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Abstract

This thesis conducts an empirical investigation of Arabic speakers’ underlying ultimate
knowledge of Modern Standard Arabic (MSA). The goal is to determine whether these
speakers’ end-state MSA grammar can be classed as a native language (L1) type grammar or
a second language (L2) type grammar. The motivation for this research comes from the
frequent claim in the literature that there are no native speakers of MSA (e.g., Kaye, 1970;
Maamouri, 1998). This claim has been made because MSA is not spoken at home and it is
acquired through literacy and formal schooling which does not start for most children until
age 5 or 6. Another factor that can support such a claim is that children who start acquiring
MSA at school already speak their colloquial varieties which were acquired naturally from
birth. Because there are differences between the colloquial varieties and MSA in all
linguistic domains (e.g., Altoma, 1969; Ayari, 1996; Maamouri, 1998), this has been
assumed to have possibly affected the ultimate attainment of MSA and resulted in different
end-state grammars; a characteristic of a second language. However, the claim that there are
no native speakers of MSA has not been investigated empirically. In fact, there is a clear
scarcity of empirical works in the literature that investigate and discuss Arabic speakers’
end-state underlying knowledge of MSA. The current thesis aims to fill in this gap.

The current research examines the impact of age of first exposure (AoE) and knowledge of
the previously acquired dialect (L1) on the ultimate attainment of MSA acquired by Arabs
across three regions of the Arabic-speaking world: Egypt, the Levant and the Gulf regions.
The main objective is to explore how MSA’s end-state underlying grammar is represented
by native speakers of different colloquial varieties whose first exposure to MSA also varied
between exceptionally 'early’ exposure (from age two or three in MSA immersion nurseries
and kindergartens) and typically 'late’ exposure to MSA (from age five or six in normal
primary schools). Based on results of a corpus study of colloquial varieties, the syntactic
variables for investigation were identified as: i) resumption in definite object relative
clauses, ii) collective subject-verb agreement in SV sentences, and iii) word order preference
in conversational and narrative contexts.

147 adolescent participants were recruited to take part in an experiment designed to examine
their underlying knowledge of the three syntactic phenomena in MSA. The participants
completed two tasks: an acceptability judgement task and a conversation role-play task.
Using ANOVA and planned comparisons, the differences in participants' performance in
these tasks were evaluated across five groups corresponding to different AoE and the
colloquial varieties the participants speak. The analysis of the data showed no significant
effect of AoE or of the L1, and post hoc tests showed no significant differences between the
groups of participants. These results were discussed in relation to previous views on L1
influence and effect of age of onset on the ultimate attainment of a second language.

Uniform performance in the tasks of the study, despite variant AoE and L1s, was interpreted
to indicate success of typical Arabic speakers in attaining a native-like competence in at least
the three MSA syntactic phenomena investigated. Further research that involves
investigation of end-state knowledge of more grammatical phenomena in different linguistic
domains is required to make a comprehensive assessment of typical Arabic speakers’ end-
state knowledge of MSA.
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Chapter 1

Introduction

This thesis investigates ultimate attainment in acquiring Modern Standard Arabic
(MSA) by speakers of different Arabic colloquial varieties. The goal is to dermine
whether these speakers’ end-state MSA grammar can be classed as a native language
(L1) type grammar or a second language (L2) type grammar. This introductory chapter
explains what the research is about and describes the linguistic contexts within which
two groups of participants in an experimental study have acquired MSA. The first
section defines the research focus of this thesis. Section two lays out the research
questions and the thesis hypothesis. Section three describes the diglossic situation in the
Arabic-speaking countries including issues such as how MSA is normally acquired by
Arabic speakers compared to acquiring the local colloquial varieties of Arabic. The
fourth section introduces an MSA Immersion Program which is designed to provide
natural MSA input to Arab children during the pre-school period and aims to make
them grow into native speakers of this language. The last section summarizes fhis

chapter and outlines the organization of the rest of this thesis.

1 Focus of the Thesis

This thesis aims to make an empirical investigation of Arabic speakers’ underlying
ultimate knowledge of MSA to see whether this knowledge is of an L1 or of an L2 type.
The motivation for this research comes from the frequent claim in the literature that

there are no native speakers of MSA. As will be explained later in this chapter, this

14



Chapter 1: Introduction

claim perhaps can be supported by the fact that Arab children do not acquire MSA
naturally at home and their exposure to MSA starts only at the primary school when
their innate ability to acquire language natively is assumed to be no longer available or
to have started to deteriorate. Another support for such a claim comes from the fact that
Arab children have already acquired and speak the local colloquial form by the time
they start learning MSA at primary school. Because there are some differences between
the colloquial forms and MSA across all linguistic domains, this may lead different
speakers to develop different MSA end-state grammars; which is a characteristic of a
second language. However, as far as the researcher knows, there is a clear scarcity of
empirical works in the literature that discuss Arabs' acquisition of MSA, investigate
their underlying knowledge of it, and confirm or disconfirm claims about whether there

are native speakers of MSA.

This research was conducted to fill this gap and examine the ultimate attainment of
MSA acquired by Arabs across three regions of the Arabic-speaking world: Egypt, the
Levant and the Gulf regions. The main objective is to explore how MSA’s underlying
grammar is represented by native speakers of different colloquial varieties across these
regions. Basically, certain syntactic phenomena which are represented differently in the
native grammars of colloquial varieties will be examined in the underlying end-state
grammar of MSA in the three regions mentioned above. If MSA is acquired natively,
then the underlying steady-state grammar of MSA is expected to be uniform in these
different regions despite the syntactic differences between the colloquial varieties. This
is based on the widely accepted assumption that all acquirers of the same first language
or dialect achieve the same steady-state grammar (Guasti, 2002:4; White, 2003:241;

Meisel, 2011:22). On the other hand, if MSA is learned or acquired as an L2, then the
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underlying steady-state grammar is expected to be represented differently, based on the
assumption that L2 speakers differ from each other in their ultimate attainment, even in
the case of speakers with the same L1 who have acquired the same L2 (White,

2003:241; Meisel, 2008:57).

The primary goal of this thesis will be to investigate knowledge of a number of
syntactic variables in MSA, in two contrasting groups: participants whose first ‘proper’
exposure to MSA was not before the age of entrance to formal primary schools; and
participants who were, exceptionally, exposed to MSA from as early as the age of two.
The latter group are the graduates of nurseries and kindergartens which apply the MSA
immersion program to provide MSA input for children from age two up to age six. As
will be explained later, these nurseries and kindergartens were deliberately founded to
enable children to acquire MSA naturally as a first language before the age of six. In
these institutions, MSA is the only language permitted to be used for both teaching and
communication throughout the whole school day. The results of such a comparison
should shed light on the issue of age of first exposure effects on ultimate attainment and

the issue of the critical period hypothesis.

The syntactic aspects under study are represented differently in the grammars of the
colloquial varieties. This is verified by the results of a corpus based study that will be
presented in chapter 3 of this thesis. The syntactic phenomena are i) resumption in
object relative clauses, ii) collective subject-verb agreement in SV sentences, and iii)
word order preference in conversational and narrative contexts. Thus, the participants in

each group will be speakers of different colloquial dialects as their L1. This will provide
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a chance to test if these speakers have transferred their L1 syntactic properties to MSA
grammar. If such a finding is reached, this asserts that MSA grammar is not represented

natively.

2 Research Questions & Hypothesis

This thesis should lead to answers to the following interrelated questions:

I. Do Arabs across the Arab world represent ‘uniform’ (L1-type) or ‘variant’ (L2-
type) versions of MSA end-state grammar?
II.  If variation in attainment exists, is it an effect of different age of first exposure to
- MSA?
III.  If variation in attainment exists, is it an effect of the differences between the

colloquial varieties (the L1s)?

The first question seeks to determine whether or not Arabs have a native competence of
MSA, given that most of them do not start learning MSA until they reach the age of
primary school entrance, and that the participants of the main study of this research
speak syntactically different colloquial dialects as their L1s. If the participants of the
study are found to represent uniform versions of MSA, this may indicate that those
participants are native speakers of MSA. However, if tﬁe participants are found to
represent variant versions of MSA end-state grammar, this means that they represent an
L2-type of MSA competence. The questions in (2) and (3) address the cause of variation

in ultimate attainment among the speakefs of MSA (if it exists).

The working hypothesis behind this thesis is that only participants who have been

exposed to natural MSA input during their preschool years will demonstrate a ‘uniform’
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representation of MSA end-state grammar, regardless of the colloquial form of Arabic
they speak at home. This is based on the assumption that these participants have started
acquiring MSA within the critical period which is claimed here to start to decline
towards its end from age 6. On the other hand, it is expected that participants who were
first exposed to MSA in primary school will show variant representations of MSA end-
state grammars due to the differences between the colloquial varieties they speak as

their L1s and to their late exposure to MSA.

The remaining part of this chapter presents background information to describe, in one
section, the linguistic situation in the Arabic-speaking countries in terms of how MSA
coexists with another local colloquial variety of Arabic. This section compares MSA
and the local colloquial varieties in terms of their linguistic functions, Arabic speakers’
attitudes toward each form, grammatical differences between the two forms, how
Arabic speakers are normally exposed to and acquire each form, and the negative
impact of this diglossic situation. The fourth section introduces the MSA Immersion
Program which is designed as a proposal to alleviate the problem of diglossia by
providing natural MSA input to Arab children during the pre-school period and make
them grow into native speakers of this form of the language as well as the colloquial
form. The content of these two sections serves as a general description of the linguistic
contexts within which the two main groups of participants in the main experimental
study of this thesis have acquired MSA. The final section summarizes the chapter and

outlines how the rest of this thesis is organized.
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3 ArabicDiglossia & Acquisition of MSA

The linguistic phenomenon of diglossia is the coexistence of two divergent language
varieties in the same speech community to serve different functions (see Ferguson,
1959). This applies exactly to the linguistic situation in all Arabic speaking countries
(e.g., Al-Batal, 1992; Haeri, 2000). In each country of the Arab world, Modern Standard
Arabic (MSA) is used mainly for writing and in formal situations along with the local
colloquial variety of that country which is mainly used for everyday speech. The local
colloquial varieties vary greatly in all linguistic domains across the Arabic speaking
countries and the intelligibility between one colloquial variety and another varies
depending on the geographical distance between the regions where they are spoken
(Aoun et al., 2010). MSA, however, is considered as ‘uniform’ across the Arabic-
speaking world (Altoma, 1969), and thus, it serves as a lingua franca whenever needed

to bridge the poor intelligibility between the colloquial varieties.

Ferguson (1959), among many others, provided lists to exemplify appropriate situations
in which MSA and the local colloquial variety are used; and pointed out that it is
essential to use the correct variety in the appropriate situation to avoid being an object
of ridicule. MSA is appropriately used in writing and in formal situations in general.
* Such situations include religious sermons, personal letters, speech in parliament or in
formal political speech in general, university lectures, news broadcasts, newspaper
editorials, news stories, and poetry (Ferguson, 1959). MSA is also used in formal
schooling as the language of instruction and as the content of Arabic literature and

history (Maamouri, 1998:31).
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The local colloquial varieties of Arabic, on the other hand, are used in informal
situations such as instructions to servants, waite;rs, workmen, and clerks; in ordinary
conversations with family, friends and colleagues at home or mostly everywhere else
outside schools or formal settings; in radio and TV 'soap operas'; and in folk literature
(Ferguson, 1959; Maamouri, 1998). Colloquial varieties can also be used in plays,
advertisements, health messages, common political speeches and meetings, and in court
discussions and related activities (Maamouri, 1998). In short, the spoken local
colloquial varieties are used mainly as the languages of informal daily life

communications (Zughoul, 1980; Holes, 1995).

Ferguson (1959) explained that code-switching between the two varieties can occur in a
single situation where different linguistic functions are needed. An example of such a
situation would be giving a formal university lecture in MSA and conducting informal
drills, explanations, and section meetings by using the spoken colloquial variety.
Teachers in schools, for example, usually spend a considerable amount of their time
speaking in the colloquial variety to explain the meaning of material which has been

presented in lectures and books in MSA.

