do not only allow the use of EA; they also make it a suitable 

method for characterising the IL of the API, since, as rightfully claimed by 

Hammarberg (1974:185), EA cannot only deal with the errors and neglect the non 

errors. It is this weakness, among others, that were overcome by designing the 

research in such a way that has taken all these points of criticism into consideration. 

The characterisation of the APIôs IL does not depend solely on the erroneous 

utterances of the pupils; the process of error diagnosis did ask for the pupilsô 

intentions when they wrote something; the statistical measures used and the 

quantification of the data did allow for statistical inferences, and most importantly, 

EA was used as one of many means to explain the process of learning that takes place 

among the API.  
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 2.1.4 The Concept of Language Transfer 

 

According to the theory of IL, there are forces that lead to non-native ILs, the most 

important of which is language transfer.  

 

Similar to many other issues in SLA theories, the concept of language transfer has 

seen its share of controversy. Still, it is difficult to imagine a complete theory of SLA 

that ignores the role of prior linguistic knowledge on the learner of a foreign 

language. 

 

The source of the controversy is related to the early behaviouristic theories of L2 

acquisition. Although these theories have long been discredited, certain elements in 

them remain óintactô, one of them being the role of L1 on the acquisition of L2. The 

terms óinterferenceô and ótransferô are no longer associated with the behaviouristic 

interpretation of the phenomenon as being cases of interference or hindering the 

acquisition of L2, nor are they seen as falling back on the native language; other 

acquired languages can also have an effect on the newly acquired language as well. 

This, among other factors mainly dealing with the ambiguity of the term (Dechter and 

Raupach, (1989:x-xii) provide seventeen different definitions of the term!), led some 

researchers to suggest that the use of the term óL1 transferô is completely inadequate 

and should be substituted by alternative terminology: Corder (Gass and Selinker, 

1983) and Tarone (Gass and Selinker, 1983) suggest a reconsideration of the concept 

altogether and a substitution of the term ótransferô, being ómisleadingé[and that it] 

obscures the complex interaction between the first and the second language systems 

and language universalsô (Gass and Selinker, 1983:281). Instead, they suggest 
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dropping out the term ótransferô completely and using óL1-L2 facilitationô as an 

alternative term (Gass and Selinker, 1983:294). Sharwood Smith and Kelleman (in 

Ellis, 1994:301) have argued that a super-ordinate term that is theory neutral is needed 

and suggest ócross-linguistic influenceô instead. Kellerman (Ellis, ibid.) suggested 

restricting the use of the term to óthose processes that lead to the incorporation of 

elements from one language into anotherô (Ellis, ibid.). Odlin (1989:27) offers a 

óworking definitionô of transfer, though not without problematic terms within the 

definition itself, like the word óinfluenceô: 

ñTransfer is the influence resulting from the similarities and differences between the 

target language and any other language that has been previously (and perhaps 

imperfectly) acquired.ò 

 

What is interesting in Odlinôs definition is the fact that the influence of transfer is not 

minimised to L1. In our case, we are talking about influences that can result from 

Colloquial Arabic (L1) on MSA (L2), into Hebrew (L3) and finally into English (L4), 

passing of course through other languages that might exist in the learnersô repertoires, 

such as in the case of bilinguals due to marriages to non-Arabs. Furthermore, this 

influence is by no means unilateral; there have been cases of influence on L1 resulting 

from L2, or L3. Atallah (2002) investigated the influence of Hebrew on L1 and L2 

among the API and found out that this effect goes as high as the level of policy 

makers of the Arabic Curriculum. Amara (1999) also showed the effects of such 

influence on the language of an Arab village in Israel. This kind of influence is 

defined in the literature as óborrowing transferô, in contrast to the more common 

ósubstratum transferô that of the influence of L1 on one or more L2s (Odlin 1989:12-

13). In borrowing-transfer, which normally begins at the lexical level, the group 
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exerting the influence is often a speech community with larger numbers, greater 

prestige, and more political power. In such cases, words associated with the 

government, the legal system, the schools, the technology and the commercial 

products of the dominant majority are among the first to make their way into the 

minority language. 

 

Although the theories of IL and transfer are found in the learner language in and out 

of the classroom setting, it is the former that this research is investigating.  As many 

other aspects in SLA theories, classroom instruction is controversial, not only in terms 

of its effectiveness in language acquisition, but also in the ways IL is assessed.  

 

The following section explains when classroom instruction matters.   

 

2.1.5 Natural Vs Classroom Settings 

 

If we use Krashenôs acquisition versus learning dichotomy, we see that acquisition, 

not learning, is the more natural way of acquiring a new language. However, our 

reality as teachers of English to the APIs is that English is taught in class by non-

native speakers of the language. Teachers who have their own ILs vary in their 

proficiency level, and pupils cannot control whom they have as their teachers. The 

reality in which teaching English takes place does not only occur in a non-natural 

environment, where teachers are non-native speakers, but the Bagrut exam itself 

cripples the learning process by obliging teachers to teach more about strategies on 

how to pass the exam, even at the expense of teaching the language. 
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Classroom instruction, in the case of the APIs, assumes three facts that teachers have 

to deal with: 

a. Prior linguistic knowledge plays an important role in the learning 

process of the language (See the discussion above).  

b. Errors are important indicators of the learning and teaching processes (See the 

section on Error Analysis.) 

c. Classroom instruction, even though not the best environment for language 

acquisition, does work. 

 

Classroom instruction works, although there are more natural ways of acquiring a 

language. However, when it comes to which aspects of language the classroom can 

help more than others, evidence has shown that grammar is such a domain. Eckman et 

al., (1988) have proved that grammar instruction can be effective in enabling learners 

to progress along the natural order more rapidly. One way in which this might be 

achieved is by teaching marked features within the sequence. Pienemann (1984), 

states that grammatical features that are not subject to developmental constraints may 

be amenable to instruction. Formal instruction may help learners to comprehend the 

meanings of grammatical structures, even if it does not enable them to use the 

structures in production (Buczowska and Weist, 1991). Harley (1989) and White et al. 

(1991) have shown that formal instruction helps to improve grammatical accuracy. 

Classroom instruction can also help when it provides comprehensible input or output, 

according to Krashenôs (1982) Input theory and Swainôs (1985) Output theory, 

although Krashen is generally an advocate of no instruction at all. 
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Other researchers, such as Smith (1981), see instruction as facilitative to the natural 

acquisition by speeding it up. The Interface Hypothesis of Sharwood Smith (1981), 

cited in Ellis (1994), claims that this can be done by (1) supplying the learner with 

conscious rules, and (2) providing practice to enable them to convert this conscious, 

ócontrolledô knowledge into óautomaticô knowledge. 

 

The degree to which instruction works, or how it works, is not within the boundaries 

of this research. However, since the classroom, so far, is the most common place 

where teaching and learning take place, it is important that we keep a level of 

awareness to the huge number of variables that take place in such an interaction. 

Whether researchers can always successfully separate one aspect of this interwoven 

world and study it separately óoutsideô its ónaturalô world is, for the least, problematic.   

 

The parties involved in this interaction are situated in their own realities that it 

becomes very difficult to even try and come up with a hypothesis, or a theory, whose 

aim is to direct the parties to how to get involved into the process. Language learning 

and language teaching involve much more than ólearningô or óteachingô as 

mechanisms; there are human beings involved in the action, and when that happens, 

these mechanisms have to be studied óinsideô their creators: the teacher and the pupils.  

 

The discussion therefore, is not as dichotomous as the learning vs. acquisition theory 

tries to put it. It is not even the traditional dichotomy of ótheoryô and ópracticeô. As 

Rampton (1997:12) points out, these dichotomies are breaking down in social 

sciences, ñApplied Linguistics has no longer to choose óeither / orô between discovery 

and usefulness, between activity within and outside paradigms, and there are no 
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principled reason why at different moments, the applied linguist shouldnôt aim for 

both, bringing them togetherò. 

 

From the discussion above we can see that the trend of distancing oneself from the 

binary way of thinking is gaining momentum. Probably the best way of concluding 

the subject is by looking at the dichotomous terms as the extremes where the specific 

theory under discussion starts and ends. The focus should be on what lies in between. 

 

As stated above, errors are a reality with which teachers have to live. The significance 

of errors has seen shifting emphases during the different periods of the short history of 

SLA theories. Error Analysis (EA), as a method of analysing learner language, has 

also seen its days of acceptance and rejection. However, it is hard to imagine a 

classroom where errors are not mentioned.  

 

 2.1.6 Error Analysis  

 

Larsen-Freeman and Long (1991) claim that the study of SLA can be said to have 

passed through a series of phases defined by the modes of inquiry researchers have 

utilised in their work: contrastive analysis, error analysis, performance analysis and 

discourse analysis (p.81). As we look into the roots and development of error analysis, 

let us first overview contrastive analysis so as to gain better insight into how error 

analysis became more popular among SLA researchers. Our discussion will be limited 

to the role of errors in each stage.  
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The behaviouristic theory of language learning, which prevailed in the 50s, perceived 

errors as something to be avoided, since language learning, like any other kind of 

learning, took the form of habit formation (Brooks, 1960). This belief of learning was 

eventually discarded by the well-known, radically different perspective, which was 

proposed by Chomskyôs (1959) review of Skinnerôs Verbal Behaviour. His review 

discarded the use of the terms óstimulusô and óresponseô in language learning theory; 

óreinforcementô was not significant in such a theory since children, while acquiring 

their L1, were rarely corrected by their parents. Chomsky wrote that human learning, 

especially language acquisition, cannot be explained by simply starting off with a 

"tabula rasa" state of mind. He claimed that human beings must have a certain kind of 

innate capacity which can guide them through a vast number of sentence generation 

possibilities and have a child acquire a grammar of that language until the age of five 

or six with almost no exception. He called this capacity "Universal Grammar" and 

claimed that it is this very human faculty that linguistics aims to pursue.  

 

It was Corder who first advocated in ELT and the applied linguistics community the 

importance of errors in language learning process. Corder (1967) discusses the 

paradigm shift in linguistics from a behaviouristic view of language to a more 

rationalistic view and claims that in language teaching one noticeable effect is to shift 

the emphasis away from teaching towards a study of learning. He emphasises great 

potential for applying new hypotheses about how languages are learned in L1 to the 

learning of a second language.  

 

Corder goes on to say that in L1 acquisition we interpret the child's 'incorrect' 

utterances as being evidence that he is in the process of acquiring a language and that 
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for those who attempt to describe his knowledge of the language at any point in its 

development, it is the 'errors' which provide the important evidence(ibid.: 23). In 

second language acquisition, Corder proposed as a working hypothesis that some of 

the strategies adopted by the learner of a second language are substantially the same 

as those by which a first language is acquired-(this does not mean, however, the 

course or sequence of learning is the same in L1 and L2). By classifying the errors 

that learners made, researchers could learn a great deal about the SLA process by 

inferring the strategies that second language learners were adopting. Selinker 

(1992:150) reiterated Corderôs idea when he stated that, for learners themselves, 

errors are 'indispensable,' since the making of errors can be regarded as a device the 

learner uses in order to learn. 

 

Selinker (1992) pointed out the two highly significant contributions that Corder made: 

"that the errors of a learner, whether adult or child, are (a) not random, but are in fact 

systematic, and are (b) not 'negative' or 'interfering' in any way with learning a TL but 

are, on the contrary, a necessary positive factor, indicative of testing hypotheses (ibid: 

151). Such contribution in Corder (1967) began to provide a framework for the study 

of adult learner language. Along with the influence of studies in L1 acquisition and 

concepts provided by Contrastive Analysis (especially language transfer) and by the 

Interlanguage hypothesis (e.g. fossilisation, backsliding, language transfer, 

communication and learning strategies), this paper provided the impetus for many 

SLA empirical studies.  

 

In the 1970s and early 80s, a large number of papers on error analysis were published 

throughout the world. However, it lost its attention and enthusiasm gradually as more 
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and more criticism was made against the approach and method of error analysis as we 

have shown earlier.   

 

What is important here is the effect the role of errors had on language learning 

theories: from the early Transfer Hypothesis of Fries (1957:V), where he sees that L1 

acquisition is different from L2 learning, to Corderôs (1967:16) over-generalisation 

hypothesis, which states that  ñsome strategies adopted by the learner of a second 

language are substantially the same as those by which a first language is acquiredò, or 

to a synthesis of both as Taylor (1975:18) suggested, errors shifted from being a 

purely negative sign into a necessity indicating that learning is taking place. Whether 

the errors should be the focus in the analysis and explanation of the learner language 

is debatable, however, these errors give us the chance to see what went wrong so that 

we can take some remedial action and interfere in the learning process, by taking 

óshortcutsô, or avoiding ólandminesô when possible. This should be done with 

complete awareness that certain features in SLA theories cannot be changed, such as 

the order of learning, as stated in Pienemannôs Processability Theory (1998).    

 

Errors are also an indication of the variations that exist in the learnersô IL. Variations 

are significant because they allow the teacher / researcher to look for the 

developmental patterns in the pupilsô ILs. However, variations within individual 

learners have shown that IL is an extremely dynamic language, which is very much 

dependent on a variety of factors that control its nature. Language Testing (LT), 

another reality in classroom teaching, is yet one more aspect that has to be dealt with 

in order to complete the discussion of the theoretical perspectives of this research. The 
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following section looks into language variations and language testing and how they 

should be combined in order to support SLA theories.  

 

 2.1.7 Language Variations in Second Language Acquisition and Language 

Testing 

 

Ellis (1994: 22-23) considers all variations in language-learner language to be part of 

variability, and classifies them into two main categories: systematic variability, which 

includes individual variability and contextual variability, and non-systematic 

variability, which includes what he calls free variability and performance variability.  

 

In Language Testing (LT), the distinction is not that between systematic and non-

systematic variation, but rather between two types of systematic variation: (1) 

variation due to differences across individuals in their language ability, processing 

strategies, and personal characteristics (e.g., cultural and background knowledge, 

affective schemata), and (2) variation due to differences in the characteristics of the 

test method, or test tasks (Bachman, 1998: 3). 

 

Tarone (1998:73) makes a similar distinction, arguing that the term óindividual 

differenceô should be used for differences in performance across individuals, and the 

term óvariationô should be reserved for ñsynchronic situation-related variation in the 

use of a second language.ò Variation, she goes on to point out, ñought to be reserved 

to refer to shifts within the performance of any given individualò. 
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Among the many sources of variability, such as mood, learning strategies, skillsé, 

three are central to both fields of SLA and LT: 

1. Individual differences in the language ability, which are acquired or 

measured. 

2. Individual differences in the strategies and other processes that 

individuals employ in language use, as well as on language test tasks 

and SLA elicitation tasks. 

3. Variation in the tasks and context and their effects on language use, as 

well as on performance on language test tasks and SLA elicitation 

tasks. 

 

We should here make a distinction between language and language ability. LT is not 

language per se that is being measured or acquired, but language ability. 

 

The field of language ability, or proficiency, that dominated the field of language 

testing in the 1960s and 1970s was one that derived largely from a structural 

linguistics view that saw language as being composed of discrete components (e.g., 

grammar, vocabulary) and skills (listening, speaking, reading, writing). 

 

The Eighties saw a broadening of the theoretical basis of SLA, away from the early 

theories of contrastive analysis and error analysis. Ladoôs (1957) and Wardhaughôs 

(1970) early discussions of contrastive analysis had long been abandoned in current 

SLA. The same could be said about Corderôs (1967, 1970) and Richardsô (1974) 

discussions of error analysis. However, the description of Interlanguage differences 
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and learner errors does continue to be part of SLA research, within more recent 

linguistic paradigms (James, 1998). 

 

When it comes to the empirical research in SLA, much of it continued to focus, rather 

narrowly, on acquisition of the linguistic aspects of language ability, such as 

morphology, syntax, and lexis, just as language testing continued to focus on these 

same elements (Bachman, 1998:3). 

  

One area, which has to be looked into in our case, is the nature of L2 ability and the 

factors that affect its development in classroom settings. Findings from Harley, Allen, 

Cummins, and Swain (1990:24) indicate that academic tests tended to be related, that 

academic skills were strongly related across languages, that cognitive factors were 

more strongly related to discourse competence and writing than to grammatical 

competence, and that ñlanguage proficiency must be conceptualised within a 

developmental context as a function of interactions that students or learners 

experience in their languageò (Harley, Allen, Cummins, and Swain. 1990:25).   

 

As to variations in tasks and context and their effects on language use, research has 

shown (Tarone, 1998) that it is common for the language production of L2 learners to 

vary systematically in grammatical accuracy and fluency (among other 

characteristics) in response to contextual changes. This may lead to seeming 

inconsistencies among respondents on language tests or SLA research tasks from one 

task to the next. It is therefore essential that the researcher specify the situational 

features, or characteristics of the tasks he or she designs, so as to facilitate the 
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investigation of the degree to which variations in performance, or Interlanguage 

output on the task, are in fact the result of the specific features of that task.  

 

It is now well established that the way individuals use language, and perhaps their 

ability to use language, for communication varies as a function of features in the 

language use context or situation (e.g. Catchcart 1986; Tarone 1988; Bayley 1991, 

1994; Young 1991, 1993; Tarone and Liu 1995). 

 

Performance in SLA elicitation tasks states that variation in language production by 

the same L2 learner is common, and shifts in accuracy may be triggered by such 

contextual factors as shifts in the identity of the interlocutor and the learnerôs 

relationship both that interlocutor, topic, degree to which the learnt was encouraged to 

focus on accuracyé (Tarone, 1988). A later study by Tarone and Liu (1995) showed 

that the more relaxed the context was, the more accurate the performance.  

 

Performance in language tests also reveals systematic variation from one task to the 

next. Research has shown that, even when tasks are identical, the topic can affect 

Interlanguage performance. (Smith 1992) found that the pronunciation, grammar, 

fluency, and overall comprehensibility of many teaching assistants were all subjects to 

variation in relation to changes in topic, and in relation to particular test tasks. In 

general, any factor in the test domain that researchers change can lead to changes in 

an Interlanguage userôs perceptions and assessment of the communicative situation, 

and thus to changes in Interlanguage performance on the test. Douglas (1986) 

suggests that rather than attempting to minimise the effects of test method on the 
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interpretation of results, LT and SLA researchers should employ them to design tests 

that are appropriate for particular populations.  

 

To conclude, the problem of authenticity and the nature of language-use tasks 

continue to be one of the issues that need to be looked into in more depth in the 

future. Many SLA researchers consider authentic, unmonitored language use 

(vernacular) to be the primary source of data for the investigation of language 

acquisition, and hence place great value on ñauthenticò tasks (Tarone, 1998). 

Bachman and Palmer (1996) argue that in order to make inferences about language 

ability that will generalise beyond the language test, we need to design test tasks that 

correspond to non-test language use tasks.  However, the problem of the so-called 

observerôs paradox (Labov, 1972), and the bandwidth fidelity dilemma (Cronbach: 

1984:174-175) create difficulties in assigning research on authentic observation and in 

being able to generalise. The observerôs paradox prevents authenticity because of the 

existence of the observer, and, while broad, authentic samples of language use yield 

more generalisable, but less accurate inferences about components of language ability, 

narrow, less authentic samples yield more accurate but less generalisable inferences 

(Bachman and Palmer, 1996: 22). 

 

The researcher has to be aware of the type of test administered and its aims; in our 

case, when very specific structures are elicited, such as interrogatives, it is not the 

communicative domain of the language that is being tested, but rather the language 

instructional domain, as Bachman and Palmer (1996) distinguish them. We test 

situations in which language is used for the purpose of teaching and learning.   
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Summary  

 

In the previous section we have seen how the various models of SLA came short of 

providing a complete theory that addresses all the issues in language acquisition. Most 

of these theories focused on the linguistic aspect of acquisition, and many of them 

saw acquisition as a binary system of óeitherô / óorô. This paradigm of dichotomous 

reality can help to explain basic issues in linguistics theory that are needed for a better 

understanding of language acquisition in general. However, as language is not a 

separate entity of the human being, it is affected by other external and internal factors 

that reside outside the linguistic world of the learner. To explore IL through these 

perspectives, a different paradigm has to be applied. 
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Section II  A Different Paradigm: Away from Dichotomies 

 

Introduction  

 

Previous SLA theories usually saw learning as an individual process that takes place 

inside the learnerôs ñblack boxò. Researchers tried to understand what happened in 

that box between the input and the output stages, mainly through psychological 

mechanisms (e.g. Dulay et al., 1982).  Universal Grammar theories in SLA (e.g. 

White, 1989) perceived these mechanisms as being universal and innate, with a 

language faculty responsible for learning. Cognitive approaches saw a more general 

learning mechanism being applied in the learning process (e.g. Corder, 1967; 

Selinker, 1972). 

 

Other researchers have focused on the language learner and studied how learner 

differences might affect language learning, (e.g. Gardner, 1985). These differences 

were perceived as being fixed characteristics and included traits as language aptitude, 

learning style and motivation. These traits influence the outcome of the language, but 

the universal developmental path remains the same. Some researchers have also 

investigated social and cultural factors (e.g. Schumann, 1978), but these factors were 

not taken as having a big influence on language learning, although this is not true, as 

we will see at the conclusion of the research. 

 

Prior linguistic experience and its contribution to language learning got the attention 

of researchers in the 1980s. Krashen (1982) introduced the notion of comprehensible 

input as being crucial in language learning. However, Swain (1985) claimed that 
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output also played an important role in the learning process; learners need to produce 

language to learn. These two approaches to language looked at the interaction 

between the learner and the language being learned. Other researchers combined both 

input and output in the learning process and investigated ways of how negotiation of 

meaning with the interlocutor could make input and out comprehensible (e.g. Ellis, 

1990; Swain, 1985). Both the Input and Output theories require that extra step, that 

i+1, to be effective, a reminder of Vygotskyôs (1978) ózone of proximal 

developmentô, where the learner acquires new knowledge through the help of a 

caregiver, someone who is more knowledgeable. This latter paradigm of 

understanding language acquisition reflects the multitude of factors that play a role in 

the learning process, and that things do not happen only inside the óblack boxô of the 

learner.   

 

These latest trends, although they have stressed interaction as an important factor in 

language learning, have not emphasised enough the social aspect in it. Recently, more 

voices have been heard against the simplicity in which language learning is being 

perceived. The cognitive, individualistic assumptions of earlier research over- 

simplified the learning process by excluding other complex and interpretive factors 

that existed in it, such as critical discourse analysis and critical sociolinguistics (e.g. 

Firth and Wagner, 1997 and Rampton, 1991, 1995); feminist post-structural theory 

(Norton, 2000) and socio-cultural theory (Lantolf, 2000; van Lier 2000). This latest 

trend puts the notion of SLA as a more complex process than ever before. The effect 

of such a trend, which is influenced by Vygotskian and Bakhtinian views, puts more 

emphasis on the social nature of self and the sociality of learning (e.g. Davis, 1995; 

Toohey, 1998, 2000).  
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Bakhtin (1984) argues that discourse and meaning are fundamentally social and that 

learning takes place when the learner transforms the language of the other into their                       

own:  

ñWords are, initially, the otherôs words, and at foremost, the motherôs words. 

Gradually, these óalien wordsô change, dialogically, to become oneôs óown alien 

wordsô until they are transformed into óoneôs own wordsô (Bakhtin, 1984, cited in 

Smolka et al., 1995:181).     

 

Bakhtin stresses the situatedness of language in particular social, historical, cultural, 

and economic environments.  Vygotsky (1978) sees learning as taking place with 

others, and he views the transition between the two planes as a dialogic process in the 

ózone of proximal developmentô described as: 

The distance between the actual development level as determined by independent 

problem solving and the level of potential development as determined through 

problem solving under adult guidance or in collaboration with more capable peers (p. 

86). 

 

Learning, therefore, takes place not just through dialogue, but particularly through 

dialogue with óexpertsô, whether adults or more ócapableô peers. Mental action, 

according to this view, is mediated by culturally constructed artefacts, which include 

technical and psychological tools. Lantoff and Appel (1994) explain Vigotskyôs claim 

that, just as they use technical tools for manipulating their environment, people use 

psychological tools for directing and controlling their physical and mental behaviour.  

Both Bakhtin and Vygotsky are seminal in current socio-cultural theorists that see 

learning as located in social interactional processes, and language learning in 
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particular as a socialisation process that leads to knowledge through interaction with 

more expert others. Lave and Wengerôs, (1991) ñlegitimate peripheral participationô 

theory focuses on the relationship between learning and situated social situations and 

conceptualises the learning process as one of participation in a community of practice. 

Knowledge, according to this theory, is located within the community, which is a 

shared history of learning, involving relations of mutual engagement, negotiation of a 

joint enterprise, and the development of a shared repertoire (Wenger, 1998). Through 

interaction in society, the social roles of its members change, while their 

understanding and knowledgeable skills develop. For learning to take place, learners 

should have access to practice, rather than to instruction.  

 

Lave and Wenger (1991) see learning and identity as inseparable. Moving toward full 

participation in practice involves becoming part of the community and developing a 

sense of identity as a master practitioner. This, Lave and Wenger (ibid.) acknowledge, 

requires changes in cultural identity and social relations.  

 

2.2.1 Cultural and Socio-political Issues regarding Cross-linguistic Influences 

 

Since cross-linguistic influences carry on with them more than the linguistic factor, 

such influences are also the source of a longer-term issue of cultural and even socio-

political effects. The new words that travel from one language into the other, 

especially when such a transfer follows the rule of cultural and socio-political gravity, 

moving from the high-status language and culture, which is usually the majorityôs, 

into the low-status language and culture of the minority. These words do not 

ameliorate the low status of their language, as some pseudo-educated believe, but 
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rather disintegrate the centuries-old heritage of that language and culture. This is not 

just an act of linguistic transfer; there is much more to it than a quick look can yield; 

what is at stake here is the heritage of a whole nation. 

 

 In the case of Hebrew and Arabic cross-influence, where Hebrew is the high 

language and culture of the majority, most of the words that ódroppedô from Hebrew 

into Arabic were words that dealt with aspects of everyday life: bus-station, medical 

centre, police, train, orange-juice, salary, tax, national insurance, value added tax, city 

names, etc. These words have penetrated Arabic in such a way that people made all 

the linguistic adjustments necessary to conceal their foreign state. Such adjustments 

included applying morpho-syntactic rules on them, including number and gender, in 

addition to certain phonetic and cosmetic alterations so that no trace of their origin 

would be discovered (Zuckerman 2003). In such a case, what starts as just a few cases 

of limited words travelling over linguistic borders, becomes a feature of yet another 

local dialect of Arabic. Dialects in Arabic have long stopped being a linguistic issue; 

today, there are clear cultural and socio-political implications attached to them. There 

is the danger of losing oneôs mother tongue, Colloquial Arabic. 