Despite the fact that each variety has a distinct function in the speech community,
Arabic speakers have different attitudes toward MSA as compared to the local
colloquial varieties of Arabic. MSA always has a special and superior status amongst
speakers of Arabic (e.g., Maamouri, 1998) and it is the official form of Arabic in all
Arabic speaking couhtries (Altoma, 1969). To most Arabs, 'Arabic language' refers to

MSA alone as the only 'real' form of the language and the other colloquial varieties are
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considered as not real or even do not exist as languages (Ferguson, 1959; Maamouri,
1998). MSA is considered to be prestigious, more beautiful, more logical, and more
capable of expressing abstract and complex thoughts (e.g., Ferguson, 1959; Ayari,

1996).

In contrast, Arabs' attitudes toward the spoken local varieties are less appreciative.'
These colloquial varieties of Arabic are looked at by many Arabs not only as inferior to
MSA but as distortions of the 'real' form and thus to be disregarded (Zughoul, 1980).
These local varieties are usually associated with ignorance, illiteracy, and vulgarity. To
many Arabs, the colloquial varieties are only suitable for simple daily life
communications and cannot be capable of expressing abstract or complex thoughts
(Zughoul, 1980; Ayari, 1996). The low status of these colloquial varieties among Arabic
speakers' may have brought about the scarcity of studies on colloquial Arabic dialects;

traditional grammarians viewed them as unworthy of analysis (Khamis-Dakwar, 2011).

Shouby (1951), among others, explained that the higher status bestowed on MSA was
due to its sacred value gained by the fact that it is the language of Quran. MSA also is
the language of the vast Arabic literature produced over many centuries which is highly
appreciated and respected by most Arabic speakers. Being claimed 'uniform' across
Arabic speaking countries and the only form that bridges the intelligibility problems
between some speakers of different local colloquial varieties, MSA is considered as a

symbol of unity among the Arabic nations. It is also usually connected to the pride of

! Ibrahim (1986) claims that some varieties of the local dialects in each Arabic speaking community can
be regarded as more prestigious than others despite the fact that all are considered as non-standard. See
Ibrahim (1986) for elaboration on this point.

21



Chapter 1: Introduction

the past history of Arabs being the form of the language used by people in earlier eras.
Also, MSA is the language of literacy and education and due to this it is believed to be

superior to the spoken forms even by illiterate or less educated people.

As is the case in any other diglossic situation, there are many differences between the
. grammatical structures of the two coexistent varieties of Arabic (Ferguson, 1959). In
general, the colloquial varieties are described by many authors (not in generative
grammar terms) as showing simpler grammatical structures than MSA (e.g., Ferguson,
1959; Zughoul, 1980; Suleiman, 1986; Holes, 1995; Stevens, 2006) as exemplified
below. Although there are many similarities between MSA and the spoken varieties, the
differences between the two forms of Arabic are observed as occurring in all linguistic
domains (e.g., Altoma, 1969; Ayari, 1996; Maamouri, 1998; Khamis-Dakwar et al.,

2012).

Maamouri (1998), among others, provided a list of general differences between MSA
and the spoken varieties. In the domain of phonology, there are 28 consonants in MSA,
3 short vowels, and 3 long vowels, whereas the vocalic structures in the colloquial
varieties seem to be more complex than this. The lexicon used in both coexistent
varieties of Arabic, standard and colloquial, is described to be rich (Maamouri, 1998)
but greatly divergent (Suleiman, 1986). Speakers of MSA tend to use its almost
unlimited derivation system to make more use of the available lexicon, and when
speaking the colloquial variety, they seem to feel less conservative towards borrowing
lexicon from foreign sources (Maamouri, 1998). Most of the lexicon used in the

colloquial forms of Arabic, except for foreign loan words, has its origins in MSA, but
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the lexical items themselves usually have different morphological or phonetic properties

(Altoma, 1969).

In terms of syntax, MSA has a complex case marking system to distinguish grammatical
functions with overt case inflections at the end of each word. For example, the final
inflection in a word such as ¥l 2al-walad-u ‘the-boy-Nom.’ indicates that the case is
nominative, whereas it is accusative in 3, 2al-walad-a ‘the-boy-Acc.’ in which a
different final inflection is used. This has been completely abandoned in the colloquial
varieties making distinction between the grammatical or thematic functions highly
dependent on the context (e.g., Holes, 1995; Maamouri, 1998; Mansouri, 2000).
Moreover, MSA has different morphological inflections to mark differences in number
(singular, dual, and plural) and gender (masculine and feminine). None of the colloquial
varieties, on the other hand, have the dual form and many other forms have been lost in
one colloquial variety or another. An example of this is the loss of the plural feminine in
colloquial Tunisian Arabic which seems to bé still used in other colloquial varieties
(Maamouri, 1998:36). The final example of the general differences between MSA and
the colloquial varieties is that the common word order in MSA is VSO, whereas in the

colloquial varieties, it is claimed to be SVO (Shlonsky, 1997; Maamouri, 1998).2

Given that MSA is considered by the majority of Arabic speakers to be the only form of
Arabic that is 'real’ language, most Arabs indicate that MSA is their 'mother tongue' or
'native' language and never the colloquial dialect they speak (Maamouri, 1998).

However, researchers in diglossia claim that it is the colloquial Arabic varieties that

2 Detailed discussion of the difference in word order will come in chapters 2 and 3.
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form the true native languages of the people across the Arabic-speaking world (e.g.,
Ferguson, 1959; Kaye, 1970; Zughoul, 1980). This is obviously due to the fact that
these varieties of Arabic are what people speak at home and in everyday situations and

to which children are extensively exposed from birth and, hence, acquired naturally.

Indeed, it is often claimed that there are no native speakers of MSA (e.g., Kaye, 1970;
Maamouri, 1998). This is apparently because MSA is acquired through literacy and
formal schooling which does not start for most children until age 5 or 6 when the
children's innate ability to acquire languages natively may no longer be available or may
have started to deteriorate (Al-Dannan, 2010). Another factor that may support such a
claim is the fact that children who start acquiring MSA at school already speak their
colloquial varieties which were acquired naturally from birth. Because there are
differences between the colloquial varieties and MSA in all linguistic domains (e.g.,
Altoma, 1969; Ayari, 1996; Maamouri, 1998; Khamis-Dakwar et al., 2012), this may
affect the ultimate attainment of MSA and may result in different end-state grammars; a

characteristic of a second language (L2).

To this last point, Kaye (1970) describes performance in MSA by Arabic speakers as
always fraught with inconsistency and showing characteristics of the colloquial variety.?
To him, this is an outcome of the fact that MSA is not learned natively in a natural
setting like home and, hence, the linguistic system of MSA is "ill-defined' consisting of

many variant versions that all can be lumped under the designation ‘MSA’. Thus, due to

3 Kaye (1970) did not back up his claim of inconsistency in MSA among speakers of Arabic with
empirical findings of his own or any others’. However, he used many examples of MSA lexicon and
pointed out that they would be pronounced differently by speakers of different colloquial varieties when
speaking MSA due to using phonological features of the colloquial variety that they acquired natively.
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the ill-defined nature of MSA, Kaye (1970) argued that consistency in speaking this
variety cannot be expected, be it across coherent groups of speakers who share similar

levels of education and speak the same colloquial variety or within individual speakers

of MSA.

Since MSA is not a spoken variety that can be used in everyday informal settings,
exposure to MSA at home, if there is any, is very poor and usually comes from sources
like certain TV programmes and cartoon films, not from the family (Maamouri, 1998).
Ayari (1996) pointed out that the fact that children reach the age of schooling without
being exposed to MSA is very common in the Arab world. Iraqi (1990; cited in Ayari
1996 & in Feitelson et al, 1993) reported in a study conducted on Palestinian
kindergarten children that only 1.8% of 290 surveyed families said that they buy books
and read from them in MSA to their children before they reach the age of schooling.
Also, even when families read to their children from books, they often translate the
standard form used in books to the colloquial form for their children (Doake, 1989). The
phenomenon of not reading to children in MSA before the age of schooling was
justified by parents in Iraqi's study (1990) in terms of MSA being too difficult and

complex for their children to understand and enjoy at this age.

Some Arab children go to nurseries and kindergartens, between the age of 2 to 5 years,
where exposure to MSA should be expected, given that these are educational settings;

but the number of these does not exceed 15% of the total number of children in the Arab
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world (Al-Dannan, 2010).4 In addition and contrary to what is expected in these
institutions, communication and activities like singing, describing pictures, narrating
stories, etc., are all carried out in the colloquial form, not in MSA (Al-Dannan, 2010). In
fact, Feitelson et al. (1993) reported that the surveyed kindergarten teachers in their
study, for example, strongly believed that kindergarten children are too young to be
exposed to MSA and that children would not be able to understand the content of the

stories if read in this form of the language.

Arab children, then, start their 'real' exposure to MSA when they start going to primary
schools at age 5 or 6 where MSA is the language of writing and literacy. The grammar
of MSA is learned at school in terms of explicit explanation of its rules, and there are
usually no frequent chances to practice speaking MSA even at school (Al-Dannan,
2010). According to him, using MSA at schools in the Arab world is usually limited to
writing and reading from books. The communication language in schools in the Arabic-
speaking countries is the local colloquial form of Arabic; the pupils use this form to talk
to each other, and to talk to or discuss the material with the teacher. The pupils use
MSA as spoken only when reading from books or when asked to answer a question in
class. The teachers, on the other hand, communicate with pupils and usually explain the
lessons in the colloquial form of the language as well. Teachers usually do not use MSA
at school unless when reading from books or writing on the class board (Al-Dannan,
2010:46). Based on the above description of means of exposure to MSA, it can be
concluded that the main source of MSA input for most Arab children is the written form

and this does not start until they learn literacy from age 5 or 6.

* The percentage of children who go to nurseries and kindergartens mentioned here seems to be based on
Al-Dannan’s impression as he did not report on a survey-based study.
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The diglossic situation in the Arab world has been described as a problem that needs to
be resolved, especially in the field of education (e.g., Ayari, 1996; Maamouri, 1998; Al-
Dannan, 2010). Ayari (1996:243) states that the diglossia is one main factor behind the
noted spread of illiteracy in the Arabic-speaking countries. Al-Dannan (2010) explained
that an Arab child starts schooling with a common shock that the language of literacy is
different from the language that he or she previously acquired and mastered at home.
This leaves the child to face a double challenge of acquiring literacy and the language of
literacy at the same time. According to Al-Dannan, this challenge usually leads to a
negative attitude towards books from the start, and this in turn results in weak skills in
reading and writing for many Arab children. The problem becomes more complicated
by the fact that children do not acquire MSA naturally by being exposed to spoken
MSA, but they learn this form via extensive sessions of explaining its rules without
specifying sufficient time to practice speaking it in school or anywhere else. Ayari
(1996:245) indicated that many literate Arabs who managed to satisfy academic
requirements of reading and writing in MSA well enough confess that they do not feel

confident or skilled when reading or writing in this form of the language.

A number of proposals have been offered and discussed in the literature to alleviate the
problem of diglossia in the field of education. One of which, for example, is a call to
use the local colloquial variety as the language of literacy and instruction in each
Arabic-speaking country. Ayari (1996) maintained that this call has been strongly
resisted by the comrﬁon belief that the colloquial forms of Arabic are in themselves a

result of illiteracy and ignorance and are not equipped with the expressive power that is
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necessary for knowledge acquisition. Another argument used by the opponents of this
call is the fact that this decision will eventually deprive future generations from access
to the large quantity of works written in MSA over the past centuries (Zughoul, 1980).
In addition, such an act would be against the political policies of many Arabic-speaking

countries which seek to enhance unity among their nations.

Another proposal that considers the need for MSA to stay as the language of instruction
was postulated by Al-Dannan (2010). Al-Dannan suggested to apply what is called ah
'MSA Immersion Program' in preschools to provide natural MSA input to children
before they start their primary school education and during the period when their innate
ability to acquire languages is still active. This proposal will be presented separately in

the following section due to its close relevance to the focus of this thesis.

4 MSAImmersion Program (Al-Dannan, 2010)

‘In order to alleviate the negative effect of diglossia on the acquisition of literacy in the
Arab world, Al-Dannan (2010) proposed that Arab children need to acquire MSA
natively, through immersion in an MSA environment, by investing their innate ability
before it starts to deteriorate after age of 6.° To be able to do this, Arab children need to
be exposed to spoken MSA and practice speaking it during the pre-school period in a
distinct place where MSA is the only medium of communication or with a distinct
person who speaks only MSA to them all the time. This way, Arab children can grow
into bilinguals who speak both the local colloquial variety and MSA natively.