 

 Hebrew, which is going through a similar process regarding other Western languages, 

seems very selective to which words and expressions can or cannot travel through its 

high-security borders; curses in Arabic were the first to be accepted into Hebrew, 

although they did not go through the adjustments to cover their origin. Curses are said 

without paying attention to gender or number; the same expression is used with all. 
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From the Colloquial language, the effect is now starting to show up in the pupilsô 

written MSA. From personal communications with local researchers of Arabic, I have 

been shown a few cases of transfer, where the word was written using the Arabic 

alphabet and subjected to the syntactical rules of the language. The dilemma these 

researchers are facing is what to do in order to stop such óan attackô, using a 

researcherôs expression, from weakening Arabic. Taking the critical period which the 

Arabs in Israel are living through, their fears seem justified. 

 

Being bilingual, and conserving oneôs mother tongue, even if it is a minority 

language, has its benefits for each of the three interactive aspects of language, culture 

and socio-politics. 

 

There are advantages for becoming bilingual. Research shows (Corson, 1998: 162) 

that bilingual people perform better than monolingual, on divergent thinking test; they 

have some advantages in their analytical orientation to language; they show some 

increased social sensitivity in situations requiring verbal communication, and they 

have some advantages in thinking clearly and in analytical functioning. 

 

These advantages become even more significant when we look back at the 

multicultural society in which we live. There have been some attempts for bilingual 

Kindergartens in Israel and some television programs, mostly for teenagers, which 

used both Arabic and Hebrew with subtitles for the other language, but these 

programs were broadcast in the Arabic section, so they were meant more as an 

integrative gesture on the part of the Arabs into Jewish society. This is still far from 
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having proper bilingual education, such as the case in the immersion classes in 

Canada.  

 

Cummins and Swain (1986  cited in Corson. 1998:162-3), provided a guide to the 

research in bilingual education, which gives strong evidence that quality bilingual 

programs have been influential in developing language skills and building academic 

achievement generally. They also show that older learners have advantages over 

younger ones in some respects, and, most importantly for our case, they conclude that 

a quality bilingual program will support and aid development in the first language. 

The implication of such views is that a high level of proficiency in both languages is 

likely to be an intellectual advantage to children in all subjects, when compared with 

monolingual classmates; in social situations where there is likely to be serious erosion 

of the first (minority) language, then that language needs maintaining if academic 

performance is not to suffer, and that high level second language proficiency depends 

on well developed first language proficiency.  

 

2.2.2 Identity and Education 

 

In order to better explore the subject of identity among the APIs and why it is related 

to their school lives, one has to look at the way other cultures and countries have 

treated this issue.  

 

The Runnymede Trust, in its publication ñEquality Assurance in Schools: Quality, 

Identity, Society (1993:13), talks about the difficult tasks teachers and schools have in 

dealing with their responsibilities in a multicultural society where equality is to be 
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preserved. Under the objectives discussed to carry out such a scheme of equality, the 

publication puts emphasis not only on learning about diversity but also on values and 

concerns which different communities and cultures have in common.  The suggested 

scheme of objectives is divided into three groups: knowledge and understanding, 

skills and attitudes.  

 

The first part talks about the required types of knowledge to achieve equality. One of 

the types is ñknowledge of the history and development of oneôs own cultural 

traditions, and of the ways in which these both foster and constrain oneôs own 

personal identity.ò (ibid: 13) 

 

Under skills, we find the following: ñability to contribute to oneôs own cultural 

traditions, including the traditions of mainstream public, cultural and political lifeò 

and ñability to analyse and criticise features of cultural traditions, and to identify 

instances of prejudice, intolerance and discriminationò.  

 

As for attitudes, we have ñwillingness to sustain the positive aspects of oneôs own 

traditions, and therefore willingness to be constructively critical when appropriateò 

and ñwillingness to accept reasonable and equitable procedures for resolving 

tensionsò.  

 

One would be naïve to believe that such objectives are fulfilled by individuals of both 

the majority and the minority groups, but the mere fact that they are stated as a clear 

education policy is a good enough basis to realise that we live with different cultures, 

and more importantly, that we can learn from them. The APIs are not encouraged to 
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express their own feelings about the discrimination they face on a daily basis, neither 

do they have the ability to analyse and criticise prejudice when they face it. Unlike the 

Jewish sector, where pupils can freely talk about their identity and national interest, 

such talk within the school is viewed as unwise. It is not supported neither by the 

teachers nor by the principals, not as long as the security services have a say of who 

can become a principal or not in public schools (Mari, 1978:64).  Pupils may feel the 

reluctance of their teachers to engage in such issues. Moreover, most Arab pupils still 

attend traditional schools, where principals and teachers hold a high authoritarian 

position (Khatab and Yair, 1995) which is not conducive to open debate. However, 

they still find ways to express their identity, either by engraving the Palestinian flag 

on their desks, or by doing the same with Israeli symbols, but this time by 

misrepresenting them. In the English literature program taught in schools, the essay 

ñMy Dungeon Shookò, by James Baldwin, is a favourite because it talks about 

common issues of discrimination against the blacks in the United States of the sixties.  

 

To conclude this section, the issue of identity is not a unique problem of the APIs; it is 

rather a common problem of many minorities. The only difference is that, unlike other 

countries, Israel has not resolved this tension with its ónativesô. The APIs are still seen 

by many as second-class citizens, and they have to be treated as such.  

 

2.2.3 Teachers as Researchers 

 

Researching oneôs practice in such a complex situation, where the process of language 

acquisition is not yet fully revealed, and the variables involved are numerous, requires 

the researcher to be very clear in terms of what is being studied. The setting of 

boundaries cannot be stressed enough. In addition, there has been a kind of division of 
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roles between researchers and teachers: researchers produce and teachers receive. 

Much of the earlier research done for pedagogical reasons (James, 1998), was seen as 

flawed according to the standards set by the academia to what research should be like. 

The acceptance of teachers-researchers as órealô researchers is still debatable, 

especially by those who follow the top-down, positivist paradigms. The problem lies 

in the way each side perceives reality and how it could be understood. As Kincheloe 

(2003:14) argues ñ[t]he realm in which humans live and work is much too 

multifaceted, complicated, and culturally diverse for the implementation of universal 

approaches to professional practiceò. This argument, I believe, will not abate soon; 

each side will fight for their beliefs in what constitutes reality. 

 

A more realistic way of looking at the controversy is probably through the eyes of a 

practitioner researcher who is aware of the standards of academic research. This 

researcher already has an advantage over external óvisitorsô to the world under 

investigation in that that they are a part of the same phenomenon they want to 

investigate. The issue is, therefore, how this rich knowledge can be manipulated in 

such a way, that the practitioner does not fall for the same misconception that reality 

resides in their world only. The practitioner researcher has to accept the fact that the 

way this reality is brought to light is dependent on its acceptance by others; the non-

positivists have to óreasonô with the positivists, and vice versa, the positivists, have to 

re-evaluate their sense of what reality is. This is a long process whose outcome does 

not have to be the winning of one side over the other. Both trends will have to coexist. 

Here again, dichotomies create a problem rather than solve one. More of the 

methodological constraints on practitioner-based research are dealt with in the 

following chapter. 
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The following section discusses the conceptual framework and its boundaries in this 

world of vibrating reality. One thing is clear though; the APIsô IL alone is a vibrating 

phenomenon; the IL vibrates as a developmental language that changes continuously; 

the learners live in a fluid socio-political situation; the theoretical perspectives still 

lack a real theory that can explain what SLA is, thus they vibrate as well, and, finally, 

the reality under which the APIsô IL is investigated is also torn between two polarized 

groups of experts who claim that there is only one way of beholding reality: their way.   

 

 

2.2.4 Conceptual Framework 

 

 

Maxwell, (1996:37) defines the conceptual framework as a concept map; a picture of 

the territory the researcher wants to study, not of the study itself.  It is a visual display 

of the researcherôs current working theory. 

 

Glatthorn, (1998:870) explains the source of conceptual frameworks: ñA conceptual 

framework is typically developed from theory. It identifies the concepts included in a 

complex phenomenon and shows their relationships. The relationships are often 

presented visually in a flowchart, web diagram or other type of schemataò. 

 

The benefits of using a conceptual framework are stated in Robson (1993:150-151): 

ñDeveloping a conceptual framework forces you to be explicit about what you think 

you are doing. It also helps you to be selective; to decide which are the important 

features; which relationships are likely to be of importance or meaning; and hence, 

what data you are going to collect and analyseò. 
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May (1993:20) perceives the conceptual framework as: ñThe idea of theory, or the 

ability to interpret and understand the findings of research within a conceptual 

framework which makes ósenseô of the data, is the mark of a discipline whose aim is 

the systematic study of a particular phenomenon.ò 

 

Finally, Delamont (1992:16) sees ñThe deployment of theoretical or analytical 

concepts (as) what separates social science from journalism, and it is therefore 

essential to find some form somewhere.ò 

 

Being a practitioner researcher, my conceptual framework has developed as a 

combination of my readings of SLA models, my own experience and observation, and 

from reflecting on reading, experience and the development of assumptions regarding 

my own practice as a teacher of English as a Foreign Language.  

 

There is a relation between the research approach and the function of the conceptual 

framework (Punch, 2000:29, 55, 71). Since this research combines both inductive and 

deductive methods, the conceptual framework was modified at each stage to reflect 

the needs of the different research approaches that have been used. At the first stage 

of my research, I mainly looked at the lingual aspects of the APIsô IL. While 

collecting the data, I noticed that one of the respondents, who lived in a mixed 

Jewish-Arab city, had given an answer typical of the Jewish learners of English. 

When I decided to investigate this phenomenon further, by applying a deductive 

approach with a wider sample, I was faced yet with further data that pointed to factors 

beyond the language-culture issue. After having read more about it, I decided to 

investigate the issue, in depth, with my original sample of the longitudinal study. Only 
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when I had performed this latest stage, did I see the complete picture, which had 

evolved in stages. The inclusion of additional layers to the conceptual framework 

made some prior theories less relevant, so I excluded them from the conceptual 

framework, while at the same time modifying and adding relevant ones. The decision 

of which variables to include in the conceptual framework was thus made as the 

research developed. My original framework helped me do the initial stage of the 

inductive research. From there, I turned into the completely different deductive 

approach, using a quantitative method of collecting and analysing the data. After the 

óside-roadô phenomenon had been investigated, I completed my original inductive 

research, not before having changed my research criteria in that section. I have 

discovered that the combination of both methodologies, the mixing of two paradigms 

that were worlds apart, have helped me explore the APIsô IL at the micro, macro and 

meta-levels. The same conceptual framework has also helped me in designing my 

research, choosing the sample, selecting the data and analysing them as factual, 

interpretive and conceptual findings. It is on this third level, the conceptual level that 

this thesis resides. 

 

I will relate to the conceptual framework in the following chapter when I talk about 

the research design and considerations. I will also depend on it in my conclusion 

chapter to show how my evidence has derived from the data. 

 

The variables that are included in my conceptual framework are (See Diagram 1): 

a. The learner, researcher and IL, being one. 

b. The linguistic factors affecting IL: prior linguistic knowledge (Diglossic L1; 

L2), transfer and classroom instruction. 
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c. The cultural factors: attitudes of the respondents and their surroundings to the 

language and culture of the TL, motivation and cultural tensions. 

d. The socio-political factors: the identity crisis, the APIs minority status, and the 

attitude of the respondents towards the governmentôs treatment of the APIs. 

According to a recent poll carried out by Adala Institute, 94% of the Arabs do 

not trust governmental institutions. One of the major issues that need a more 

active interference from the government is education (Haaretz Newspaper).  

e. The three-dimensional model displayed in Diagram 1, which shows that each 

one of the three factors creates a vibration in the state of the learner and IL, 

due to the tensions it generates. The optimum state for the learner to be at is in 

that space where these tensions are at their weakest.  This is the space where 

the learner manages to resolve some of these tensions, thus weakening their 

negative effect on their learning of English, or any other subject in fact. 
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                                    DIAGRAM ï 1 

                     CONCEPTUAL FRAMEWORK 

  

 

 

 

 

 

                                                 

 

 

 

 

L=Learner; T=Teacher; IL= Interlanguage. The dotted line indicates that the whole system is 

dynamic and in motion (vibrating). 

The three dimensions affect the learner, the teacher (being a learner himself) and 

the learnerôs IL on three levels: 

a. The micro level: each dimension affects the learner/ teacher / IL 

separately.  

 This provides the factual findings of the research. 

b. The macro level: each two dimensions affect the learner / teacher / IL 

together. 

 This provides the interpretive findings of the research. 

c. The meta level: all three dimensions affect the learner / teacher / IL together. 

 This provides the conceptual findings of the research.  
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Summary  

 

This chapter has covered the relevant SLA theories and models that deal with the 

three aspects of language mentioned in the conceptual framework. A trend can be 

noticed in this theoretical perspective in that the latest theories and models have 

stressed the social aspects much more than the earlier ones, which saw in language 

learning more of a linguistic issue. The socio-political issue has not had its share 

in these theories. It is in this context that this research is carried out; the case of 

the APIs, where a gap in knowledge exists regarding the interaction of the three 

aspects. By bridging this gap, this research contributes to knowledge in the field 

of learning English as a Foreign Language in particular, and in Second Language 

Acquisition in general. 

 

The following chapter deals with the research methodologies followed in the 

research. 
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                                          CHAPTER THREE  

     Research Methodology 

 

Introduction  

 

This chapter discusses the methodological perspectives as they have been determined 

by the conceptual framework. Since the main research is inductive and theory 

grounded, the methodological framework could not be set in advance; only general 

attributes could be set. Much of the framework evolved as the research developed. 

When a new path had to be followed, the framework had to change. Up to a certain 

point in the research, the framework was flexible enough to fit all the changes that 

took place in the research. However, certain items of the framework, including 

methods, had already been set before the data collection started. This included the 

decision of using a longitudinal research, the type of data to be collected for error 

analysis, the sample, the use of a case study, etc. What was added later, mainly issues 

related to the cross-sectional study, required changes in certain methods and tools. 

What is to be emphasized here is the fact that carrying out such a complex research is 

a cyclical process that takes the researcher into revisiting and modifying the original 

plan with which it had started.   

 

The chapter starts by considering the notions of paradigms and how the researcher 

perceives ontology and epistemology. Paradigms are used as an umbrella under which 

the research takes place. They are similar to the ópoint of viewô from which the 

narrator tells the story and understands the reality of the characters. The application of 
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the conceptual framework under the chosen paradigms sets the colours and texture of 

the fabric from which this reality is beheld. 

 

The research design explains the considerations that were taken in the decision- 

making stage. The fieldwork section covers the sample, data collection and data 

analysis. 

  

Section I   Methodological Perspectives 

 

3.1.1 Paradigms 

 

Research paradigms, which are ña network of coherent ideas about the nature of the 

world and of the functions of researchersò (Bassey, 1990), and they are usually 

categorised as positivist and anti-positivist. Among the anti-positivist, there is the 

interpretive paradigm, which is the one applied in the qualitative part of the research.  

 

According to Bassey, the main difference between the two paradigms is in the way 

each perceives reality; to the positivist there is a reality óout thereô that exists 

independently of people. The interpretive paradigm, on the other hand, sees reality as 

a construct in the human mind. ñPeople perceive and so construe the world in ways 

which are often similar but not necessarily the sameò (Bassey, 1990). So there can be 

different interpretations of what is real. In this paradigm, the observers are part of the 

world they observe, and by observing, they may change what they are trying to 

observe. To the positivist, however, the world is rational; discoveries about the reality 

of the world can be expressed as factual statements. 
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Language, to the positivists, is ñan agreed symbolic system for describing realityò, 

(Bassey, ibid) while the interpretive sees language as approximately the same agreed 

system, but in it ñdifferent people may have some differences in their meanings, in 

consequence, the sharing of accounts of what has been observed is always to some 

extent problematicò (Bassey, ibid). 

 

While the purpose of research in both paradigms is to describe and understand the 

phenomena of the world, they differ in the degree of certainty in which they perceive 

the outcome of this understanding: to the positivist researcher, ñunderstanding enables 

one to explain how particular events occur and to predict what will be the outcome of 

future eventsò (authorôs italics); the interpretive is much less sure; to them ñ[I]t may 

offer possibilities, but no certainties, as to what may be the outcome of future eventsò 

(authorôs italics). 

 

The following chart summarises the differences between two paradigms: positivist 

and phenomenological (Trafford, 2000): 

Chart 2   Differences between Paradigms 

 Positivist Paradigm Phenomenological 

Basic Beliefs: . The world is external and 

objective 

. Observer is independent 

. Science is value free 

. The world is socially constructed and 

subjective 

. Observer is part of what is observed 

. Science is driven by human interests 

Researcher 

would: 

. focus on facts 

. look for causality and 

fundamental laws  

. reduce phenomena to simplest 

elements 

. formulate hypotheses and then 

test them 

. focus on meaning 

. try to understand what is 

 happening 

. look at the totality of each  

situation 

. develop ideas through induction from data 

Preferred  

 

methods 

 

include: 

. operationalising concepts so that 

they can be measured 

. analyzing data from large samples 

. expressing   findings 

quantitatively 

. using multiple methods to establish views of 

phenomena 

. small samples investigated in depth and / or 

over time 

. expressing findings through values, beliefs, 

feelings and perceptions. 
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Choosing a specific paradigm affects the research approach, which can be qualitative 

or quantitative. The difference between qualitative and quantitative methods reflects 

the main differences in how each paradigm perceives epistemology. The following 

table, given in Cohen et al (2000:272), summarises these differences: 

 

Chart 3   Differences between Qualitative and Quantitative Approaches to 

Research 

Quantitative Approaches                                   Qualitative Approaches 

Numbers                                                         Words 

Predetermined, given                                                                  Open-ended, responsive 

Measuring                                                     Capturing uniqueness 

Short-term, intermittent                                  Long-term, continuous 

Comparing                                                 Capturing particularity 

Correlating                                            Evaluating 

Frequencies                                               Individuality 

Formality                                                      Informality 

Looking at                                                      Looking for 

Regularities                                                            Uniqueness 

Description                                                     Explanation 

Objective facts                                                        Subjective facts 

Describing                                                     Interpreting 

Looking in from the outside                                          Looking from the inside 

Structured                                                                               Unstructured 

Statistical                                                             Ethnographic, illuminative 

 

Each one of the above approaches seems to live on the opposite side of the other. 

However, certain criteria of each can travel from the one to the other, where, 

according to the nature of the research, a combination of both can become possible.  
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Section II   Research Design Considerations 

 

 

3.2.1   Considerations Regarding the Nature of the Research  

 

The research discusses the Interlanguage of the APIs learning English as a foreign 

language. The method used to investigate their Interlanguage is through EA. The 

research is not going to develop an SLA model, but will rather investigate the learner 

language of the respondents. Through this analysis, the research investigates the 

stages of language development as perceived by the deviations made by the learners, 

in order to identify certain patterns that might characterise their language as a group 

sharing the same L1; so, in addition to the individual profile for each learner, there is 

also a collective one, since they all belong to the same people, culture and language, 

Arabic. But again, they are Arabs who live in Israel with all the social, economic and 

political implications that derive from the situation, and which clearly reflect on their 

learning environment. In addition, the research attempts to explain the external and 

internal factors that affect the shaping of the participantsô Interlanguage.  

 

The choice of a case study to present the data requires special considerations to be 

taken into account, and these are discussed in the following section. However, the use  

of triangulation is essential in this case, since we need to gain rich and deep data in 

order to understand the research phenomenon of Interlanguage. The methodological 

perspectives of triangulation will also be discussed in the following chapter. 

 

The research is inductive in nature and it combines qualitative and quantitative 

methodologies. In terms of validity and reliability issues, my research is high on 
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validity, low on reliability, due to the nature of case studies and the use of 

triangulation. However, there is also a cross-sectional study whose aim is to 

investigate the APIsô Interlanguage synchronically, in contrast to the diachronic 

nature of the longitudinal study. This complementary research is deductive and uses 

quantitative methods and is high on reliability, low on validity. Comparing the 

participants in the longitudinal study with those who are at similar levels in the cross-

sectional study, would shed light on the similarities between the two groups, thus 

strengthening the generalisability issue of the findings.  

 

     

 3.2.1.1   Learners and Interlanguage   

 

 

 

The conceptual framework discussed at the end of the previous chapter puts the APIsô 

IL at the focus of the research. The nature of the IL (Selinker, 1972) is that it is 

developmental thus changing all the time. To capture the reality of something which 

is in motion you can do one of two things: either to move along with it over time, or 

to óimmobiliseô it by taking a ósnapshotô of it. The implication of the first choice 

requires the application of longitudinal research, while the second requires a cross-

sectional study. The advantages and disadvantages of each choice can be set only 

through the paradigm adopted by the researcher. However, the application of both 

choices should guarantee an almost complete, thorough picture of the phenomenon 

under investigation, in our case, IL. I have decided to use both choices, using both 

paradigms and both research methods discussed above. 

 

Using two opposing paradigms in the same research is paradoxical. How can the 

researcher live in both worlds and represent them simultaneously? What implications 
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does this double identity have on the research as a whole? And finally, since the 

research investigates IL as a micro-cosmos of tensions, is the researcher not adding to 

these tensions by applying a paradoxical approach?   

 

The decision to use both paradigms, and thus both methods to research: inductive 

(qualitative) and deductive (quantitative), did not exist in the primary design of the 

research. The idea was then to use a single, inductive approach, qualitative method, 

interpretive paradigm to exploring the APIsô IL. However, at the first stage of 

collecting the data, I came across a certain linguistically marked phenomenon
4
 that 

made me decide to further investigate the phenomenon. Additional observation of 

similar phenomena, coupled with further reading about cross-linguistic influences and 

reflecting about the issue, uncovered a new dimension that had to be included in the 

conceptual framework: the socio-political aspect. Having encountered unexpected 

phenomena in the inductive part has enriched the research in that it has led to 

investigation of new, unplanned paths. 

 

The main research is still the longitudinal one, where depth and richness of the data 

and its analysis are sought. The choice of a case study as a research method is in 

accordance with the anti-positivist paradigm, which sees reality as being individually 

represented by the participants. The language under investigation, IL, is also multi-

layered and encompasses much more than just the linguistic aspect. The inseparability 

of the language from the learner, being the means through which they can express 

                                                 
4
 The structure under discussion is that of using the word ólifeô in English as plural. In Arabic, as it is in 

English, the word is singular, whereas in Hebrew it is plural. An utterance like óLife are beautifulô, is 

common among Hebrew speakers as a case of cross-linguistic influence from L1, Hebrew. The use of 

such an utterance by a native speaker of Arabic can indicate that it is Hebrew, not Arabic, which is the 

source of transfer. Since the participant lived in a mixed Jewish-Arabic city, I decided to investigate the 

phenomenon further and see what other effects living in a particular setting, has on the APIsô IL. 
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their inner reality, is yet another reason why certain paradigms are more convenient to 

exploring this reality than others. Language is much more than the linguistic 

representation of this reality; it is the cultural and socio-political aspects as well. To 

gain appreciation of the particularity of the phenomenon under investigation, a non-

positivist paradigm has been applied. 

 

The secondary research, which took a ósnapshotô of the developmental IL at a certain 

time and place, had a different focus. Taking a cross-section and investigating it 

synchronically meant that several variables had to be included in the design. While 

the longitudinal research looked for specificities, the cross-section looked for patterns 

and generalisability; the sample was much larger, the data were targeted to investigate 

certain linguistic and cultural phenomena, but these data were shallow, low on 

validity. The main aim of investigating IL in this part was to look for patterns that 

could explain the linguistic and cultural behaviours of the learners who share the same 

L1 and live under the same general circumstances. However, when it comes to the 

method of data collecting and the nature of the study as a whole, this is a completely 

different paradigm, where the reality sought was óout thereô in the external world. The 

respondents had no faces, they were more subjects used to carry out the research than 

participants who had names and individual identities. The data were formalised in a 

way to be measured, rather than interpreted. Quantified data were used to present the 

facts focused on. It was a different paradigm altogether. However, after having taken 

this unplanned route, the research went back onto terra firma, where the researcher, as 

a practitioner, carried out his research. The side-track the research explored was a 

triangulation tool used in the case study in terms of methodology and data collection. 
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Diagram 2, given in Trafford (2000), explains graphically the design of the research: 

 

Diagram 2 
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3.2.2 Considerations Regarding Practitioner-based Research 

 

 

When doing practitioner research, the following issues have to be taken into 

consideration regarding the research design; they are critical in the decisions 

regarding the methodologies to be used and the collection and analysis of data as well. 

 

 Practitioner research, according to de Schutter and Yopo (1981:.68 cited in Anderson 

et al (1994:17)) has the following general characteristics of participatory research: 

¶ The point of departure for participatory research is a vision of social 

events as contextualized by macro-level social forces. 

¶ Social processes and structures are understood within a historical 

context. 

¶ Theory and practice are integrated. 

¶ The subject-object relationship is transformed into a subject-subject 

relationship through dialogue.  

¶ Research and action (including education itself) become a single 

process. 

¶ The community and researcher together produce critical knowledge 

aimed at social transfer. 

¶ The results of research are immediately applied to a concrete 

situation. 

 

Except for the last two, which have to do more with the application of the research, 

the rest have clear implications on the research and the way it should be carried out.   

The difference between this paradigm and positivism is repeatedly emphasised so that 

the standards applied on this kind of research paradigm will not be the same as 
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positivism. Practitioner research differs from academic research. The main difference 

between the two is that the practitioner research represents insider or local knowledge 

about a setting. An observer can spend months studying a class setting, but they can 

never acquire the tacit knowledge that the teacher has on that class. This, however, 

does not mean that turning this knowledge into an explicit form is an easy task. The 

subjectivity in which the practitioner lives makes it difficult for them to ñstep backò 

and take a dispassionate look at the setting. This issue has to be clearly addressed and 

considered, especially in the research design. As mentioned before, without a proper 

setting of boundaries to the research, the inside reality of this world will never be 

displayed correctly. 

 

 

3.2.3 Choosing a Case Study 

 

The main factor that characterises the various definitions of a case study is that of the 

ñzooming inò effect.  A case study is ñan instance drawn from a class (or category of 

instances)ò (Adelman, Jenkins and Kemmis, 1983:3). For MacDonald and Walker 

(1977:181), it is ñThe examination of an instance in actionò. Wilson (1979:448) gives 

a more detailed definition that closely fits the aim of this research: ñA process which 

tries to describe and analyse some entity in qualitative, complex and comprehensive 

terms not infrequently as it unfolds over a period of time.ò  Gronbach (1975: 123) 

adds the factor of explanation and analysis to the previous definitions, ñinterpretation 

in contextò. The definition given by Merrican (1988:21) includes both the choice and 

interpretation factors: ñAn intensive, holistic, description and analysis of a single 

instance, phenomenon, or social unitò. 
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Case study research can be based upon single or multiple cases, which may be:  

a. Exploratory: defining questions for further investigation or determining 

parameters of the issues. 

b. Descriptive: simple account of the issues under investigation, presentation of 

fact, or personal accounts of events. 

c. Explanatory: explaining causality between variables. 

 

In my situation, the research is based upon multiple cases, and the cases are 

explanatory. This type may be used to test hypotheses and can facilitate the testing 

with a rich and extensive data collection effort, including qualitative and quantitative 

evidence (Yin, 1993).   