According to Al-Dannan, children who acquire MSA naturally and natively are not

5 Al-Dannan (2010) assumes that the innate ability of children to acquire languages is active from birth
till age 6 and starts to deteriorate afterwards till age 10 when it ceases to function. Detailed discussion of
the critical period for acquiring language will come in the following chapter.
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expected to have difficulties when they start learning literacy at primary school as they
will be prepared for acquiring knowledge in MSA, which they are already native

speakers of.

Al-Dannan's proposal was based on a conclusion of a long-term experiment he
conducted on his son, Basil, in 1977. Al-Dannan in this experiment talked to everybody
in his house in the local colloquial form except for Basil to whom he talked only in
MSA from age 4 months.® However, Al-Dannan asked everybody in thé house to talk to
Basil in the local colloquial form of Arabic and never try to mix it with MSA. By doing
this, Al-Dannan was trying to make a clear distinction for Basil that the two varieties

are not the same and each can only be used with specific persons.

Al-Dannan stood by his plan till Basil became an adult and grew up a bilingual.
Eventually, Basil became able to speak to the members of his family in the colloquial
form and to his father in a perfect MSA without the need for explicit instruction on its
formal rules. Al-Dannan noted that his son did not encounter difficulties when he
started learning literacy in the primary school. In fact, Al-Dannan indicated that Basil's
skill of reading and his ability of comprehending MSA were remarkable;’ he managed
to read more than 360 children’s books in one year when he was in the second grade.

This long-term experiment was replicated in 1981 by Al-Dannan himself with his

6 Al-Dannan commented that although he was using the local colloquial form with everybody else in the
house, this did not affect Basil's acquisition of MSA who kept using MSA when speaking to his father.
See Al-Dannan (2010) for further details on this experiment.

7 While the statement that Basil could develop a ‘remarkable’ skill of reading and comprehension in MSA
due to acquiring MSA before primary school is interesting, this observation of Al-Dannan about his own
child cannot be considered scientific as a study of a parent on his own children is inevitably biased.
However, Al-Dannan’s description of Basil’s skill of reading and comprehension in MSA is supported by
empirical findings of Jenkins (2001) who tested this skill among children who acquired MSA via
immersion during pre-school period. Details of this study will be presented later in this section.
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daughter, Luna. The outcome of this experiment was similar to that of the previous

experiment with Basil.

Based on the results of these two ‘case-studies’, Al-Dannan decided to found nurseries
and kindergartens in which MSA is the only form of Arabic permitted for teaching and
communication inside school. This came to reality when Al-Dannan launched dar

IHaDanah ?19arabiyyah ‘the Arabic Nursery House’ in 1988 in Kuwait. For this project

and before starting to accept children into the nursery, Al-Dannan first trained the
nursery teachers for 3 months to speak MSA fluently with no code-switching to the
local colloquial form. Then, the teachers were asked to use MSA strictly and
exclusively when speaking to children and even when speaking to each other inside the
nursery. When a child makes a request to the teacher in the colloquial form, the teachers
were asked to reply, repeating what the child has said in MSA with a question tone. The
teachers were also asked to narrate stories in MSA without translating the meaning to
the local colloquial form, and use pictures, gestures, etc, to help children understand the
meaning of the story. Whenever a child utters a word or a sentence in the colloquial
form, the teachers were asked to repeat what is said in MSA to provide positive input.
When a child had spent about two months in the nursery, the teachers were asked to
pretend that they did not understand if talked to in the colloquial form, but when a child
started to try to speak in MSA, the teachers were asked to help at the beginning and
encourage continuing speech in MSA. Families at home were told that it was not
necessary to speak to their children in MSA at home, and if they were spoken to in

MSA by the child, they should respond to their requests or reply in the colloquial form.
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Al-Dannan (2010) reported that most children accepted into this nursery started to
respond with MSA in a month’s time, and they started speaking MSA preserving the
vocalic case markings at the end of each word when they had spent two months in the
nursery with occasional use of colloquial vocabulary. After four months in the nursery,
Al-Dannan added, all children were taking the initiative to speak in MSA with their

teachers without being asked to do so.

Al-Dannan described the outcome of applying the MSA immersion program in this
nursery as successful in bringing up a different generation of Arab children who speak
MSA natively and thus survive the negative effect of diglossia when acquiring literacy
and knowledge at primary school. This nursery had to close, unfortunately, in 1990
upon the Iraqi invasion of Kuwait. However, Al-Dannan founded another kindergarten

in 1992 that applies this immersion program in Syria and called it rawDat 1?azhaar

?al9arabiyyah ‘The Arabic Flowers Kindergarten®. Later on, a number of nurseries and
kindergartens across the Arab world followed the example of these two pre-schools and
applied the MSA immersion program in their educational institutions. These include, for

example, Zalmadaaris ?al9aSriyyah ‘The Contemporary Schools’ in Jordan,

HaDaanatii ‘My Nursery’ in United Arab Emirates, madaaris ?albassaam Albassam

Schools’ in Saudi Arabia, among many others across the Arab world.

Two academic studies have been conducted to evaluate how helpful this MSA
immersion program to the students when they go to the primary school. One is a
masters dissertation (Jenkins, 2001) to test the impact of the preschool MSA immersion

program on the student's skills of reading and composition when they are at the primary
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school. Part of this dissertation is a quantitative study that checked score records for
2797 students in Harasta primary schools in Syria. The aim was to compare two groups
of students in terms of the Arabic language GPA, reading, composition, and recitation
scores for students in grades 1 to 6. The two sides of comparison were students who
previously attended the MSA immersion program in the Arabic Flowers Kindergarten in
Harasta, as one group, and students who either attended traditional preschools or did not
attend any preschool program, as the second group. The results indicated that there was
a statistical significant difference between the two groups in favor of the MSA
immersion program students. Jenkins concluded that attending the Arabic Flowers
Kindergarten which applies the MSA immersion program has a significant effect on

Arab children's scores in reading and composition in Harasta primary schools.

The second academic work is also a masters dissertation (Alomari, 2009). Alomari
aimed to compare two groups of students in 3™ grade in terms of their achievement in
subjects of Arabic Language and Mathematics. One group included students of
Albassam schools which applies MSA immersion program in its preschool levels and
the second group consisted of students of another traditional primary school that does
not apply the MSA immersion program. The subjects of Arabic Language and
Mathematics were taught in MSA for the students in the former group and in the local
colloquial form for the students in the latter group (the books and materials used for
both groups used MSA as the literacy language). The researcher conducted two post
teaching tests; one right after the end of the course to measure the students' achievement
in both subjects, and another delayed post test after tWo weeks to measure whether the
students were able to retain what they have learned from the teaching sessions. The

results of this study indicated that the students of Albassam Schools significantly
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outperformed the students in the traditional school in both post tests in terms of their
achievement in both subjects. Therefore, the researcher concluded that teaching in MSA
(the language of the books) for students who are able to use it and understand it (those
who acquired it naturally via MSA immersion) has a positive effect on school

achievement and acquisition of knowledge.

5 Summary & Organization of the Thesis

This chapter has outlined the research focus of the present thesis, laid out the research
questions, and stated the hypothesis. Also, it presented a general description of the
diglossic situation in the Arab world and introduced and d.escribed the MSA immersion
program. This program was proposed as a possible solution to the problem of Arabic
diglossia as it provides natural MSA input to preschool children so that they grow up
native speakers of this form of the language as well as the colloquial form. Graduates of
preschools that apply MSA immersion program together with typical speakers of Arabic
who start being exposed to MSA from age 6 in primary schools will compose the two

main groups of participants in the MSA experimental study.

The rest of the thesis is organised as follows. The next chapter provides background
about relevant issues of language acquisition and the syntactic variables of the study.
Chapter three presents two corpus based studies: one is based on a set of corpora of
colloquial Arabic varieties and the other is based on MSA corpora obtained from
different regional sources. The purpose of conducting the colloquial Arabic study is to
pinpoint syntactic differences between the colloquial varieties that are suitable to be

taken as variables for the main experimental study of MSA. The MSA corpus study was
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conducted as a preliminary test to determine if the differences found between the
colloquial varieties also exist to differentiate between the grammatical representations

of MSA across the regions from which the MSA data obtained.

Chapter four describes the methodology of the main experimental study in this thesis.
Chapter five lays out the results of the study, which are going to be discussed in chapter

six. Chapter seven will be the conclusion of the thesis.
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Background

This research aims to examine the end-state grammar of Modern Standard Arabic
(MSA) acquired by Arabs from different parts of the Arab world. The main objective is
to determine whether these learners represent MSA natively or as a second language. If
MSA is represented as an L1, then all the speakers are expected to have uniform
representations of MSA grammar. However, if MSA is acquired as an L2, there should
be differences concerning how MSA grammar is represented by variant speakers. If
MSA speakers are found to be representing an end-state grammar of the L2-type, this is

thought to be probably an effect of late exposure to MSA input, L1 influence, or both.

This chapter provides background information for the present work. The first section
reviews the literature in relation to language acquisition issues. These include (i) how
first language end-state grammar is different from second language grammar; (ii) the
Critical Period Hypothesis and its effects on both L1 and L2 acquisition; and (iii) the
impact of the first language on second language acquisition. The second section
presents background information about the syntactic aspects under investigation in
MSA. These include word order and subject-verb agreement, adverb placement, and

resumption in object relatives.
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1 Language Acquisition

The assumption that acquiring a first language (L1) is remarkably different from
learning a second language (L2) is well established in the literature. To start with first
language acquisition, children acquire their native languages in an amazingly
predictable manner. With the exception of some types of neural pathology or
impairment, all children start their acquisition process with no lexicon, pragmatic
competence, phonemic inventory or overt grammatical knowledge, and finish it with

virtual mastery of these domains within a few short years (Chomsky, 1965).

Findings of research about first language development reveal some generalizations that
apply to acquisition of different languages. One such generalization is that children
acquiring their native language, regardless of what language they acquire, which culture
they come from, or what linguistic environment they live in, seem to have similar rates
of acquisition, and start producing language and complete the learning process
approximately at the same age (e.g., Slobin, 1982). Another generalisation is that L1
learners with different cognitive abilities appear to produce common errors and
sequences, and achieve parallel levels of attainment (e.g., Guasti, 2002). Also, children
manage to develop the bulk of their L1 grammar by age 4-6 (Karmiloff-Smith, 1986;
Gleitman and Newport, 1995; Guasti, 2002; Hyltenstam and Abrahamsson, 2003;

Schwartz, 2004; Unsworth, 2004).

Chomsky (1965) asserts that the linguistic knowledge that L1 learners eventually‘

acquire cannot be the result of exposure to linguistic data alone; this data to which
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children are exposed is of deficient quality and fraught with performance errors and
inconsistencies.® The fact that children succeed in learning more than they have
experienced constitutes what is known as 'the logical problem of language acquisition'.
A proposed solution to this problem states that L1 learners must have an innate

language faculty which guides them to arrive at a perfect and uniform grammar:

A consideration of the character of the grammar that is acquired, the
degenerate quality and narrowly limited extent of the available data, the
striking uniformity of the resulting grammars, and their independence of
intelligence, motivation and emotional state, over wide ranges of variation,
leave little hope that much of the structure of language can be learned by an
organism initially uninformed as to its general character.

(Chomsky, 1965:58)

Chomsky's statement informs that something must aid L1 acquisition. This refers to
what became known later in the literature as Universal Grammar (UG). The theory
of Universal Grammar holds that all human languages are constrained by a set of
innate invariable universal principles as well as a specified number of varying

parameters to allow for the growth of different languages (Chomsky, 1981; 1988).

White (2003) explains the role of UG in first language acquisition by saying that it
provides the innate knowledge which L1 learners need along with exposure to
linguistic input. This knowledge is important to help L1 learners determine the
precise form of the grammar they will eventually attain. Based on the input available
in their linguistic environment, children build up a language-specific lexicon and set

the UG parameters to values which represent the grammatical properties of the

® See, e.g., Hornstein and Lightfoot (1981) for discussion of L1 input deficiency.
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language in question; then, finally, arrive at a steady state grammar for their native

language.

There are two obvious differences between first language and second language
acquisition mentioned in the literature. The first is that the initial state in L2
acquisition is not the satﬁe as in L1 acquisition, given that L2 learners already know
at least one other language (Schwartz and Sprouse, 1994; Schwartz and Eubank,
1996). The second is that children acquiring their L1 reach perfect mastery of
whatever language they are exposed to, whereas adult learners display varying
degrees of imperfection despite long periods of exposure to the second language
(Bley-Vroman, 1989; Sorace, 2003). Indeed, Sorace (1993), among others, argues
that even native-like performance in the second language does not necessarily reflect
native-like competence. Thus, L1 and L2 learners of the same language appear to go

through different initial states and end up also with different final state grammars.

Bley-Vroman (1990) declares that, in comparison with L1 acquisition, second
language acquisition is marked with incompleteness, variation of success, and no
equal potentiality for the learners. Also, age of onset in second language acquisition
seems to have effects on how successful the process will be; younger learners seem
to be more successful language learners in terms of ultimate attainment (e.g.,
Patkowski, 1980; Bley-Vroman, 1989; Hyltenstam, 1992; DeKeyser, 2000;

Hyltenstam and Abrahamsson, 2003; DeKeyser, 2010).
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There are many approaches toward explaining the differences between first language
and second language acquisition. One line of argument attributes the differences to
the claim that adult second language learners have no access (e.g., Bley-Vroman,
1989), or have only partial access to Universal Grammar (e.g., Schachter, 1989;
Schachter, 1996), probably due to maturational reasons. Another view attributes
these differences to the influence of the first language (e.g., Schwartz and Sprouse,
1996). Both of these accounts are considered later in this thesis on the context of the
experimental study findings. Therefore, the following two sections will review the

literature on these two accounts: age of first exposure and L1 influence.
1.1 The Critical Period Hypothesis (CPH)

The critical period, generally, is a time of life during which some specific experience
affects the development of an organism more than at other times (Colombo, 1982). The
notion of the critical period can be traced back to studies in embryology and ethology to
account for some kind of innate development and other instinctive behaviours (Oyama,
1979). Penfield & Roberts (1959) and Lenneberg (1967) were probably the first to
propose that there is a critical period for language acquisition. These scholars, among
others, claim that the first few years of life constitute the crucial time in which an
individual can acquire a first language if presented with adequate stimuli; if language
input does not occur until after this time, the individual will never achieve a full

command of language.

Penfield & Roberts (1959) concluded from their observation of aphasics' language
behaviours that there is a biological constraint on language learning. They noted that

children who experienced damage to the speech areas of the brain before puberty were
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able to recover and redevelop normal language; but those who had the same experience
after puberty failed to attain a full recovery. The researchers maintained that the
younger patients’ recovery was due to their brains’ neurological plasticity which made
transfer of the speech functions from the damaged hemisphere to the undamaged one
possible; the human brain, they argued, becomes progressively more stiff and rigid after

the age of nine.

The notion of the critical period, however, became popular in the field of language
acquisition after Lenneberg’s work, Biological Foundations of Language, in 1967.
Lenneberg states that language emerges between the ages of two and three by an
interaction of maturation and self-programmed learning. He proposes that the chance for
first language acquisition becomes good between the ages of three and the early teens;
during this time, the individual appears to be most sensitive to stimuli and to preserve
some innate flexibility of the brain to organize its functions and carry out the complex
integration of sub-processes necessary for the smooth elaboration of speech and
language. After puberty, the brain’s ability for self-organization declines quickly and its
lateralization process becomes complete; the primary and basic linguistic skills not
acquired by that time usually remain deficient for life (1967:158). This
conceptualization of the critical period has been considered as the original formulation

of the Critical Period Hypothesis (CPH) in language acquisition.
1.1.1 The Critical Period in First Language Acquisition (L1A)

The Critical Period Hypothesis has been one of the most fiercely debated issues over the

past few decades. In the field of first language acquisition, several empirical studies
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yielded support to the hypothesized existence of a critical period for the acquisition

process.

There are several cases reported to show that if the first exposure to linguistic input was
later than the offset of the critical period, the ultimate attainment will be incomplete and
deficient. One very famous case that supports this conclusion is the tragic case of Genie.
Curtiss (1977) has reported that Genie was deprived from any linguistic input by almost
total isolation from when she was about 20 months old until she was discovered at the
age of 13;7. At the time she was discovered, Genie was not able to speak or understand
a language. Despite the fact that Genie received intensive language teaching for almost
seven years right after she was found, she was not able to develop a normal native-like
attainment. Genie was able to learn much of the lexicon and semantic notions, but she
was less successful in learning morpho-syntactic structures. Curtiss states that Genie’s
case can be taken to indicate that first language learning is possible after puberty, but

that learning will be irregular and incomplete.

Another case of isolation was reported by Mason (1942). A girl named Isabelle was
imprisoned with her mute uneducated mother until age 6%.. Isabelle, unlike Genie, was
able to develop a native linguistic competence within 18 months following her release.
Similarly, Jim is a son of deaf non-signing parents who brought him up in a fairly
isolated rural area. Television was almost the only source of linguistic input for Jim
until he was found at age 3'2 to be studied by Sachs, Bard & Johnson (1981). The
researchers reported that Jim had succeeded in learning about 50 wc;rds just from

watching TV. Following his exposure to normal conversations, Jim was able to show
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rapid development in his language. The case of Genie in contrast to the cases of Isabelle
and Jim has been taken to indicate the validity of proposing a critical period for primary
language development. Jim and Isabelle have gained proper exposure to the language
before the proposed offset of the critical period, and hence, were able to develop native
competence of their languages. Genie, on the other hand, unfortunately was deprived of
exposure to language and linguistic interaction until after the offset of the critical

period, hence, failed to develop a perfect and complete competence of the language.

One could say, however, that cases of children like Genie who experienced traumas or
abusive treatments cannot be taken solely to indicate the existence of the critical period;
failure of children like these to develop a language later in life may be due to some
reason (probably psychological) related to the difficult experience they have been
through, rather than being specifically a result of the lack of exposure to language
during early age. More clear evidence of incomplete language acquisition resulting from
late exposure to linguistic input comes from the work of Newport (1984) and Newport
& Supalla (1987). They conducted a large-scale project on congenitally deaf individuals
who were fluent users of American Sign Language (ASL). All had been exposed to this
language as their first language for equivalent periods of 10 years. The subjects were
divided into three groups depending on age of onset of language learning. The
performance of those who started being exposed to ASL between birth and 6 years was
native-like. The performance of the second group who were exposed to the language
from age 7 onwards was fraught with some errors in grammatical morphology. Finally,
the ultimate attainment of the third group, who were exposed to input after the age of
12, was clearly non-native and sh;)wed some individual variation; their use of

grammatical morphemes was described as sporadic, irregular and often incorrect.
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Similarly, Newport (1990) analysed the performance of 30 users of ASL in 7 tests
related to ASL morphology. This study found that participants who were exposed to
ASL siﬁce birth outperformed those whose first exposure to ASL as a primary language
was between age 4 and 6. These two groups of participants, in turn, did better and more
systematically than participants who were exposed to ASL for the first time at age 12 or
after. Also, this study found a correlation between the test scores and the age of first
exposure to ASL. Newport concluded that these results constitute strong evidence for
age of acquisition effects on ultimate attainment in L1 acquisition: "the later the

language is learned, the less its use is native ... in character" (1990:18).
1.1.2 The Critical Period in Second Language Acquisition (L2A)

Researchers of second language acquisition have a dispute about i) whether or not the
critical period applies in L2 acquisition as well; and if it does, ii) whether or not it is the
same notion that applies to L1 acquisition, i.e., resulting from maturational reasons. The
source of these queries is probably due to some conflicting research findings. Some
findings seem to show that there are no age-related effects on L2 acquisition; adults,
like L1 learners, are able to succeed in acquiring a native-like competence. Other
findings claim that this is not possible after the offset of the critical period. Also, some
rescarchers concluded that age effects exist in second language acquisition, but they are
different from those noted for L1 acquisition. Example studies that represent these

findings will be presented in the remaining part of this section.
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A number of studies have suggested that second language learners differ in their
attainment depending on their age when they started the learning journey. These studies
attributed the different levels of attainment to the existence of a critical period in second
language acquisition. In studying acquisition of L2 phonology, Oyama (1976), for
example, examined the English accent of 60 Italian subjects whose ages varied from 6-
20 when they first arrived to the USA. All the subjects having been residents in the
English speaking country for no less than 5 years at the time of the study, they were
considered to be at the final stage of acquisition. Oyama found that the results of
judging those who arrived before the age of 12 for the degree of accent in English were
in the range of the results achieved by the native controls; but those who arrived after

the age of 12 had detectable foreign accents.

Similar findings were reported by Seliger, Krashen, and Ladefoged (1975). They
divided their subjects (394 immigrants to the USA) into three groups depending on their
age of arrival; at the age of 9 or younger, between 10 and 15, or at the age of 16 or
older. The results showed that participants who had arrived younger than 9 had a native-
like accent; those who arrived after the age of 16 had clear foreign accents; and a

variation in performance was noted for the rest.

Further support for the validity of proposing a critical period for second language
acquisition comes from studies designed to examine L2 syntactic knowledge. Patkowski
(1980), for example, conducted a study in which 67 non-native speakers of English and
a number of native controls were intéwiewed for the purpose of assessing their English

syntactic knowledge. Trained judges were asked to evaluate written transcripts of the
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participants® interviews. The results showed that participants who started learning
English after puberty were given low scores, whereas both native speakers and younger

non-natives achieved high scores.

In another attempt to examine L2 learners’ syntactic knowledge in relation to age of
onset, Johnson and Newport (1989) have conducted a study which involved 46 Korean
and Chinese speakers of L2 English, whose age of arrival to the United States was
between 3 and 39. The subjects were asked to judge the grammaticality of 276 spoken
English sentences. The researchers found a negative linear correlation between age and
performance up to the age of puberty; the performance of those who arrived after
puberty, however, was characterized as low and highly variable. Johnson (1992) has
repeated the same study with all its procedures and materials preserved. One difference,
though, was that the subjects were asked to make judgments on written sentences this
time. Johnson’s study revealed similar but weaker negative correlation between age of

arrival and performance.

For the same purpose of examining age effects on L2 syntactic attainment, Shim (1993)
tested the judgments of Korean speakers of L2 English on sentences which involved
issues related to Subjacency and Anaphoric Binding principles. A number of native
speakers of English were asked to do the same tasks as controls for the study. The
results showed that performance of those who were‘ exposed to English before the age of
5 was not very different from that of native controls. Also, the results showed some age-

related effects on the performance of those who began learning English between the age
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of 6 and 11. The performance of those who started later than age 11 was found not

consistent.

As of the L2 studies outlined so far suggest that a critical period applies in L2
acquisition, however, this proposal has been empirically challenged. A number of
studies have found that native-like proficiency is apparently attainable even when L2
acquisition begins later than age 12, in other words, after the proposed closure of any
* critical period. To begin with research on phonology, Bongaerts et al. (1997) have
conducted a study which involved adult Dutch learners of English to assess their
accents. The subjects were divided into two groups of non-natives; those with excellent
command of English and others with various proficiency levels, plus one group of
native controls. Thirteen native speakers of English were asked to rate these subjects’
accents, based on samples of their reading of English sentences. In spite of the fact that
all of the non-native participants had started being exposed to English after the age of
12, the judges could not differentiate between at least some of the highly proficient

learners’ and the native speakers’ accents.

A study conducted by Ioup et al. (1994) also appears to controvert the idea of a critical
period in second language acquisition. The researchers tape-recorded spontaneous
speech of two English speakers of L2 Egyptian Arabic, and played samples of the
speech to 13 native teachers of Arabic as a foreign language. Both participants acquired
Arabic as adults; yet, 6 of the judges rated them as native speakers, and another 2 judges

rated one of them as a native speaker.
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Further cases with native-like performance continue to be found by studies conducted to
assess L2 syntactic knowledge. White and Genesee (1996), for example, asked their
French participants, who started learning English after 12, to judge 60 English sentences
with wh-movement structures. The researchers compared the non-native subject’s
performance with that of native speakers of English and found no significant
differences. Cranshaw (1997), as another example, reported similar results. In this
study, 20 L1 French and 20 L1 Chinese speakers of L2 English were asked to do
grammaticality judgment tasks on sentences with issues related to English tense-aspect
features. Despite the fact that all the participants in the study started learning English
after 12, Cranshaw found that the judgments of a significant number of participants

were within the range of those given by the native controls.