 

The purposes of case studies are: 

a. to arrive at a comprehensive understanding of the groups under study; and 

b. to develop general theoretical statements about regularities in a social   

structure and process (Becker, 1968:233). In our situation, these regularities 

are the variations that take place in the Interlanguage of the respondents. 

 

There are certain paradigms that have to be taken into consideration concerning the 

nature of the social world and the way in which it may be investigated. These 

paradigms concern: 

a. the very essence of the phenomena under investigation; 

b. the grounds of knowledge and how individuals understand the world and 

communicate this as knowledge to others; 

c. the relationship between individuals and their environment 
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Depending upon how these sets of assumptions are combined, the researcher may 

seek universal truths which explain and govern the reality which is being observed. 

Alternatively, the researcher may seek an understanding of the way individuals create, 

modify and interpret the world in which they find themselves (Burrell and Morgan, 

1979).  

 

Choosing a case study as an approach to research has its advantages. In such an 

approach, the method or the data collected are not the key features, it is rather the 

emphasis given by the researcher to providing an understanding of the processes as 

they occur in their respective contests. The insights gained by the reader when this is 

achieved might not occur otherwise.  

 

In our case, the APIs form a special group of learners, in some cases similar to, but 

also, different from all other learners. It is by setting the boundaries around places, 

times and events, as Ragin and Becker (1992) put it, that the researcher is able to 

provide explanations of variable-oriented activity, and allow a gradual appreciation of 

the situation. In the longitudinal study, the boundaries have been set to include the 

school in the Arab village where the activity of learning takes place for two and a half 

years, with 21 participants who are in contact with the researcher almost three times a 

week. It is this choice of place, time and events that can help us better understand the 

learning processes that go on inside these pupilsô minds and souls.  
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3.2.3.1 Triangulation  

 

In the research design section, it was decided that triangulation would be used in this 

case study so that more reliable information could be obtained in a variety of 

methods. 

 

While case studies ñzoom inò in order to look at one instance in a classroom, 

triangulation ñzooms outò to ensure that this instance is not dealt with from just one 

perspective. Thus, the research significance of triangulation is that it deepens 

understanding of phenomena and situations through accessing multiple perspectives. 

 

Denzin (1970:3) insists on the multiplicity of methods to be used in empirical events: 

ñé.that is, empirical events must be examined from the vantage provided by as many 

methods as possibleò. McNiff (1994:84) on the other hand, limits triangulation to the 

use of a minimum of three independent sources. The stress here should probably be 

more on the independence of factors, rather than the number of sources. Maxwell 

(1996:75) combines both definitions, without assigning numbers to it ñTriangulation 

is the collecting of information from a diverse range of individuals and settings, using 

a variety of methodsò. What is important here is that triangulation gives the researcher 

the possibility to reduce bias or distortion due to a narrow focus, and strengthens 

research design by cross checking. In this way, it widens the base from which data are 

drawn and it increases the researcherôs confidence in the data due to the óspreadô of its 

resources. 
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The nature of case studies is that they assign boundaries on the research. Through 

triangulation, the researcher can overcome the limitations of this single specific 

method. Moreover, the data to be analysed are richer, so that the chances that 

consistency of findings, due to similarities of method are reduced. 

 

3.2.3.2 Issues of Validity and Reliability  

 

When dealing with the issues of validity and reliability, certain assumptions are to be 

checked.  Mason (1996:26-28) considers assumptions about validity from the 

technical, ontological and epistemological viewpoints.  

 

Technically, the data under investigation are complimentary in an organizational 

sense. They cover different written genres of what the pupils learn so that they can be 

reasonably associated one with another and compared. 

 

Ontologically, in the longitudinal research, the subjectivist approach of Nominalism 

to social science was applied. In this approach, the social world external to individual 

cognition is made up of nothing more than names, concepts and labels that are used to 

structure reality (Burrell and Morgan, 1985:2). The social realities that are being 

compared in these cases are thus similar. 

 

Epistemologically, the anti-positivist approach applied by the researcher indicates that 

the world can only be understood from the point of view of the individuals, who are 

directly involved in the activities which are to be studied (ibid). The different data 

sources and methods can contribute to a coherent explanation of the research 
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question. The IL characteristics of the APIs are investigated from the same viewpoint 

about epistemology: anti-positivism. 

 

The main longitudinal research is inductive in nature, high on validity and low on 

reliability. The triangulation methods used in collecting the data and background 

information about the respondents add to the strength of its validity.  

 

As for the cross-sectional study, it is high on reliability, low on validity. This is due to 

the use of a deductive methodology that tests assumptions (hypotheses) through the 

application of an objective methodology. This approach is reflected within the spread 

of the respondentsô demographic backgrounds and the sample size of 280. These 

factors combine together to provide my methodological handling of data collection 

and its interpretation within this aspect in my research design. 

  

Issues of generalisability and replicability are relevant in the quantitative constituents 

of the research. Generalisability was not an issue in the main longitudinal study. 

However, representability of the smaller group of respondents to the bigger group of 

the cross-section was checked. 

 

In terms of the longitudinal research, the term óvalidityô has a different connotation 

than that used in the cross-sectional study. For practitioner researchers, validity is 

perceived as óinternalô, which is generally defined as ñthe trustworthiness of 

inferences drawn from dataò (Anderson et al., 1994:27). External validity, on the 

other hand, refers to ñhow well theses inferences generalize to a larger population or 

are transferable to other contexts (ibid).   
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Lincoln and Guba (1985), cited in Anderson (1994), propose that the comparable 

standard of ñtrustworthinessò is more appropriate for naturalistic inquiry. A studyôs 

trustworthiness involves the demonstration that the researcherôs interpretations of the 

data are credible or ñring trueò to those who provided the data. In my research, I have 

chosen the participants from the four demographic backgrounds that represent the 

spread of the Arab population in Israel: Arab-only cities, Arab-only villages, Mixed 

Arab-Jewish cities and the Bedouin Sector. In addition, the questionnaire that was 

used to collect the data was designed in such a way that it did not so much test the 

participantsô knowledge of English, as it did the way their IL behaved in their specific 

demographic backgrounds, thus allowing for representability and transferability of 

their situation into the wider population. 

 

 

3.2.3.3 Generalisability: 

 

Using a case study approach imposes constraints on issues of generalisability and 

replication. These issues arise from the natural quality of case studies, and qualitative 

research in general, which limit the context, boundaries and the volume of evidence. 

However, these issues are not as clear-cut as they sound. 

 

The fact that the results obtained from qualitative research cannot be generalised to 

other contexts has been used as a means of frequent criticism against it (Long, 1983 b; 

Seliger and Shohamy, 1989; Larsen-Freeman and Long, 1991). 

 

However, the issue of generalisability in quantitative research does not pass the test of 

criticism on the grounds that the data had been quantified. As Lazarton (1995, 465) 
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justly indicates, ñquantification of any set of data does not ensure generalisability to 

other contexts, nor does a large sample sizeò. The selection process of the population 

must be carefully considered when statistical inferences are made. In addition, 

although the vast majority of published studies in applied linguistics have employed 

quantification, only a limited number of them have used large sample size.  

 

Donomyer (1990, 181) shows that generalisability is a serious problem in almost all 

the research conducted in this field. ñEven statistically significant findings from 

studies with huge, randomly selected samples cannot be applied directly to particular 

individuals in particular situations.ò Sometimes there arises a need to adjust the 

generalisation to accommodate individual idiosyncrasy, and at other times the whole 

subject has to be ignored. 

 

In our case, I feel that a combination of both types of research best serves the context 

and situation under discussion. However, the question of whether the quantification 

and the generalisabilty issue fit those standards assigned by researchers should not 

always be the measure that indicates the quality of the research. Although the 

characteristics of rigorous research require such a standard, we have to be realistic 

enough to admit, as Donomoyer (1990) suggests, that matters of research are not just 

abstract, epistemological issues about the way we view the world; they are also issues 

of legitimacy and power. While theorists and researchers have the resources to access 

or to analyse large aggregates of data, many practitioners, especially teachers, deal 

with individuals and do not have the same access. In other words, the characteristics 

of rigorous research cannot be divorced from the political realities, and the ideological 

biases of our profession. 
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To conclude this argument, the choice of a research methodology can be evaluated as 

being correct only when it succeeds in serving the purpose of and explain the research 

itself, regardless of whether it is controversial or not. In this research, EA was used in 

spite of the controversy in it; the sample of the 21 respondents in the case study is 

sufficient in terms of the population under investigation, and the quantification of the 

data in the deductive (quantitative) research has also been carried out in a way that 

provided the research with the patterns it was looking for. Moreover, the choice of the 

schools and the pupils in the deductive research, and the 280 respondents who took 

part in it, served the purpose of the research by helping to answer the research 

questions about the special characteristics of the APIs. Whether these numbers are 

large enough to make generalisability tendencies safe is not the main issue, in spite of 

the significance of the population size.    

 

The two research questions have informed my compilation of the conceptual 

framework by determining the factors that should be included in it: the lingual, 

cultural and socio-political. My choice of methods was therefore based upon the most 

appropriate ways by which I could access and collect the data that were needed in 

order to answer my research questions. Among other methods, in the longitudinal 

research, I needed to access data that represented the studentsô IL, which was 

developmental in nature and at the same time representative of their written IL in 

general, thus the decision to collect data at certain intervals, in different text formats. 

This too determined the choice of the participants, the easy access to them, not only to 

collect the data, but also to seek clarification for any vagueness in their writing, thus 

the choice of the school where I teach. The cultural and socio-political aspects 

determined the design of questionnaires that investigated their cultural and socio-
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political backgrounds, thus investigating their attitudes toward the learning and use of 

English and Hebrew, Western cultures and the relationship with the State, among 

other factors.  To better explore their IL, I carried out critical discourse analysis to 

explore the non linguistic aspects that are reflected in their use of the language.   

 

 In the cross-sectional study, I designed a questionnaire to collect data on cross 

linguistic influences of the pupilsô linguistic repertoires, and checked for cultural and 

political attitudes in the vocabulary section.  The choice of the participants and their 

respective schools and demographic backgrounds was also guided by the research 

questions and the conceptual framework. The participants in the cross-sectional 

research had to represent the different communities in the Arab sector, both Christian 

and Moslem, urban and rural. All of this was done while acknowledging the research 

questions that looked for the special characteristics and the specificity of the APIsô IL, 

while keeping in mind the contribution to knowledge this research had to present to 

the field of SLA. This determined the engagement in a specific type of literature 

including SLA relevant theories, critical theory, Error Analysis and discourse 

analysis. Transfer was also investigated both linguistically and socially. Finally, the 

atmosphere in which the research was carried out was linguistically, culturally and 

socio-politically unstable due to the locality of the area. This determined the paradigm 

of anti-positivism in order to better explore the tensions that accompany the 

participants in their daily lives, and made the researcher perceive language learning as 

a process of conflict resolution, as it is reflected in Diagram 1. 
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3.2.4 Ethical Considerations 

 

Since the research deals with human subjects, the relevant ethical considerations 

published in the ñAPU Ethics Guidelines for Research, 1997ò have been taken into 

consideration, especially the issues concerning informed consent (paragraphs 25,26), 

openness and honesty (par. 27,29), right to withdraw without penalty (par. 31), 

confidentiality and anonymity (par. 32,33,34), protection from harm (par. 35,36,37), 

briefing and debriefing (par. 38, 39) and reporting on ethical issues throughout (par. 

43). The schoolsô and the parentsô consent was obtained before the research started. 

To protect anonymity, letters will be used instead of names. 
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Section II   Fieldwork 

 

Introduction  

 

The research deals with two kinds of data: data collected in the longitudinal study and 

those in the cross-sectional study. The first type gives us the possibility to look into 

variations of the studentsô IL diachronically, where the stress is on the individual. The 

cross-sectional study, however, gives us the possibility to look into the IL of different 

groups synchronically, allowing us to look for developmental patterns of the data 

beyond the individual. While the first type allows us to understand the affective 

factors that form the IL for each individual, the latter gives us a cross-section of 

samples of how this IL behaves within a certain group of learners of the TL. The 

combination of both should help us characterise this language, IL, as being unique, 

not only for each individual, but also for a group of individuals sharing the same L1, 

in addition to the other affective factors, such as socio-politics and the interaction 

among the other languages in the country.     

 

The Longitudinal Research   

 

3.3.1 Considerations Regarding the Longitudinal Study  

 

In the design of the longitudinal study, the following aspects were taken into 

consideration: 

a. The research was undertaken in the classroom where the participants 

and non-participants took part in the given tasks. Although the pupils 

who asked about it where told that what they were doing was part of 



 111 

the research, the atmosphere of the whole class doing the task made 

them feel that they were doing just another task, which would not be 

graded. 

 

b. The nature of the data collected for analysis was constrained by two 

factors: first, it was confined to the written substance, due to reasons 

discussed later. Second, the way English is taught is with the sole 

purpose of helping the pupils pass the Bagrut exam, which provides 

them with the opportunity of pursuing an academic career. It has to be 

stated clearly here that this teaching environment does not allow for 

the language to progress naturally, and many aspects would not get the 

attention they deserve.  In such an environment, the teaching of the 

language is divided according to the relative importance of each of the 

skills in the decisive Bagrut exam. The order of importance of the four 

skills is reading, writing, speaking and listening. About 60% of the 

mark is given to three reading comprehension passages. When pupils 

get to grade 11, they start dealing more with strategies of how to 

answer the questions in the Bagrut exam. Special strategies and 

techniques are taught and practised in order to help the pupils answer 

correctly, or at least reduce the chances of making mistakes.  With 

such an aim in mind, it is clear that the learning environment is 

artificial, especially when we deal with the 11
th
 and 12

th
 grades.    