In general, nonetheless, these studies and the others of the like (e.g., Neufeld, 1977;
1979) have been criticised as not sufficient for refuting the idea of a critical period in
second language acquisition. Hyltenstam and Abrahamsson (2003), for example, argue
that the cases of successful late starters of L2 in attaining native-like accents or
knowledge are very limited in number, and cannot be considered as counterevidence for
critical period existence in second language acquisition. In addition, they maintain that
to count leamers‘ as ‘native-like’, they should behave in a native-like manner in all the
domains of the language, nét only in one particular domain like phonology. Thus,

further research is needed to ascertain the validity of such claims.
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Another challenging argument to the critical period supporting studies, though, is that
many of the results indicate a general linear negative correlation between the onset age
and L2 proficiency; there appears to be no identifiable offset of this correlation to point
to the critical period terminus point. However, this argument cannot be sustained when
studies like Johnson and Newport’s (1989) are considered. This particular study has
identified a cut-off point at which the correlation between onset age and decline of
proficiency comes to an end; when the onset age is about 17 or older, they maintained,

the distribution of performance was essentially random.

More recent studies also claimed that there is an even earlier age before which
acquisition must begin if ultimate attainment is not to be affected. Meisel (2009), for
example, supports the claim that there are several sensitive periods during early
development and argued that some of the optimal phases during which learners can be
successful in learning and developing grammatical properties by being merely exposed
to linguistic input start to waste away as early as around age 4 (2009:7). Meisel (2008)
analysed recorded data of 10 German participants whose first exposure to French was
between age 2;8 and 4. Meisel found that participants who were exposed to French at or
before age 3;6 used L1 type constructions whereas data of participants who were
exposed to French at age 3;7 or after were fraught with adult L2 type characteristics.
Furthermore, Kroffke et al. (2007) studied acquisition of German subject-verb
agreement and verb placement by two Turkish children who started acquisition at age 3
and age 6. The researchers found that the boy who started acquiring German at age 6
resembled adult L2 developmental patterns whereas the other participant who started
acquisition at 3 was found developing these two structures in the same way as L1

children. It was concluded that if exposure to the second language in a successive
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bilingual acquisition happens at or after age 6, this can be characterised as child L2

acquisition rather than acquiring two L1s.

In contrast, several other studies have found that for both early and late starting L2
learners, earlier is better across the lifespan. Birdsong and Molis (2001) did a replication
of Johnson and Newport’s (1989) study. They used the same methods, materials, and
tasks, but more participants (61) who speak Spanish as their L1 (AoA range = 3-44
years old). In contrast to the findings of Johnson and Newport, the distribution of
performance of those arrived at the age of 17 or older was not random this time; they
found a significant correlation between age and performance among the 32 participants
who arrived at age 17 or more. Similar findings were reported by Stevens (1999), for
instance. Bialystok and Hakuta’s study (1999) also reached similar findings and the
researchers concluded that factors other than an innate biological program were behind

the performance decline.

Birdsong (1999) maintained, however, that results, such as these, which challenge the
predictions of having a critical period in second language acquisition should not be
taken to deny maturational factors all together; it might be possible to explain the age-
related effects on L2 performance over the lifespan as being “the product of different
causal mechanisms along the way, that is, the result of developmental factors up to the

end of maturation, and of non-developmental factors thereafter” (Birdsong, 1999:12).
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Many of the critical period proponents have also suggested that there may be interacting
factors with maturation that cause age-related differences. Moyer (2004), for example,
claimed that an integration of neurobiological, cognitive, and social-psychological
perspectives would yield a better explanation for ‘younger is better’ in second language
learning. Hyltenstam and Abrahamasson (2003), as another example, posited that
maturation can account for the negative correlation between age and language
proficiency, but it cannot on its own account for the variability between exceptionally
successful and non-exceptional L2 learners of the same starting age; there might be non-

maturational factors in the picture.

Other accounts of different types also have been proposed in the literature. One such
account takes maturation of cognitive abilities as a reason for ‘younger is better’ in
language attainment. This has been proposed by Newport (1991) who argues that
children have the advantage of having a low capacity short-term memory when
acquiring the language. When children start their acquisition process, this type of
memory does not allow them to extract and hold more than a few morphemes from the
input. Working within these processing limits helps children to focus on analysing these
small portions of data successively. In contrast, due to their greater memory capacity
which allows for extracting more of the input, adults are faced with larger strings of data

right from the outset.

Meier (1995) states that as language learners mature, their increasingly sophisticated
cognitive abilities hinder the function of the language acquisition capacity they have.

The roots of Meier’s proposal can be found in the work of Felix (1985). Felix proposed
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that adults’ decline in language learning potential is due to the development of advanced
general cognitive system. This mature cognitive system competes with the still
functioning language acquisition system, and usually wins the task of analysing the
language data. Because this general cognitive system is ill-suited for such a specific

task, it entails the lack of success associated with adults’ language learning.

Other critical period opponents have also made attempts to account for the correlation
between age and language attainment. These accounts include, for example, social or

psychological factors (e.g., Schumann, 1978), or Input factors (e.g., Hatch, 1977).

To summarize section 1.1 of this chapter, existence of a critical period for acquiring the
first language is evident from the results of studying cases of L1 development in
abnormal circumstances (i.e., Genie compared with Isabelle and Jim). The work of
Newport (1984), Newport & Supalla (1987), and Newport (1990) indicates that native
competence in L1 acquisition of a sign language is guaranteed to those who were
exposed to the language before the age of 4; a decline in ability to perform in a native
manner was noted for those who were exposed to the language after 7 and a non-native

performance was guaranteed for those who started after 12.

Most of the studies on second language acquisition support the claim that age of first
exposure to the acquired language has effects on how complete the outcome grammar
will be. These studies, however, can be divided into four groups depending on their

findings of whether or not there is a cut-off point before which native-like attainment is
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possible or guaranteed. Studies in the first group (e.g., Oyama, 1979; Patkowski, 1980)
suggested that native-like attainment is possible for those who started learning any time
during the critical period. The second group includes studies like Selinger et al. (1975),
Shim (1993), and Meisel (2008) which reported that native-like attainment was only
possible before a certain age during the critical period (9, 5, and 3;7 respectively), and a
decline or variation of performance was noted thereafter until the end of the critical
period. The third group of studies did not specify an age before which native-like
attainment is possible or guaranteed; but they suggested that there is a general negative
correlation between age and attainment that ends at puberty pointing to the end of the
critical period (e.g., Johnson & Newport, 1989; Johnson, 1992). Finally, the fourth
group consists of studies like Birdsong and Molis (2001), Stevens (1999) and Bialystok
& Hakuta (1999) which found that the rule of ‘younger is better’ is true across the life

span.

As mentioned before, the main study of this thesis will compare between participants
whose first real exposure to MSA was not before the age of entrance to formal primary
schools (5-6 years old) with those who were exceptionally exposed to MSA from as
early as the age of two. The findings of the studies which support age-related effects
have different predictions for the current study. Because all the subjects have been
exposed to MSA before puberty, studies in groups 3 and 4 have the same prediction:
there will be individual differences in performance and attainment among all the

subjects depending on age of onset.
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Studies in group 2 predict that at least those who were exposed to MSA before primary
school will have native-like attainment, but those who started learning MSA at primary
school may or may not reach such a level of attainment: Shim (1993), for example,
showed some age-related effects (younger is better) on the performance of those whose
age of first exposure was between 6 and 11. Meisel (2008), also, reported that native-

like attainment was possible only for those who started acquisition before age 3;7.

Studies in group 1 predict that all the subjects under study have the opportunity to
develop a native-like competence of MSA if exposed to an adequate amount of input.
This last prediction is also supported by the findings of another group of studies which
affirmed that native-like proficiency is attainable at least by some learners even after the

end of the critical period (e.g., White & Genesee, 1996; Cranshaw, 1997).
1.2 L1 Influence

The issue of L1 influence on the grammar of a second language has been the topic of
much research throughout the past few decades. L1 influence has been studied from a
variety of perspectives and within a variety of approaches, and it has undergone
significant reconceptualization over the years (for an overview, see, ¢.g., Odlin, 1989;
2003; Ellis, 2008). Lado (1957), for example, formed the Contrastive Analysis
Hypothesis which considered L1 influence as playing a negative role in second
language learning. This hypothesis was formulated based on an area of inquiry
prevailing in 1960s and early 70s which aimed to describe differences and similarities
across languages. The Contrastive Analysis Hypothesis claimed that difficulties in
second language learning derive from the differences between the new language and the

learner's first language; errors in these areas of difference derive from first language
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interference. By doing a contrastive analysis, i.e. identifying the similarities and
differences between the L1 and the target L2, these errors can be explained and even
predicted. However, the results of some studies conducted thereafter indicate that this
claim cannot be sustained (see, e.g., Jackson and Whitnam, 1971; Dulay and Burt,

1974).

The issue of L1 influence has also been examined within the generative framework,
particularly the L1 influence-UG access relationship and its determining role of shaping
learners’ mental represcntatibns at different stages of L2 acquisition (see White, 2000).
Although the focus of the present investigation is the end-state grammar, it is necessary
to understand first the claims about whether or not L1 grammar is transferred to L2
acquisition, as these claims make different predictions regarding the final outcome of

L2 acquisition.

According to White (2000), L2 researchers have come with five different theoretical
perspectives on the nature of L2 initial state grammar and the availability of UG. First,
L2 initial state grammar is the L1 grammar and L2 learners have no or partial access to
UG; only those UG principles that have been activated in first language acquisition are
accessible via the L1, (e.g., Schachter, 1989; 1996). Second, L2 acquisition starts with
some parts of L1 grammar and learners have partial access to UG (e.g., Eubank et al.,
1997). Third, L2 learners’ access to UG is similar to that they had when acquiring their
first language, but their L2 initial state grammar represents some L1 grammatical
properties, (e.g., Eubank, 1994; Vainikka and Young-Scholten, 1996). Fourth, L2

acquisition is just like L1 acquisition; L2 initial state is free from any previously
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acquired grammatical properties and the learners havé full access to Universal
Grammar, (e.g., Flynn, 1996). According to this fourth assumption, L1 properties do not
affect the second language grammatical representation at any stage of the acquisition
process. Finally, the fifth perspective is that L2 learners continue to have full access to
UG, but their initial state grammar is the mature complete grammar acquired based on
their L1 input (e.g., Schwartz and Sprouse, 1996). According to this assumption, L2
learners will gradually restructure their initial state grammar based on L2 input; L1
properties that contradict evidence provided by L2 data will be reset, and new
properties, which are required by the L2 data and not supplied by L1 grammar, will be

generated via access to UG.

As evident from the above, one common position that four of the five perspectives take
is that the L1 has a role to play at least in the initial stage of second language
acquisition. Indeed, many studies during the past two decades have shown clear
evidence of L1 transfer in second language acquisition (e.g., Hulk, 1991; Vainikka and
Young-Scholten, 1994; 1998; Bohnacker, 2006; Gil and Marsden, 2010; Gil et al.,

2011).

Assuming L1 effects to be extant in the L2 initial stages, the question that remains is
whether these transferred L1 grammatical properties will continue to be found
throughout the subsequent stages of L2 acquisition. In other words, we still need to
know whether the previous L1 knowledge will also play a role in shaping the L2 end-
state grammar. Han (2004), for example, argues that the L1 preprograms L2 learning; it

determines the developmental as well as the ultimate outcomes of L2 acquisition. Han
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holds the same view established by Slobin’s work (1996), that is, L2 learners transfer
their L1-based conceptual system to L2 acquisition, and hence, different L1-based

conceptual systems lead to varying levels of L2 ultimate attainment.

Hawkins & Chan (1997), in their ‘failed functional features hypothesis’®, attribute the
observed common impairment in L2 ultimate attainment to L1 influence. They assume
transfer of at least the values of the features in functional categories in L2 acquisition.
According to them, learners who start learning the L2 after the critical period will not be
able to reset these values despite the availability of the UG principles, which constrain
building of the L2 grammar. Instead of resetting the values, L2 learners will map L2
morphological forms onto L1 transferred values at early stages. Then, with continued
exposure to L2 data, their performance in the L2 will gradually come closer to that of its
native speakers and away from their L1. This happens not by resetting the L1 values, as
they are no more accessible, but by establishing “grammatical representations which
diverge from those of native speakers, as well as from their own L1s, but which are

nevertheless constrained by the principles of UG” (Hawkins and Chan, 1997:216).

The idea that the first language will potentially have an impact on L2 ultimate
attainment is supported by some of the UG-oriented models presented earlier. Schachter
(1990), for example, concluded from her study that “native language has a significant
effect on knowledge of one principle of Universal Grammar [i.e., Subjacency] in post-

puberty-acquired second language grammars”, (116). She maintained that only UG

o According to Hawkins & Chan (1997), this hypothesis was posited as following on theoretical proposals
given in Tsimpli and Smith (1991) and in Smith and Tsimpli (1995).
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principles that have been instantiated in first language acquisition constitute an internal
knowledge source for L2 learners. This internal knowledge (i.e., L1-based instantiations
of UG) together with the external evidence (i.e., L2 input) will guide the proce»ss of
acquiring a second language and constrain much of the form of its grammar. According
to Schachter, this predicts that L2 learners will fail to acquire the features of L2
grammar which are not provided by the L1 grammar and are not made evident by L2

positive input.

In a similar vein, Bley-Vroman (1989), in his Fundamental Difference Hypothesis,
argues that L1 knowledge defines the grammar that is possible for adult L2 learners.
According to him, the difference between the attainments of children versus adults in
acquiring a second language is due, in part, to the fact that UG is ho longer available to
adults after the closure of the ‘putative’ critical period, and, hence, L1 knowledge,
together with geqeral problem-solving systems, takes the role of guiding adults’
acquisition proces;. Bley-Vroman posits that adult L2 learners reconstruct much of the
original scheme of Universal Grammar, which is not available after the critical period,
by observing the native language. He added that because of the L1 providing an indirect
knowledge of UG, plus being ‘incomplete’ and ‘accidental’, “one can expect some
partial success, little chance of perfect success, and some considerable individual

variation” (1989:53).

The Full Transfer/Full Access model, developed by Schwartz and Sprouse (1994),
affirms the view that the native language has an impact on L2 ultimate attainment; but

not by taking the place of UG. According to this model, L2 learners start their L2
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acquisition with the final state grammar of L1 acquisition. Then, based on L2 input, and
by having access to UG, the learners will start restructuring all the features of L1 which
fail to represent L2 data, and keep those which apply to both languages as they are.
However, this model does not guarantee a full convergence on the grammar of the target
language. This is because L2 learners, unlike L1 acquirers, start with previously set
values; it may be that the data needed to force restructuring simply do not exist, or that
the neécied positive L2 data are highly obscure, complex, or rare (Schwartz and Sprouse,
1996:42). Under this model, the starting point of acquiring a language as an L1 or an L2
differs, and the outcome of these two acquisition processes are likely to differ: “the final
states of L2 acquisition do not systematically replicate the final state of L1 acquisition”,
and this is due to distinct initial states of the two processes (Schwartz and Sprouse,

1996:42).

Sorace (1993) concluded that the L1 determines what type of competence L2 learners
will reach at the er‘1d of the acquisition process. According to her study, even near-native
speakers of the second language who are at the most advanced stage of second language
acquisition will not, most likely, attain a native-like competence; their underlying
competence may be either incomplete (lacking some L2 grammatical properties) or
divergent (certain L2 properties are presented differently) from the native competence

of the target language. This feature of incompleteness or divergence is argued to be due

to L1 influence.

The focus of research on L1 transfer has shifted recently from investigating transfer of

knowledge of a single linguistic domain or part of it to investigating transfer at the
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linguistic interfaces (e.g., Slabakova, 2008; Sorace and Serratrice, 2009; White, 2009).
To this point, structures at external interfaces, such as syntax-pragmatics, have been
claimed subject to transfer more than structures at interfaces between internal domains
of the grammar like syntax-semantics or syntax-morphology (e.g., Tsimpli and Sorace,
2006; Sorace and Serratrice, 2009). While transfer at external and internal interfaces has
been attested in the literature (e.g., Gabriele, 2010; Haznedar, 2010; Oh, 2010), the issue
of which is more vulnerable to transfer is not resolved yet (White, 2009). Ionin &
Zubizarreta (2010), in an introductory paper to selected articles discussing the issue of
L1 transfer at the linguistic interfaces, pointed out that these articles provided evidence
for the following claims. L1 knowledge of structures at both external and internal
interfaces is subject to transfer more than knowledge of purely syntactic structures (see,
Montrul, 2010). Also, it is possible to recover from negative transfer of knowledge of at

least structures at the syntax-semantics interface (see, Oh, 2010).

\

To summarize sectién 1.2 of this chapter, the influence of the first language is not a new
topic in the context of second language acquisition, but has been presented and
discussed in various ways. What is more relevant to the present work is the treatment of
the L1’s role within the framework of generative grammar. It is important here to
digress and recall that the participants of the main study in this thesis are of two
different types: the graduates of MSA <immersion nurseries and kindergartens and those
who started learning MSA at primary school. At least the latter group of subjects can be
safely considered as acquiring MSA as an L2 based on the assumption that they had
already acquired the basics of their L1 grammar (the grammar of the colloquial dialect)
by age 5 or 6 when they started learning MSA (Karmiloff-Smith, 1986; Guasti, 2002;

Schwartz, 2004; Unsworth, 2004). One of the research questions is about whether these
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subjects have succeeded in acquiring a native-like competence of MSA or whether their
end-state competence is fraught with imperfection or incompleteness that is indicated by

the presence of L1 properties.

Most of the models reviewed above assume that L2 learners (the second group of our
participahts) will transfer all or some of their L1 grammatical properties to their L2
initial state. However, these models have different perspectives on the role of the L1 in
determining the final outcome of the second language acquisition process. Researchers
like Schachter (1990) and Bley-Vroman (1989) assume that knowledge of the L1 will
play the role of UG in the L2 acquisition process for those who no longer have access to
UG due to closure of the ‘putative’ critical period. Others like Schwartz and Sprouse
(1994) argue that all L2 learners have full access to UG anyway, yet do not guarantee
full convergence to native-like competence of the L2 due to their starting out with the
L1 grammar. If thi§ model is correct, then our participants who acquire MSA as a
second language ma;' not succeed in attaining a native-like competence, if not because
of the closure of the critical period or the declining innate ability after the age of 5 or 6,
then due to the fact that they started out with the previously-set values of their
colloquial dialects’ grammars. The current study will test their representation of some

grammatical properties of MSA that are represented differently in their colloquial

dialects. These aspects of MSA grammar will be introduced in the following section.
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2 MSA Syntax

As has been mentioned before, this thesis is intended to test the ultimate attainment of
Modern Standard Arabic (MSA) grammar acquired by Arabs who speak different lééal
dialects of colloquial Arabic (CA). MSA grammar is different in some aspects from the
grammars of the colloquial dialects. One of the main purposes of this thesis is to
determine whether or not these speakers represent a native-like ‘unifoﬁﬁ’ competence
of MSA despite the grammatical differences between MSA and their different local
colloquial varieties of Arabic. In order to do this, certain aspects of MSA grammar will
be tested to see if these speakers have uniform representations (native-like competence)
or distinct ones (L2-like competence), and if differences are found, whether they are due

to the differences between the CA varieties (L1 influence).

This section will present general background knowledge on the syntactic aspects of
MSA grammar which will be tested in this research. These aspects include word order
& subject-verb agre;ement, adverb placement and resumption in relative clauses. Section
2.1 encompasses several general issues in relation to clause structure, word order, and
subject-verb agreement in MSA. It lays out the word orders permitted in MSA and
determines the basic underlying order from which the other variations are derived.
Moreover, it explains how at least the two main orders (VSO and SVO) are
syntactically derived from the underlying structure. Also, it introduces the optionality of
plural agreement in sentences with pre-verbal collective nouns. Finally, it presents some
pragmatic and non-pragmatic factors which trigger word order variation in Arabic.
Section 2.2 defines where adverbs are placed in the clause structure of MSA. Section

2.3 discusses resumption in different types of relative clauses in MSA. In chapter 3,
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these syntactic phenomena will be investigated in a corpus-based study of three
colloquial varieties to pinpoint differences among these colloquial varieties, on one
hand, and between the varieties and MSA, on the other hand. Differences will be used
as syntactic variables for the experimental study that will be presented in the subsequent

chapters of this thesis.

2.1 Word Order & Subject-Verb Agreement

Modern Standard Arabic (MSA) allows two possible main word orders: VSO and SVO,

as in (1) and (2):°

1. VSO (this is the common order in MSA (e.g., Bakir, 1981))

a. LS qaouall g i
?iStaraa I-Tullaab-u kutub-an
bought 3m.s the-students-nom-3m.p books-acc
‘The students bought books’

b, el e cligaill ey
bada?at ?a-taHgiqaat-u mundu 7ayaam
started-3f.s  the-investigations-nom-3f.p since days
‘The investigations started days ago’ '

a. L1y Gl
?al-Tullaab-u ?istara-uu kutub-an
the-students-nom-3m.p bought 3m.p books-acc

“The students bought books’

b, o4l die ey Eligah
?a-taHqiqaat-u bada?at mundu ?ayaam
the-investigations-nom-3f.p started-3f.s  since days
“The investigation has started since days’

' Transliteration of Arabic script follows the transliteration scheme given at the beginning of this
document.
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The contrast between the examples in (1) and (2a) exhibits a subject-verb agreement
asymmetry: when the verb follows the NP subject 2al-Tullaab-u ‘the-students’, it agrees
with it in person, gender, and number, as in (2a), but when the verb precedes the NP
subject, it agrees with it in person and gender only; number agreement is lost in such a
case. In addition, another subject-verb agreement asymmetry can be noted between the
examplés in (2a) and (2b) which are both in SVO order: the verb in this order shows full
agreement with the preceding NP only if it has a human reference as in (2a); when the
pre-verbal NP is inanimate or non-human, the verb takes the singular form regardless of
the number feature of the preceding noun, as in (2b). This latter asymmetry can be
explained by the fact that non-human plurals are treated in Arabic as a singular group

(Badawi et al., 2004:93), and, hence; the lack of plural agreement.

MSA also allows all the other permutations of the basic sentence constituents; Subject,
Verb and Object. These variant orders are used to add pragmatic functions to the
communicated message like emphasis or contrastive focus (Bakir, 1980); see the

examples below:

3. YOS

S b LS g i

?iStaraa kitaab-an ?r-rajul-u

bought (a) book-acc  the-man-nom

‘The man bought a book’
4. SOV

s 5t L da b

?r-rajul-u kitaab-an iStaraa

the-man-nom (a) book-acc  bought

‘The man bought a book’
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5. OSV

353 () S

?1-kitaab-u  ?r-rajul-u iStaraa-hu
the-book-nom the-man-nom bought-it
‘The man bought the book’

6. OVS
Sa b Ol raas
tuffaHat-an ?akal-a ?r-rajul-u

apple-Acc  ate3m.s the-men-Nom
‘The man ate an apple’

The MSA behaviour of allowing these different varieties of word order and exhibiting
subject-verb agreement asymmetry has led to the investigation of issues which have
engaged linguists for a long time and on which they have reached little agreement (e.g.,
Mahfoudhi, 2002). The following subsections will determine the basic underlying word
order in MSA, review syntactic analyses of how VSO and SVO orders are derived,
introduce the relevant aspect of subject-verb agreement to the current work, and present

some pragmatic and non-pragmatic factors which trigger word order variation in MSA.
2.1.1 Basic Underlying Word Order

It is widely accepted that VSO order is the common pragmatically unmarked order in
MSA (see, e.g., Bakir, 1980; Fassi-Fehri, 1993). This is supported by the observation
that this order is the only one used in discourse-initial sentences and in answering
questions about general state of affairs like 'what happened?' (Bakir, 1980). Such
observations suggest that VSO is the neutral order which does not serve pragmatic
functions like topicalisation or focus; evidently, introductory sentences do not usually

topicalise old information, and answers to such general questions do not supply
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emphatic information. VSO being the most common unmarked order does not
necessarily mean that it is the basic order in the sense that it is the underlying structure
from which other variations are derived (Fassi-Fehri, 1993). So, the question that

remains is what is the basic word order in MSA?