 

c. The data should be similar to that the pupils deal with in class so that they 

produce a language under the same circumstances they are used to. This 
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guarantees familiarity with the material and adds to the natural setting of their 

learning environment: on the one hand, the pupils will be dealing with their 

familiar linguistic repertoires when they do a certain task, so the picture we 

get of their Interlanguage will be representative of their present state of the 

language. On the other hand, the affective factors that can affect their output, 

such as anxiety, are minimised, because the data are collected under a 

órelaxedô situation. MacIntyre, (1995) states that anxiety can be facilitating or 

debilitating, depending on its degree. The type of anxiety which interests us 

here is that which occurs inside the classroom, such as  the worries about 

being formally evaluated (test anxiety) and the worries of looking foolish in 

front of peers (social anxiety) (MacIntyre and Gardner, 1991;). Sparks and 

Ganschow (cited in MacIntyre, 1995), however, posited that language aptitude 

is the dominant factor in language learning success and regard language 

anxiety as a side effect. 

 

d.   The main part of the research deals with the 21 respondents in the longitudinal 

study. However, the way the data are collected for EA does not shed enough 

light on the other affective factors in the learning process of these pupils. All 

the relevant data for EA were collected in the written form, and although the 

choice of this method was justified under the specific circumstance of this 

research, it is still inherently limited. The main factor that has to be dealt with 

here is that the production of the written data allows the students to better 

monitor their task; their utterances are not intuitive, a factor which is very 

useful when dealing with research that looks into planned action. This, of 
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course, stands in complete contrast to the natural setting of spoken data, but 

this is not within the boundary, nor the aim of this research.    

 

The variety of forms and genres of the data collected (asking questions, 

translations, essays, letter writingé) guarantee a spread of the data so that if 

the pupil had a problem with one genre, or the opposite, if he or she was good 

in that specific form or genre, then the variety would guarantee a clearer 

picture of the Interlanguage of the pupil than if the data were constrained to 

one genre only. Research has shown that the outcome of the pupilsô 

Interlanguage changes according to the nature of the task (Smith, 1992; 

Tarone, 1998). 

 

The collecting of background information and attitudes towards learning 

English both at school and at home was undertaken through a set of 

questionnaires that asked about a variety of related factors. The same method 

was used to obtain socio-economic background information so that interaction 

among the various factors could later be investigated. 

 

e.   Errors are only a means of characterising the Interlanguage of the respondents.   

The research is not a corpus of the APIsô errors; the corpus is a by-product of 

it.  A profile was created for each of the respondents which included the data 

collected of them, the errors, the analysis of the errors, personal and 

background information, the learning environment at school and at home and 

other external and internal affecting factors such as motivation, acculturation, 

learning style, etc. 
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3.3.1.1 Choosing the Sample   

 

The subjects were chosen from the 10
th
 grade in one of the two schools where I teach. 

The school chosen represents a much wider demographic variety of the Arab pupils in 

Israel (more than 40 different Arab villages and cities). The pupils are all in their sixth 

year of learning English and are at the 4-point-intermediate Bagrut level. In grade 

eleven, some of the pupils will go to the advanced, 5-point Bagrut. The pupils are 8 

boys and 13 girls (out of 15 boys and 16 girls). Nineteen of the pupils live in Arab-

only villages and cities, and 2 in mixed, Jewish-Arab cities. The pupils of this grade 

major in Physics and are chosen according to the average of their grades in all 

subjects, including English. Usually, an average grade of 85% is required, and for 

most students, English is a factor that usually limits their average, so for many of 

them the lowest grade is usually in English.     

 

After the approval of the school had been obtained, the nature and aim of the study 

were explained to the 10
th
 grade pupils, and a form was handed out explaining all the 

ethical considerations involved in the study. Twenty-one pupils obtained their 

parentsô approval with a signed form. Ten pupils decided not to take part in the 

research, some of them making the decision on their own, without telling their parents 

about it.   

 

Gaining access to the school and obtaining the permission was facilitated by the fact 

that it was the school where I have been teaching for years, and the principal himself 

was a Ph.D. candidate at the time. Furthermore, the school, being private, did not need 

to obtain the Ministry of Educationôs permission in order to carry out the research. 
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Finally, the fact that the participants were my students made it easy for them to accept 

me and act freely regarding their decision whether to participate or not. The parentsô 

permission was obtained within a week, and this formal part of the research was thus, 

completed.  

 

3.3.1.2 Choosing the School   

 

The school is owned by a private body, but follows the curriculum of the Ministry of 

Education. The school has a good educational reputation and many pupils attend it 

although there are high schools in their own towns and villages. The administration 

encourages teachers to pursue higher degrees, and many teachers do so. The principal, 

in particular, encourages research and the school is visited by many researchers in the 

field of education. Generally, there is a facilitating atmosphere in this school and no 

problems were encountered regarding granting permission to carry out the research, as 

was mentioned earlier. 

 

Another factor which differentiates this school from others is the nutrition of the 

national Palestinian identity among its pupils, but at the same time calling for 

coexistence and mutual respect. The owner of the school is a Catholic priest and has 

received many international awards for his work in that field and he runs a study 

centre for the three monotheistic religions in the school. It is important to mention that 

the school had lost one of its pupils in the October 2000 events, and this made a great 

impact on the forming of pupilsô national identity, many examples of which can be 

seen in the data collected for the research.  
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3.3.1.3 Nature of the Data   

 

The research material was chosen according to the nature of the longitudinal study; on 

the one hand, the data had to be similar in nature so that certain aspects could be 

compared in order to check for gain in knowledge. On the other hand, they had to 

cover different genres so that they would provide a variety of text types and represent 

different learning tasks. Although these tasks do not necessarily tap the same source 

of linguistic knowledge, as Birdsong (1989:118, cited in Ellis 1994:613) suggests, the 

results of one type of test may not be useful in providing the concurrent validity of 

another source, nonetheless they still provide important information regarding 

developmental patterns in a variety of learning opportunities; a learner can be more 

productive in certain types of texts than others.    

 

The whole idea of using controlled data is also controversial. Hatch, Shirai and 

Fantuzzi (1990) have pointed out to the dangers of using them in that they might 

mislead because the results they provide fail to generalise to other types of data. 

However, since the whole research is carried out in a controlled classroom situation, 

where the language is dissected and assessed according to various subsystems, the 

nature of the data used follows the general pattern of learning done in the learning 

environment.  As shown by Diagram 1 in the conceptual framework, the whole 

system is dynamic and developmental, so any aspect that is explored can never 

capture the whole picture of the learning environment since it is always in motion and 

changing. What this research aims to accomplish is an exploration of the learning 

process within the boundaries of time, space and the surrounding affective factors. 

Any change in one of the major constituents in this delicate equilibrium will lead to a 
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set of reactions that can change both the process and the outcome of the learning 

experience of the APIs. To quote Birdsong (1989:613) again ñeach method carries 

with it impediments to the translation of data to theoryò. 

 

The tasks were chosen according to the syllabus taught at school. A very important 

subject is that of interrogatives, so one of the collected samples simulated an 

interview where the respondents were asked to provide the questions. Another dealt 

with informal letter writing; a third consisted of translating sentences from colloquial 

Arabic into English; the fourth was essay writing, etc. Each sample had its own 

rationale, and the idea was to test a variety of genres learnt by the respondents.  

 

 As for the cross-sectional study, the questionnaire comprised two parts: 

 

The first part included a table that had sentences in English, Arabic and Hebrew, and 

the pupils were asked to translate each of the sentences into the two other languages. 

Seven sentences were written in Modern Standard Arabic (MSA), two in Hebrew and 

one in English. The rationale behind this choice was that our pupils are still being 

asked to translate, from and into English. Those pupils who live in mixed cities and 

are regularly exposed to Hebrew might face interference from L1, L2 and also L3. 

MSA was chosen because it is the medium used for written Arabic. As learners of a 

foreign language with a diglossic situation, Arab pupils usually process Colloquial 

Arabic in speaking and MSA in writing and reading. This unique situation does not 

always help the learners of a foreign language when they have to ñfall backò on the 

mother tongue as a learning, or communication strategy. The mixing of both varieties 

in the pupilôs L1 repertoire has the effect of erasing the clear borders between the two 
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domains of High vs. Low Varieties; pupils confuse the colloquial meaning of a word 

as being the classical meaning and vice versa. The APIsô knowledge of their own L1 

is deteriorating and this affects their reading comprehension abilities in L1 and any 

other foreign language that they learn. Through my present experience as an English 

teacher, and my previous one as a teacher of Arabic, I have come across many cases 

where pupils had to get help understanding the Arabic translation in their bilingual 

English-English- Arabic dictionaries.  

 

The idea of using translation in elicited data is controversial. After all, the controversy 

around EA as a whole had to deal with its individual constituents, and translation was 

one of them. 

 

Dulay, Burt and Krashen (1982:258) suggest that óthe use of translation as an 

elicitation technique in FL/SL research artificially increases the L2 learnerôs reliance 

on the MT, and accordingly, the proportion of interference errorsô. Although this 

claim might sound true, it is not always the case. Mattar (1999) has found that the 

subjects of his study made consistently, but not significantly more interference errors 

in the blank-filling task than in the translation task. 

 

In other research by Kobayashi and Rinnert (1992), respondents were asked to 

compose essays in two different ways: writing in Japanese and then translating, as 

well as writing directly in English. The findings showed that the translations were 

rated higher (in content and style) than were the direct essays. This demonstrated the 

interface of SLA with testing in that testers would traditionally not consider the 

possible role of mental translation and overt translation in the writing process. The 
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study revealed certain advantages of translation: ideas were easier to develop, 

thoughts and opinions could be expressed more clearly, and words could be more 

easily found through the use of a dictionary.  

 

Although these results encourage the use of different types of cognitive activities in 

L2 essay writing, they also show that translation has its benefits when the whole 

process of learning, not only EA, is taken into consideration.   

 

The sentences used for translation were picked from texts that were familiar to the 9th 

graders. A pilot study was carried out among teachers of all the schools that took part 

in the research and they were asked to approve the level of the sentences and see if it 

was similar to that of their pupils. As a further measure, I asked students in an average 

grade nine class in my school to read the questions and see if the instructions were 

clear. Three students, out of thirty-eight, said that they did not know the meaning of 

the word óGovernmentô in part two. However, I disregarded this having had the 

teachersô reassurance of the familiarity of the vocabulary list to their pupils. Also, the 

number of pupils who did not understand this word was less than 10%.   

 

The second part was a list of 15 words in English that pupils should have heard or 

used on a daily basis. The pupils were instructed to translate the words into Arabic or 

Hebrew. The idea was to see which language the pupil was going to use when 

translating: Colloquial Arabic, MSA, Hebrew, Hebrew and Arabic, Arabic 

transcription of Hebrew words, Arabic transcription of English words, etc. The use of 

transfer could be checked here, especially ósubstratum transferô. In the case when 

Arabic is the target language for translation, the use of certain colloquial varieties can 
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sometimes reveal the interaction between politics and sociolinguistics, as shown by 

Amara (1999). 
5
 

 

By analysing the pupilsô answers, a theory could be developed on the interaction 

between Arabic and Hebrew in the studentsô English. Are the pupils able to deal with 

MSA only in their written language, or has this language been influenced by 

Colloquial Arabic, or Hebrew as well? The more languages the pupils choose to 

translate into, the clearer the indication that the pupils do not have one clear language 

which they refer to when they need to express themselves in Arabic; some might 

prefer Hebrew to Arabic, others might choose the colloquial language, while the rest 

might find any other combination of Arabic and Hebrew to express themselves.  

English will always be one of the most important factors that can decide the academic 

future of the APIs. These pupils live in a social and political situation that makes their 

learning process of English unique. In spite of all the limitations that the context of 

the research puts on it, being pedagogic in nature and using EA as one means of data 

analysis, it is hoped that the outcome will clarify the circumstances and processes that 

take place in the learning environment of these pupils. By doing this, the special needs 

of the APIs as a unique group could then be met, and the affective factors that affect 

the formation of this learning identity could be understood. Then, different sectors, 

such as teachers, textbook writers, education policy makers and the learners 

themselves can then do something to improve the situation and help to create better 

opportunities for the APIs.     

 

                                                 
5
 In his book óPolitics and Sociolinguistic Reflexesô, Amara shows how the dialect of one border 

village which was divided  between Israel and the West Bank, has changed through the years, where 

each part developed their own dialect. This change reflected the social and political affects on language 

even in the case where the whole village constituted, originally, one big family. 
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3.3.2 Data Collection 

 

 Since the study is longitudinal in nature, the data for the research were collected 

every three months. Starting September 2000, a written sample of the pupilsô English 

was collected in a variety of forms. The samples comprised targeted and non-targeted 

elicitation materials. The distinction here is between a task that checks for a very 

specific language structure, such as interrogatives, and one that allows for a freer 

writing style, such as essay or letter writing, where a variety of structures could be 

examined. This second type, which James (1998:19) calls  the ñbroad trawlò 

elicitation, allows for a more natural setting in the assigning and performance of the 

task, in addition to a wider bandwidth of the data itself. In our case, more data were 

broad trawl than target elicited.  

 

1. The first batch consisted of 10 questions that the pupils were asked to form in a 

simulated dialogue between the pupil and another person, on one of two occasions:  

finding more about someoneôs hobby and interviewing a person celebrating their                         

one hundredth birthday.  