From the six possible word orders, three have been nominated in the literature to be
candidates as underlying structures from which other variations are derived; VOS (e.g.,
Maijdi, 1990; Homeidi, 1991), VSO (e.g., Bakir, 1980), and SVO (e.g., Bolotin, 1995).
Bakir (1980) and Fassi-Fehri (1993) exclude the possibility that VOS is the basic word
order in MSA. They maintain that the S(ubject) should always precede the O(bject) in
the underlying structure, regardless of the position of the verb. They argue that this is
evident from the fact that only SO interpretation is possible in contexts where the
morphological case is not overt, whereas a shift to OS is possible only when the

morphological case is overt; compare the example in (7) with (8):

7. (sa s Se
Daraba Issa  Mussa
hit 3s.m Issa Mussa

‘Issa hit Mussa’

Zayd-an Daraba Mussa
Zayd-acc. hit 3s.m Mussa
‘Mussa hit Zayd’

In (7), where the morphological case marking is not overt, the proper noun ‘Issa’ has to
be interpreted as the subject, due to the fact that it came first in the linear order. In (8),

on the other hand, the proper noun ‘Zayd’, though it came first in the linear order, is
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interpreted as the object, as the grammatical relation borne by ‘Zayd’”is recoverable
through its case marking. Thus, it is argued that in non-overtly Case-marked contexts,
NP objects have to remain in situ, due to the fact that their abstract Case is recoverable

only from the position in which they originate.

Bakir (1980) proposed that examples like (7) not only rule out VOS, but also suggest
that VSO is the basic underlying structure in MSA. According to him, a basic
underlying word order in a language should be the least marked, pragmatically and
syntactically, and consequently the most frequently used in that language; VSO, for
him, satisfies these conditions in MSA. In addition to the fact that this particular order is
naturally selected in such ambiguous contexts, VSO, in comparison to SVO, is used
dominantly; and sometimes exclusively, in many other syntactic structures. In
questions, for instan;:e, the order of the constituents after the wh-element has to start
with a verb follqwed by other constituents (Bakir, 1980:8). Bakir also provided a

comprehensive exblanation of how other word orders could be derived from VSO using

the mechanisms of Transformational Grammar.

More analyses of MSA word order, however, (e.g. Fassi-Fehri, 1993; Plunkett, 1993;
Aoun et al., 1994) adopt the proposal that the subject is generated as Spec of VP, and O
as complement of V (Koopman and Sportiche, 1991). If this proposal is,
crosslinguistically, correct, Bakir's proposal of VSO being the underlying word order
cannot be maintained; leaving the one possiEle option, i.e. SVO, to be considered the
underlying word order in MSA. The structure in (9) illustrates the basic underlying

structure in MSA from which all the variations are derived, including the surface SVO.
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VP
N
Spec V'

I PN
S \Y} NP

Derivation of the two main word orders in MSA (VSO and SVO) will be addressed in

the following subsection.
2.1.2 Derivation of VSO/SVO Word Orders

Many of the analyses of clause structure in MSA take the dérivation of VSO and SVO

sentences into consideration. This is because, first, they are the two main and most

common orders in Arabic in general, and second, the agreement asymmetry between the
!

subject and the verb is evident by contrasting these two orders. The issue of whether or

not the verb shows full agreement is sensitive to where it stands in the sentence in

relation to the position of the subject. This subsection will review briefly some of the

proposals about how these two orders are derived from the basic underlying structure

defined above.

2.1.2.1 VSO Order

Most of the analyses of MSA word order assume that VSO order is derived by raising
the verb to the I position, with the subject remaining in [Spec, VP]; its base position
(e.g., Koopman and Sportiche, 1991; Fassi-Fehri, 1993; Plunkett, 1993; Mahfoudhi,

2002). Fassi-Fehri (1993) states that this operation involves an adjunction of a head to
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another head, and it is subject to general principles of head movement. According to
him, the motivation for raising the verb to I, which contains T(ense) and AGR, is to
support the bound morphemes in AGR at surface structure. This kind of support for the

bound morphemes is required by Lasnik’s (1981:164) Stranded Affix Filter.'!

Fassi-Fehri (1993) and Plunkett (1993), among others, argue that at least in declarative
sentences of Arabic, the verb does not move beyond I to C. Fassi-Fehri supported his
posit‘ion by the fact that negation and modality occur after the complementiser and
before the verb. The sentence in (10) is an example:12

10. 35 LYoz

Za%am-a ?an qad laa y-a?ii Zayd-un
claimed-3.s.m that may not 3-come Zayd-Nom

‘He claimed that Zayd may not come’
(Fassi-Fehri, 1993:26)
%
Plunkett, on the other hand, based her analysis on the fact that the verb may occur
before the subject in both root and embedded clauses, and that verb initial order and
complementizers are not in complementary distribution as shown in example (11)

below. According to her, the verb in Arabic does not move beyond the Mood position.

11, Sl 7 55 of 4
2uriidu = ?an  yaxruja a-Tullaab-u
want-1s that leave-3sm the-students-nom

‘I want the students to leave’

(Plunkett, 1993:240)

! Lasnik’s ‘Stranded Affix Filter’ states: “A morphologically realized affix must be a syntactic dependent
of a morphologically realized category, at surface structure” (Lasnik, 1981:164).

'2 The transliteration of these examples and any others taken from external sources is reformulated to
match the transliteration scheme followed in this work.
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Aoun et al. (1994), however, proposed that in interrogative sentences, the verb might
move to C, based on the fact that the order in Wh-questions is always VS where the
question particle sometimes cliticizes to the verb as in (12):

12. st & il

?a-qara?ta  l-kitab-a?
Q-read-2ms the-book-Acc

‘Did you read the book?’

(Aoun et al., 1994:204 fn 8)

2.1.2.2 SVO Order

Proposals about the derivation of SVO order in MSA depend very much on whether the
preverbal NP is considered a subject or a topic. Some linguists (e.g., Bolotin, 1995)
treat preverbal NPs as regular subjects. According to this view, the SVO order is

derived by moving V to I, and the internal VP subject to [Spec, AgrP].

In contrast, Plunkett (1993), among others, argued that the preverbal NP in this order is
not the subject but a topic. This type of analysis considers every sentence that begins
with a noun as a ‘nominal’ sentence which is composed of a topic ‘al-mubtada’ and a
comment ‘al-xabar’. The topic is the preverbal nominal about which a statement is
made, while the comment may be either sentential or non-sentential, and whose
function is to modify the topic. The sentential comment may either contain a verb or be
verbless. This assumption sounds plausible especially when considering the fact that
MSA does not allow non-specified indefinite nouns (non-referential NPs) to occur

before the verb (Fassi-Fehri, 1993).
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Ouhalla (1997) posits that the preverbal NP is either a left dislocated topic or a focus
phrase. According to him, if the preverbal NP is a topic, it originates in a ieft—peripheral
Top position or adjoined to the highest projection of the clause, but if it is a focus
phrase, it moves from its base position to [Spec, F(ocus)P], a position below CP, to get

focus or to check the feature [+f].

Plunkett (1993) treats preverbal NPs as a case of Left Dislocation to [Spec, TP] or
[Spec, MoodP]. These preverbal NPs are coreferential with resumptive pro in [Spec,
VP]; where subjects in Arabic are generated and remain throughout the derivation
process. According to her, this is analogous to the casé in Arabic of Left Dislocated

topics that are coreferential with overt resumptive pronouns in object positions.

b
Fassi-Fehri (1993), however, proposes that the preverbal NP can be interpreted as a
topic or a subject, depending on the intended sense and on other referential properties.
He asserts that for the preverbal NP to be interpreted as a topic, it needs to be a
‘strongly referential’ definite NP. Preverbal subjects, on the other hand, can be definite
NPs, like topics, or specific or quantificational indefinite NPs. Thus, according to Fassi-
Fehri’s analysis, sentences with a definite preverbal NP, like the one in (13) below, are
ambiguous: they can have a topic reading or a subject reading. On the other hand, any
sentence with an indefinite preverbal NP, like the ones in (14) and (15), must have a
subject reading. According to him, sentences with a non-specific indefinite preverbal

NP should not be possible in MSA.
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13. ‘J_'Sté :’Y_,y\
?al-?awlaadu jaa?-uu
The-boys-3mp came-3mp
‘The boys came’

14, Gie 38 Jugula
jaasuws-un  ?agbal-a 9alaynaa
(a) spy-nom appeared-3ms on-us
‘A spy came toward us’

15. 138 § yiay Ja) S
kull-u rajul-in yaHtarimu halaa
every-nom man-gen respect-3ms this
‘Every man respects this’

(Fassi-Fehri, 1993:27-28)

Fassi-Fehri states that deriving the SVO order in MSA depends on whether the
preverbal NP is a topic or a subject. If it is a topic, it will move to a position external to
IP to adjoin to CP. If it is cqnsidered to be a subject, then it moves to [Spec, IP] or
[Spec, AGR]; if 1 is split. The following diagrams in (16), from Fassi-Fehri (1993:28),

show the structure of both topic and subject readings of an SVO sentence like the one in

y

(13) above: |
16.
a. Topic reading b. Subject reading
cp AgrP
?al-?awﬁu\cp ?al-7awlaadu  Agr'
¢ AgP jaa?-uu
jaa?-uu

The issue of whether the preverbal NP in SVO order is a topic or a genuine subject in
MSA will be re-visited and discussed in light of the results of the experimental study in

Section 4 of Chapter 6.
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2.1.3 Subject-Verb Agreement

There have been several analyses that attempted to account for the subject-verb
agreement asymmetry in SVO/VSO variation in MSA introduced at the start of this
section. Mahfoudhi (2002) presented a thorough, yet concise, review of different .
'i)ropOSals. These analyses varied between considering agreement asymmetry as an
effect of the presence or absence of a c-commanding thematic subject (Mohammad,
1990), the presence or absence of Spec-Head relation (Akkal, 1993), Agr-Criterion
(Fassi-Fehri, 1993), pro-drop (Plunkett, 1993), or an effect of different feature values
of Tense and Agr in these two word orders (Bolotin, 1995; for a detailed summary of

these different syntactic analyses, see Mahfoudhi, 2002).

One relevant aspect of subject-verb agreement to the current thesis is the optionality of
plural agreer;lent in SVO sentences with collective nouns of a certain type being in pre-
verbal position. Collective nouns of this type denote rational beings (humans) and
include, for example, nouns like U<\ naas ‘people’, «2i 3a9b ‘nation’, and 285 wafd
‘delegation’. The sentences in (17) and (18) have an SVO word order with a human
collective in pre-verbal position, and both are grammatical in MSA:
17. Al 138 (3730 kel e g AN g8 Sl
l-naas-u yaxaaf-uwna I-xuruwja mina l-manzili laylaan fii hadaa l-balad

the-people-nom fear-3pm going out from the-house at night in this the-territory

‘People fear going out at night in this territory’
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18. bl 138 3 "3 il (pe g gyt s Sl

I-naas-u taxaafu l-xuruwja mina I-manzili laylaan fii hadaa l-balad
the-people-nom fear-3sf going out from the-house at night in this the-territory

“People fear going out at night in this territory’

In SVO sentences, human collective nouns are not like regular human plurals which .
;equire strict plural agreement, nor are they like inanimate and non-human plurals
which require strict singular agreement. The verbal agreement with pre-verbal human
collectives in these sentences can be plural or singular (BadaWi et al., 2004), as shown
in (17) and (18) above, respectively. Plural agreement is with the plural denotation of
these collectives and singular agreement is with their singular grammatical forms. As
will be discussed in chapter 3, some of the colloquial varieties of Arabic treat human
collective nouns as regular human plurals which require strict plural agreément when
being in a pre-verbal position. Thus, this phenomenon will be taken as a syntactic

variable in the experimental study.

Having presented the possible word orders in MSA, defined the basic underlying
structure from which word order variations are derived, and introduced the phenomenon
of human collective noun-verb agreement in MSA, the following subsection will
address what pragmatic functiohs the different orders serve and what other factors

would trigger word order variation in MSA.
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2.1.4 Pragmatic Functions and Factors of Word Order Variation

Bakir (1980:6-8) argues that all the variations of word order in MSA, excépt for VSO

which he considers the unmarked neutral order, serve a certain pragmatic function.

These are listed below:

19.

20.

21.

22.

23.

SVO order is used to make a statement which constitutes new information
about a preverbal NP topic which is old information and known to both the

speaker and the addressee probably from previous sections of the discourse.

OSY order is used to topicalise the object about which the subject and the verb
supply new information. In this order, the initial object is assigned nominative
case and is coreferential with a resumptive pronoun in the original object

position.

OVS order is used when the object needs to be focused and supplies new
information. In such a case, the initial object keeps its accusative case and does

not refer back to a resumptive pronoun.

SOV order is used to topicalise the subject which provides old information and

about which the object supplies the new information.