 

Asking questions, in its various forms: open-ended, closed ended, or tag questions is 

one of the most important language skills that are taught at an early stage, especially 

when the communicative approach of language teaching is being used. The subject is 

taught from year one of English, with the emphasis moving from yes/no questions, to 

open-ended and tag questions. Pupils in grade 9 (6
th
 year of English) heavily practise 

the use of open-ended questions, and it is expected that they master the subject by the 
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10
th
 grade, although most of them still have difficulties in asking questions even when 

they reach grade 12. In the English Oral Bagrut Test, which constitutes 20% of the 

whole Bagrut mark, 50% of the mark goes to asking questions. That is why this 

subject is being researched. 

 

All the pupils, respondents and non-respondents, were given the task to do in class 

and were asked to complete it individually. The time allowed for completing the task 

was 30 minutes, and most students finished in about 20 minutes. Only two 

respondents needed the full 30 minutes. Allowing all the students to take part in the 

task did not make the non-respondents feel óleft outô, while at the same time it helped 

to ease the pressure on the respondents being asked to perform a task that was part of 

the research. During the whole process of the data collection, all students were 

allowed to take part in the activity, so that the activity itself was treated as just another 

exercise done in class. The students were told that what they were doing was part of 

the research and that it would not be graded. The tasks were not returned to the 

students although some asked for them. I did however have informal conversations 

regarding the results with a few students, participants and others. 

 

2. Three months later, the second batch was collected. This task also dealt with 

interrogatives, and the purpose was to check how the pupils Interlanguage developed 

within the period of three months, during which time interrogatives were practised 

again in class. Again, this was part of the syllabus, and the pupils continued learning 

according to the regular syllabus of English. During this period of three months, the 

pupils were introduced to the Present Perfect Tense, which does not exist in Arabic or 
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Hebrew, and it was the purpose of one of the questions in the second batch to check 

their use of this tense. The collection of the data went smoothly. 

 

The students were given a role-play, where they were approached by a friend, the 

teacher, who wanted to sell his computer. The pupils were instructed, in Arabic, as to 

the specific questions they were supposed to ask their friend in order to find out more 

about the computer. This task was elicited and it meant to investigate specific 

structures in the interrogatives. The use of Arabic in the instructions was to make sure 

that the questions asked about the specific structure, including the wh- word. There 

were six questions altogether, where the first asked about the kind of computer the 

friend had; the second asked about the reason for wanting to sell the computer; the 

third was about the price; the fourth inquired about any problems the computer could 

have had; the fifth question asked about the period the friend had had the computer 

(use of Perfect); the sixth and last question asked about the kind of computer the 

friend wanted to buy in the future (use of Future). The last question was administered 

to check the pupilsô knowledge in differentiating the planned versus unplanned future 

actions. This task, similar to the previous one was targeted as well. 

 

The pupils were given the task to complete in class and were instructed to work 

individually. The time allocated for completing the task was 15 minutes, which was 

practical for such a task. Most pupils finished the task in less than ten minutes. The 

pupils were advised to take their time and to have another look at what they had done, 

so it can be said that all the pupils gave their best in completing the task and were not 

pressured for time. All the pupils in the class were asked to complete the task.   
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3. The third batch was collected in March 2001. This batch was different from the 

others in that it was part of the questionnaire that was introduced in the cross-sectional 

study. The main longitudinal study respondents took part in the cross-sectional study 

as well. For the Error Analysis part, all the questions that were answered in English 

were separated from the main body of the questionnaire and encoded separately in the 

same manner as that described in batch-one. The parts that had English in them 

consisted of 9 sentences, 7 in Arabic and 2 in Hebrew, and the pupils were asked to 

translate them into English. The second part comprised 15 words, where the pupils 

were asked to answer in Arabic or in Hebrew. The questionnaire was administered in 

class, and the whole lesson, 40 minutes, was dedicated to its completion. After having 

collected all the questionnaires, the longitudinal study respondents were separated 

from the rest, and their English answers were processed.  

 

That same group of 21 respondents had their whole questionnaires processed again in 

the same manner as the 280 respondents from the cross-sectional study. This should 

allow for comparisons between this group (the 21 respondents) and other similar 

groups (other 10
th
 grade pupils in the cross-sectional study). One of the outcomes of 

such a comparison could add to the transferability and representability issues of the 

longitudinal study, if similar patterns emerged in both groups.   

 

4. The fourth batch was administered towards the end of May 2001. The final exams 

start at the beginning of June, and I therefore decided to collect the data a few days 

earlier. 
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The method of Error Analysis used this time was the broad-trawl method, i.e. no 

targeted elicitation was followed. The pupils were asked to write an informal letter to 

a friend telling them about a meeting that took place with a celebrity. The pupils were 

instructed to write about 100 words. At this stage of learning, the pupils had already 

practised this genre. 

 

The task was done in class and the pupils were asked to think about who the person 

was, the location where the meeting had taken place and the gifts that had been 

exchanged at the end of it. I explained the form a personal letter should take. It is 

important to stress here that this was not the first informal letter these pupils had 

written in class. The pupils were given 30 minutes to write the letter. All the class 

participated in the task, respondents and non-respondents. At the end of the lesson the 

letters were collected and there were two pupils who could not finish in time. They 

were asked to deliver their letters incomplete. Each time a task was part of the 

research, the pupils were told that it would not be marked, and that they should do 

their best to work individually because this would help me understand their 

production and better help them in the future. The pupils followed the instructions and 

the tasks were completed smoothly.           

        

The pupilsô letters were coded into the computer program exactly as they were 

handwritten. The only factor that was ignored in the analysis stage was the spacing 

between the words. Although I made it a point to copy the spaces accurately, I could 

not include them in the analysis because the letters were handwritten and the rules 

concerning spacing in printed letters could not be followed.  This process was time 
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consuming, but the availability of the students to ask for any illegible items made my 

work more efficient.  

 

5. The fifth batch was collected in October 2001, almost five months after the fourth. 

Now the pupils were in the 11
th
 grade. 

  

I have come to realise that attempting to keep the three-month interval between each 

two batches was unrealistic, especially at the beginning and end of the school year. 

Nevertheless, the time interval was kept whenever possible; besides, there was little 

formal learning during the summer holidays, although a couple of respondents 

participated in English summer courses.   

 

It is important to mention here that five respondents are now learning English with a 

different teacher. These pupils are at the advanced, five-point Bagrut level. They learn 

one extra hour (45 minutes) a week and are prepared for the advanced test. The 

textbooks they use are more advanced and the tasks they do are more varied; i.e. they 

write formal letters rather than informal ones for the four pointers, the Cloze type is 

open rather than multiple choice and the reading comprehension passages are more 

complex in terms of style, content and type of questions, requiring more inference 

from the reader than the less-advanced test.   

 

The aim of the fifth batch was to investigate the effect of colloquial Arabic on 

learning English. Five sentences were read to the pupils in Colloquial Arabic, and 

they were asked to translate them into English. The rationale behind this method was 

to check for any specific error patterns that could emerge when dealing with 
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colloquial Arabic in a written environment. As stated before, colloquial Arabic is 

spoken and never written, whereas MSA is written and spoken only in formal settings 

such as in some academic lectures, religious sermons and the media. In a natural 

school-learning environment, pupils are never asked to transfer a spoken text from 

Colloquial Arabic into a written MSA. The opposite might sometimes happen to 

check comprehension. However, since MSA is used mainly in reading and writing, it 

is worthwhile investigating the effect of Colloquial Arabic, which is the spoken 

mother tongue, on the learning process of English, mainly to check for transfer.  

 

Each item was repeated twice and 2-3 minutes were given for translating it. The item 

could be a part of a dialogue, a statement, or a question and an answer. Whenever 

necessary, another minute was given to those who needed more time to complete the 

task. At the end of the activity, which took around half-an-hour, the respondentsô 

answers were collected. All the pupils participated in the task, and arrangements had 

been made with the other teacher for the five-point students to attend and perform the 

task. Although the items chosen for translation were decontextualised, the structures 

used were familiar to the students, being part of their daily conversations. 

 

6. The sixth batch was collected in February 2002. The midterm tests in December, 

unlike the year before when there were no such tests, made it difficult for me and the 

pupils to find the right time to administer the required task in January. 

 

The task for this batch was to write an essay on the use of cellular phones and relate to 

an event that had happened to them where the use of the cellular phone proved useful. 

The pupils at this stage are more exposed to this genre, and this is one of the genres 
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they might be asked about in the Bagrut exams. In this exam, the pupils are required 

to do a writing task on a different genre each year, usually informal letter writing, 

expressing an opinion, description, etc. The advanced five-point pupils are asked to 

do two writing tasks, one of which is related to the contents of one of the reading 

comprehension passages that appear in the test. 

 

The rationale for choosing this genre was to check the pupilsô Interlanguage when 

dealing with a task that requires the switch from one genre; expressing an opinion, to 

another; narrative. This switch is expected to reveal how the pupil moves from a more 

formal writing style to a more relaxed one, which is the narrative form. In addition, 

this is also a good time to look for any emerging differences in the writing of the more 

advanced pupils and compare them to the rest, who are still at the intermediate level.  

 

I asked the students to do the writing task, each in their own classrooms; the four-

point pupils in my classroom, and the five-point ones with the other teacher. All the 

pupils in both classes, respondents and non-respondents, were asked to do the task in 

class and they were not told that the task was for the research. They did their task with 

the impression that it was going to be marked by the teachers. This writing 

environment guaranteed more seriousness towards writing the task; it was noticed   

that the pupils were less ready to invest in their tasks when it was not intended for it to 

be graded. The disadvantage of such a scenario is the anxiety created because of the 

grade, however, this could be controlled by the fact that the pupils knew that this 

grade did not have a big effect on the final grade. In addition, anxiety is also one of 

the affective factors that play a role in the learning process, and it is worthwhile 

testing its effect on the studentsô performance. 



 129 

The pupils were given 45 minutes to finish the task, although most of them completed 

it in less than half an hour. Two respondents, together with three other pupils from the 

class, needed the maximum time in order to finish. 

  

7. The seventh batch, which was collected in May 2002, was originally a part of a 

questionnaire (Appendix 5) whose aim was to check the pupilsô attitude towards 

English. The last question asked the pupils to write about the way they perceived 

English as a language; its degree of difficulty, its importance for them, English at 

school and if they were doing anything to improve their English outside the class. 

 

The pupils completed the questionnaire in class. The pupils learning in the advanced 

class had no English lesson that day, and were asked to join their original groups. So, 

for the second time that year, all the participants completed the task together. It is 

worth mentioning that the first four to finish the task were from this group of   

advanced students.  

 

One of the participants (F) decided to drop out of the research at this stage. I tried to 

understand if anything was wrong, but she said that she no longer wished to 

participate. I tried to convince her that we had almost finished, and this was the last 

task for the year, but she was quite determined to stop. I later understood that she had 

had a bad day and it was just a matter of misfortune that the task fell on that particular 

day. I tried to talk her into doing the task a few days later, but I did not succeed.  

 

8. The eighth batch was collected in February 2003. In this batch the participants were 

asked to redo the questionnaire they had completed in March 2001 (batch 3). This 
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final task enabled the research to look at the gain in knowledge achieved two years 

after having completed the first task.  

 

The questionnaire was completed in class. The pupils were given half an hour for this 

task. One of the original 21 participants did not take part in it because she had already 

decided to withdraw. 

 

3.1 Data Processing ï The Use of Error Analysis  

 

Although the method is controversial (Schachter and Celce-Murcia (1977); Sheen 

(1980)), I have found it to be very relevant to the needs and boundaries determined for 

this research. Schachter and Celce-Murcia point out the danger of studying errors in 

isolation and in not considering non-errors. Sheen points out that estimates by 

researchers of the number of syntactic errors due to interference, ranges from 5% to 

70% and that spontaneous errors are difficult to analyse. Subjects should be asked 

about their intentions, both for erroneous responses and for those where no apparent 

error has been made.  

 

Others had a more direct criticism of EA, similar to the arguments given by Schachter 

and the others above. Bell (1974:35) calls EA óa recent pseudo-procedure in applied 

linguisticsô and attacks it on the grounds of poor statistical inferences, the subjectivity 

of interpretations of errors, and its lack of any predictive power. Hammarberg 

(1974:185) points to the óinsufficiency of error analysisô since we only analyse errors 

and neglect the description of non-errors. 

 



 131 

However, these weaknesses could be overcome if addressed in the planning of the 

research methodology. 

 

The second step of data processing is the diagnostics of errors. 

 

3.3.3.1 Diagnosing Errors 

 

Since the data collected were in the written form, the diagnosing process did not 

explore problems of phonology, such as mispronunciations. To determine if an 

utterance was erroneous, spelling was first considered. Spelling errors were 

subdivided into those caused by the non-use or over-use of capital letters. Arabic does 

not have the equivalent of ócapital lettersô, therefore, many learners of Arabic do not 

understand that the use of capital letters in English goes beyond the size of the letter. 

Some learners ignore the subject completely, while others overuse capital letters. It is 

not uncommon to find capital-letter mistakes due to bad handwriting habits, such as 

using the <F> at the middle or end of the word, resulting in utterances like óiFô, or 

ódiFFerentô.  

 

A second subdivision of spelling errors is that due to phonetic causes, such as errors 

resulting from confusing bilabial sounds, like the /p/ phoneme in Arabic, which does 

not exist in Arabic, thus leading to generalising it to /b/. A third subdivision was that 

of errors due to vowel misrepresentations, again a problem for Arab learners, since 

Arabic has far fewer vowels and diphthongs than English. 
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A fourth subdivision is that of spelling errors not due to the above. Punctuation errors, 

not including capital letters, whether the omission, misuse or overuse of punctuation 

marks, are also given a separate category. This is also a common problem among the 

APIs, although the cause is not necessarily Inter-lingual. However, one can say that 

Arabic is less sensitive to punctuation than English.   

 

The other types of errors were diagnosed according to two factors: grammaticality and 

acceptability. The former type is easier to identify, since the rules of grammar are 

clear. Syntax and morphological errors are included under the term grammaticality. 

As for acceptability, the identification of the error is more problematic since this is a 

practical, not a theoretical notion. Unlike grammatical errors that are decided by the 

knower of a language, it is the user who decides the acceptability of the utterance 

(James, 1998:66). The field here is that of semantics, not syntax, e.g. collocation 

appropriacy. 

 

3.3.3.2 Analysing Errors  

  

The third step after the diagnosing stage is analysing the errors. The procedure is as 

follows: 

 

First, the type of deviant utterance is defined as either a mistake or an error. Corder 

(1967, 1971) introduced the error vs. mistake distinction into modern debate and he 

associates errors with failure in competence and mistakes with failure in performance, 

using Chomskyôs distinction of the two.   
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The main factor that affects this distinction is intentionality. To use Jamesô (1998:78) 

definition to distinguish the two, ñan error is an instance of language that is 

unintentionally deviant and is not self-corrigible by its author. A mistake is either 

intentionally or unintentionally deviant and self corrigible.ò Mistakes can be corrected 

by the user only if prompted. Slips, on the other hand, are self-corrected without 

prompt. Errors cannot be self-corrected until more input has been provided to the 

user; they are the outcome of ignorance of TL rules; in other words, the user needs 

more learning. It is in this content that the distinction is important because the teacher 

can tell if the learner is systematic in his or her use of the error, or that the deviant 

form is only a mistake that can be corrected by a prompt. Remedial action can be 

designed according to this distinction. 

 

The second step in the analysis stage is assigning the grammar class of the error, i.e. 

the part of speech. To this category I have added the ñWh-wordsò as a separate item, 

since the whole subject of interrogatives is problematic to the APIs, and it is 

important for the research to distinguish the type of errors made in such questions. 

 

The third step is to try and find a subcategory for the error according to the relevant 

part of speech. In the case of an error in the verb, I would like to know if it is in the 

verb tense or if the verb is auxiliary or not. The same could be said about the 

pronouns category; is it a pronominal copy, a possessive pronoun, etc? This 

subdivision is important for the stage of designing remedial action in order to 

eradicate the errors, where possible. 
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The fourth step is to decide if there is lexical connotation to the error; the original 

word might be correctly used, but is erroneous semantically. In this category, two 

levels were assigned; the use of a wrong lexical term, for example, small instead of 

short, and, semantic misrepresentation, where the utterance used is not what the user 

had intended, such as the use of food instead of bait, or home instead of dormitory. 

The general meaning is clear, but the semantic representation of the word is 

misleading. It is clear that the learner refers to communication strategies in order to 

express the meaning they intend; in this case, it is semantic narrowing. This type of 

error is indicative of the degree of exposure the learner has to the language. 

 

The last step is to define the source of the error, whether it is Inter-lingual, or Intra-

lingual. In the case of the former, cases of interference or transfer can be discussed. 

This category is important because, in the case where the source of the error is Inter-

lingual, it allows us to research the effect of L1, L2 and L3 on English, i.e. cases of 

transfer. 

 

To conclude this section regarding the aims of this research, it could be safely said 

that the use of transfer in EA can shed light on issues other than errors, like those 

dealing with cultural effects on the language. This view can be expressed in spite of 

the existing controversy, and similar to the general discussion above on error analysis 

as a whole. Again, when we examine the boundaries of the research, we see that 

certain arguments, despite being correctly presented, are more relevant to the issue of 

theory developing and do not affect the aims of this research. It is always a good idea 

to be aware of the controversy on a certain subject, but controversy should not stop us 
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from using the right tools to reach our aim, especially when modifications are made to 

take the problems into account. 

 

After the analysis stage of the level of error, we move to analysing the modification 

the learner has made to the correct utterance. This can take one of several forms: 

omission, over-inclusion, misselection, misorder and blend. A sample of the 

respondentsô writing is found in Appendix 3. 

 

Finally, we have to determine the intended correct utterance in TL. This could be 

done in a variety of ways; either through the text itself, content, cohesion, etc., or 

through asking the learner, when possible, what they had intended when they used the 

utterance. Being the teacher of the participants in the research, I was able to ask the 

students to clarify the intended meaning almost always, thus providing a solution to 

the óintentionalityô issue mentioned above (James, 1998:76).  

 

To conclude this stage, we can say that the process of identifying and analysing the 

errors is time consuming, and the process itself is controversial. However, throughout 

the whole process of EA, great care was followed to overcome any weaknesses that 

were part of the controversy about the subject. For instance, pupils were asked to 

explain any utterance which seemed unclear to me. I was always aware of the fact that 

EA was one of many means of explaining the pupilsô Interlanguage, and therefore, the 

profiling of each pupilôs Interlanguage took both the erroneous and non-erroneous 

utterances into consideration. In addition, further action was taken to improve the 

quality of the research as suggested by James (1998:116), for example, by assigning 

numbers to the repeated errors and not dealing with them separately. The knowledge 
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of the researcher of the other languages involved in the Inter-lingual errors helped to 

identify these errors related to interference. The use of a variety of genres provided 

access to the pupilsô Interlanguages in different contexts, and finally, the use of 

systematic measures to analyse the errors, as those provided by the computer 

program, all helped in making the process less controversial. To conclude, many 

weaknesses found in the earlier stages of analysis were corrected so that the outcome 

would be more methodologically grounded.    

 

3.3.3.3 Data Coding   

 

After the data had been collected, it was coded into the computer by using a computer 

program that was especially developed for the research. The program accepts the data, 

and allows the user to build a profile of errors for each text. These errors can then be 

accessed for various statistical calculations. The idea for building the profile was 

adapted from Corder (1981), quoted in James (1998), and certain modifications were 

made to fit the special needs of the research. A by-product of the research will be a 

corpus of learner English of the APIs. 

 

Following is the original algorithm used in the process of EA: 
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Chart IV  

Corderôs Algorithm for Error Analysis 

  1. Sample learner language 

2. Register each utterance of sample and its context 

3. Is utterance x normal? (wholly or in part?)  

3(a) in some plausible context? Yes 3(b) in this context? Yes =>Accept (non-deviant) 

NO                                                           NO 

(Ungrammatical)                                       (Unacceptable) 

4- Reconstruct intended form (NS target form) and note the miscorrespondence(s) 

5  Describe the Error in terms of     5(a) LEVEL and unit of the TL system 

5(b) Learner modification of target (Ommission, etc) 

6 Can the learner self-correct?  6(a) YES...Unprompted  =>  SLIP 

6(b) YES...Prompted                             =>  MISTAKE 

6(c)  NO...(Ignorance/Incompetence)     =>   ERROR 

7 Carry out a back-translation of deviant form into learnerôs L1 

8 Is the translation good? YES   INTER -LINGUAL  (Interference/Transfer) 

NO   Alternative diagnosis INTRA -LINGUAL , INDUCED, etc... 

9  Determine gravity 

10 Remedial work/modify syllabus 

 

This algorithm was originally proposed by Corder (1971, 1981) and subsequently 

elaborated by Levelt (1977).   

 

During the coding stage the pupils were approached to clarify any legibility problems 

due to unclear handwriting. Although not instructed to, two pupils handed in their first 

task printed, but did not activate the spellchecker. Having the data typed facilitates the 

coding process, by allowing scanning, for example. In addition, there are no legibility 

problems, keeping in mind that many Arab pupils usually have orthographical 

difficulties. However, the main drawback of printed data is that this is not the way the 

pupils write on a daily basis, and some spelling errors could thus be corrected, even 

without the pupil being aware of it. 



 138 

In the coding process, I was accurate in representing the written image of the text, so I 

copied the text the way it appeared on paper, including the spaces. I did not include 

the spaces in my error analysis, even if they were erroneous, because it was difficult 

to distinguish single spaces from double ones. This, of course, is one advantage of 

using printed data, but the element of keeping the pupilsô original handwritten 

samples was considered to be more important. 

 

Another factor that played an important role at this stage was that it was possible for 

me to ask the pupils to explain and clarify any ambiguities in their texts. This included 

asking the pupils to use L1 to explain what they meant when they used a certain 

utterance, which helped me determine the intended and correct meaning of the deviant 

form.   

 

3.3.4 Data Analysis: Analysing Gain in Knowledge  

 

Another form of data analysis looked for the gain in knowledge among the 

respondents in the longitudinal research. The analysis was carried out in two ways: 

 

The first looked at the errors in the same questionnaire that had been used in the 

cross-sectional research. As mentioned earlier, the respondents in the longitudinal 

research were asked to fill out the same questionnaire as the cross-section group so 

that it would be possible to compare the two groups. This was done at the beginning 

of the research when the respondents were still in Grade 10. Two years later, the same 

respondents were asked to fill out the questionnaire again, so that the two 
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questionnaires could be compared during a two-year interval, thus allowing for an 

insight into any gain of knowledge that might have occurred during this time. 

 

The two questionnaires were compared in more than a single way depending on the 

section being analysed: the translation, or vocabulary section. 

 

In the translation section, the correct vs. incorrect factor was looked into. Generally 

speaking, if a sentence that was translated correctly in the 12th Grade had been 

translated incorrectly in the 10
th
, then that should reflect gain in knowledge in that 

field. In this category, no special attention was given to the type of error since the aim 

was to compare between correct vs. wrong translation.  

 

In the second section, that of the vocabulary, looking into patterns in the correct 

answers was important, since it was expected that the respondents would not really 

find difficulty in the translation of the vocabulary itself; what would be more 

indicative is the language and the way the word had been translated. In this section, 

the right vs. wrong dichotomy is only a minor indicator of progress. 

 

 

3.3.4.1 Assessing the Three Free-writing Texts 

 

 

 

In order to assess the three free-writing texts, an additional assessment tool had to be 

used, which would consider the language as a whole, not only the errors. The 

following two sections explain the rationale and process of the assessment tool.  
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3.3.4.1.1 Rationale for Assessment 

 

The data in the longitudinal research have been collected and analysed for errors, 

however, as stated earlier in the research design, the objective of the longitudinal 

study was not only to look at the deviations in the written Interlanguage of the 

respondents, but to try and analyse it as a whole; looking for the characteristics of 

such a language so that a profile of the Arab pupil in Israel can be built. 

 

In the Research Context chapter, I had mentioned that the pupils in Israel are now 

following a new English curriculum (see Appendix 7), although the respondents still 

follow the old curriculum. One of the major differences between the two curricula 

concerns assessment; while the old relied mostly on testing the product, the new 

curriculum looks for ways to assess the process. In the new curriculum, language was 

divided into four areas: Social Interaction, Access to Information, Presentation and 

Appreciation of Literature, Culture and Language. Each area had its clear standards, 

levels of progression, benchmarks and criteria for assessment. The learning process 

was thus perceived as a continuum, a paradigm compatible with the nature of this 

research, in that it investigated another continuum, the Interlanguage. 

 

The written output of the 21 respondents will thus be analysed according to two 

domains: that of Presentation and that of Appreciation of Language. 

 

The New Curriculum defines the standard of the first domain as: 

ñPupils present information and ideas in an organised and planned manner in a 

variety of formats, in both spoken and written English, on a wide range of 

topicsò(The English Curriculum 2002:28). 



 141 

It is worth remembering here that the research deals only with written English. 

 

As for the other domains:  

ñPupils appreciate the nature of language and the differences between English and 

other languagesò (ibid: 30) 

 

In our context, by other languages we mean Arabic, Hebrew and any other language 

that might exist in the very rare cases where the mother tongue is different from 

Arabic (See Appendix 7). The point here is that the new curriculum encourages the 

learner to compare English to other languages, thus acquiring an additional 

perspective on the similarities and differences among languages. 

 

3.3.4.1.2 Designing a Rubric to test Presentation 

 

To test gain in knowledge in the respondentsó Interlanguage, an assessment tool has to 

be developed which will cater to the following specifications and tests of 

appropriateness (Appendix 4): 

1. it has to be objective  

2. it has to assess processes, in addition to the final outcome  

3. it has to include valid criteria  

4. it has to include various aspects of the language  

 

Three texts that were chosen for assessment were those that did not include targeted 

materials, i.e. the informal letter, the essay and the reflection. The other text types 

were targeted for specific syntactical structures, mostly for interrogatives. Another 
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text, which tested the process of translating simultaneously from the colloquial 

language into written English, was assessed separately because of its unique nature. 

 

The process of assessment went as follows: 

 

A copy of the texts for each respondent was printed with the errors emboldened and 

underlined. This was done in order to facilitate the assessment of certain criteria, such 

as accuracy.  

 

The assessment was carried out according to the chart described in Appendix 4. The 

maximum mark a respondent could achieve for a certain criterion was three points, 

indicating that the progress expected at this level had been achieved. A mark of two 

indicated partial progress, while a mark of one reflected no progress whatsoever. The 

minimum mark a respondent could get for the whole 11 criteria is 11, and the 

maximum is 33. The texts that were analysed had been written on 22-5-01; 7-02-02, 

and 29-5-02. All texts had been written in class and, already, analysed for errors.  

  

The analysis was carried out by calculating the Mean. The three texts were compared 

to see if a pattern emerged that would indicate clear gain in knowledge especially as 

the three texts were written in different periods of time. Needless to say, the type of  

text and other affective factors will always have an impact on the results. Still, the 

criteria used in the assessment process should give an idea about the progress of the 

respondents in the domains of Presentation and Appreciation of Language.