VOS order is used to fulfil a contrastive function. In this order, the object is

focused to supply new information in contrast with information previously

mentioned in the discourse.
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Based on Bakir's (1980) presentation, topicalisation and emphasis seem to be the main
factors triggering word order variation in MSA. The topic serves the function of
establishing "a special, temporal, or individual framework within which the main
predication holds" (Chafe, 1976:50-51); hence, it occupies an initial position. Focus, on
the other hand, "presents what is relatively the most important or salient information in
the given setting” (Dik, 1978:19). According to Moutaouakil (1989), there are two types
of focus in Arabic: 'new information focus', which presents new information to the
addressee, and ‘contrastive focus', which occurs in contexts where the speaker gives
information conflicting with extant information in the discourse. Moutaouakil asserts
that, in Arabic, only arguments belonging to the latter type are preposed to an initial
position of the sentence, whereas those elements of the former type may be focused in

situ by phonological means.

Bakir's (1980) presentation also implies a correlation between the topic/focus
dichotomy and the old/new information distinction. One common organizing principle
of information structure states that new information gravitates toward the end of the
sentence following old information which comes first (Brustad, 2000). Brustad states
that Arabic is among those languages which apply this discourse principle. Therefore,
the correlation between the topic/focus dichotomy and the given/new information
distinction becomes clear when considering the type of information that topics and
focused arguments represent. Topics are always definite and contain old information
that is given in previous discourse or generally known by both participants; thus, they
are found in initial positions. In addition, focused arguments can be divided based on
the type of information they represent: those of the 'new information' type tend to

occupy sentence-final position; whereas arguments that represent contrastive focus do
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not provide new information, since only known entities can be contrasted, and hence,
they are usually preposed to sentence-initial position (Brustad, 2000). This given
followed by new principle also entails that definite arguments should precede indefinite
ones. So, for example, if we have a definite object which is not topicalised and an

indefinite subject, the order of the sentence should be VOS.

Another factor that may be associated with word order variation in Arabic is the type of
the general context or discourse. Brustad (2000), for example, states that VSO order
should be dominant in event narration contexts, whereas SVO should be used in
descriptive or conversational contexts where the discourse topic shifts around or is
taken as a frame within which a main sentence predication holds. Dahlgren (1998)
reached conclusions that support Brustad’s claims when he analysed what he called
‘early Arabic’ (Classical Arabic) data. His results indicated that VSO is the common
order in narrative discourse, whereas SVO is more common in dialogue discourse.
However, he could not reach a definite conclusion about which order is more common
in descriptive discourse due to insufficient relevant data. Owens (2009), also, argues
that verb-subject order is used to present events. Following Myhill (1992), he points out
that verb-subject word order is universally correlated with temporal sequencing. Also,
he found that subject-verb order is used to signal available referentiality. According to
the results of his corpus analysis of Arabic spoken in the Arabian Peninsula, he found

1,13 personal noun, and definite noun with

that subjects of the type pronoun, pronomina
general referentiality tend to occur in subject-verb order; whereas indefinite subjects are

more common in verb-subject order.

3 Owens (2009:43) includes in the classification, ‘pronominal’, quantifiers, numerals, demonstrative
pronouns and demonstratives when used alone as subjects.
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Factors other than pragmatic ones have also been mentioned in the literature as causing
the word order to vary in Arabic. Holes (1995:205-6), for example, pointed out that
individual speakers of MSA may choose a particular order due to influence of the local
spoken variety or probably a second language he/she speaks. Furthermore, Holes asserts
that there is a rhythmic-based principle involved in regulating word order in Arabic, and
which he calls ‘end-weighting’. According to this, ‘heavier’ arguments which contain
more lexical words appear to the right of ‘lighter’ argﬁments. Holes said that this
principle should operate in harmony with the given followed by new principle; clauses
which contain new information usually contain more lexical items than those which
contain given information. However, the rhythmic-based principle should not apply if it

conflicts with the information structure principle: given information always comes first.

1
The issues of word order and subject-verb agreement will be first investigated, in the

following chapter, in a study based on corpora of three different colloquial dialects of
Arabic. The purpose is to determine how similar or different from MSA these aspects
are in the dialects (the L1s), and to pinpoint differences between these varieties. Then,
these differences will be used as one of the syntactic variables when examining MSA
end-state grammar acquired by speakers of different colloquial dialects. The general aim

is to see whether these speakers transfer their L1 grammatical properties to MSA.

2.2 Adverb Placement

The typical function of adverbs in general is to "add specific information about time,

manner, or place to the meanings of verbs or whole clauses", (Hurford, 1994:10).

77



Chapter 2: Background

Unlike adverbs in Germanic or Romance languages, Arabic adverbs have not been
adequately studied within the framework of generative grammar, or even described in
basic terms (Fassi-Fehri, 1998). This is thought to be partly due to the fact that adverbs,
in general, are additives to the core structure of a clause; they are elements which are
somehow incorporated into a sentence for modificational rather than argumental
purposes, and hence, can be easily dispensed with. Also, adverbs in Arabic have
received less attention from linguistic research probably because their class is
heterogeneous in terms of its composition; constituents which function as adverbs in
Arabic may be composed of categories like adjectives and nouns in addition to the few
adverb§ in and of themselves (Fassi-Fehri, 1998; Ryding, 2005). The following are
examples of adverbs composed of different categories: |
24 Tua S Eu o

darastu l-kitaaba Jjayyid-an (Adjective)
studied the-book perfect-acc

‘I studied the book perfectly’

25, L iyl A G
nasiya l-waladu Tareeq-a-hu  tamaam-an (Noun)
forgot the-boy way-acc-his  completeness-acc

‘The boy lost his way completely’

26. Jaii_paalas A gl (i
?akal-a l-waladu tuffaaHatayni faqaT (Adverb)
ate the-boy  two apples only

‘The boy ate only two apples’

Adverbs in Arabic can be single words, like the ones in the examples above, or phrases,
like the prepositional phrase bi-sur9at-in ‘with-rapidity-gen = rapidly’ (Ryding, 2005).

As in other languages, most Arabic adverbs fall into four groups depending on the type
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of their modification: degree, manner, place, and time. Adverbs of degree modify the
meaning of the verb in terms of intensity and quantity. Manner adverbs are those which
specify, for example, the state, the condition, or the way in which an event has
happened. Place and time adverbs obviously denote where and when a certain event has

happened (Ryding, 2005). The following are examples of these four types:

© 27,5l &
?akaltu qaliyl-an ' (degree)
(D) ate little-Acc

‘I ate a little’

28. ilas Sl
saqattu Jaj?at-an (manner)
(D fell sudden-Acc

‘I fell down suddenly’

29, ta Eaali fay
bada?-a al-Hada 6-u huna (place)
started the-event-Nom here

‘The event started here’

30. o 5 Zdii az
Gad-an sa-tuftaHu 1-2abwaab (time)
tomorrow will- be opened the-doors

‘The doors will be opened tomorrow’

According to Ryding (2005), placement of Arabic adverbs in the clause structure is
flexible to a certain extent; only some adverbs prefer certain positions. However, Al-
Shurafa (2005) restricts this flexibility to the semantic scope of the adverbs. Based on
her analysis of Arabic data, she asserted that adverbs should be classified into VP-
adverbs and S-adverbs, depending on their functional properties in the sentence. VP-

adverbs are those whose function in the sentence is limited to modifying the mode of
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the verb. S-adverbs, on the other hand, have a wider scope and specify the action of the

whole sentence. Compare the following two examples:

) BT PYCIOL B P
bi-sur9at-in ?anhaytu waajib-ii (VP-adverb)
with-rapidity-gen (D) finished duty-my
‘1 fmished my duty quickly’

32. gl Ol Lal lasla
Tab9-an ?uHibbu ?akl-a l-tuffaaH-i = (S-adverb)
evidence-acc (I) love eating-acc  the-apple-gen

‘Evidently, I love eating apples’

Al-Shurafa (2005) claims that the structural syntactic position of an adverb in Arabic
depends on its semantic function and scope in the sentence. Given that adverbs are not
core syntactic elements in the structure (adjuncts), she proposed that VP-adverbs are
adjoined to the YP projection whereas S-adverbs are adjoined to the S projection. The
apparent ﬂexibiiity of adverb placement in Arabic results from having a choice to adjoin
adverbs either to the right or to the left side of the syntactic projection.'* The adverbs in
examples (31) and (32) above can also be placed in different positions; as shown in (33-
34):
33. (e ) oy Sl (o)
(bi-sur9at-in) ?anhaytu waajib-ii (bi-sur9at-in)

with-rapidity-gen (I) finished duty-my with-rapidity-gen
‘I finished my duty quickly’

' Because the position of the preverbal NPs is debated in the literature (subjects are placed inside IP and
topics outside IP), Al-Shurafa (2005) perhaps used the term ‘S projection’, rather than IP or CP, to
indicate that S-adverbs are adjoined to the highest projection in the structure. This means that such
adverbs occur in the leftmost position of the sentence if they are left adjoined to that projection, and hence
will always appear before the preverbal NP, whether it is a subject or a topic. Al-Shurafa, though, did not
state this in her paper.
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34. (k) e J8 Caal (lasks)
(Tab9%-an) ?uHibbu ?akl-a l-tuffaH-i (Tab9-an)
evidence-acc (I) loveeating-acc the-apple-gen evidence-acc

‘Evidently, I love eating apples’

Although it appears that the adverbs in both examples (33) and (34) are placed initially
or finally, the adverbs in (33) occupy different syntactic positions from those occupied
by the adverbs in (34). In (33), bi-sur9at-in ‘quickly’ is of the VP-adverb type; and
hence, adjoined to the left or the right side of the VP-projection. In (34), however, the
scope of Tab9-an ‘evidently’ involves the whole sentence; therefore, it is adjoined to
the left or the right side of the S projection. This should be evident by comparing the
above examples with the following:ones:
35. ool M (e ) 15 (Re nw) (lianal
?aSdiqaa?-ii  (bi-sur9at-in) Tatuw (bi-sur9at-in)  ?ilaa l-dars-i

friends-my with-rapidity-gen came with-rapidity-gen to  the-class-gen

‘My friends came quickly to class’

36. (b)) 15 el (o)
(Tab9-an) ?aSdiqaa?-i  ?atuw ?ila  l-dars-i (Tab9-an)

evidence-acc friends-my  came to the-class-gen evidence-acc

‘Evidently, my friends came to class’

Since bi-sur9at-in ‘quickly’ is adjoined to the VP projection, it comes in (35) either
between the subject and the verb or immediately following the verb. In (36), on the
other hand, Tab9-an ‘evidently’ is adjoined to the S projection, and hence, had the

option of occurring either initially or finally.
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In the following chapter, adverb placement will be investigated in the corpus data of the
colloquial dialects of Arabic mentioned before. The differences between the dialects
will be used as one of the variables when examining MSA produced by speakers of the

three dialects under study.
2.3 Resumption in Relative Clauses

Resumption is one of the strategies which Arabic, among other languages, employs to
form unbounded dependency constructions. Relative clauses constitute one such type of
construction. One common way to form a relative clause is by moving a wh-phrase (or a
null operator) from the extraction site to [Spec-CP], leaving a bound gap behind:

37, Bl Eaad 3y sall

?al-9awn-nu [CPl-adii;,  [IP qaddamta @, li-1-9iraag-i]] ...
the-aid-nom which (you) offered to-the-Irag-gen

“The aid that you have offered to Iraq ...’

An alternative strategy is the resumption strategy. In relatives formed by this strategy, a
resumptive pronoun is inserted in the extraction site as a variable bound by the wh-
phrase, which is also directly inserted in [Spec-CP] position:
38. ... .3l all L g3 el
?al-9awn-u  [CP 1-adii;  [IP qaddamta-hu, li-1-9iraag-i]] ...

the-aid-nom which (you) offered-it  to-the-Irag-gen
“The aid that you have offered to Iraq ...’

Relative clauses formed this way are claimed to be immune to locality constraints (see,
e.g., Borer, 1984). This is because, by assumption, the resumption strategy does not
involve movement; both the relativised element and the resumptive pronoun are claimed

to be directly generated in their relevant positions.
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In Arabic, it is not always the case that both strategies are available when forming a
relative clause. The availability of such optionality depends, for example, on whether or
not the relative clause in question is definite or indefinite. Definite relatives are those
which always occur with a complementiser such as 2alladii ‘that’ as in (39) below, and
the indefinite ones are those which cannot occur with a complementiser, és in (40)
below. The optionality of choice between the resumption or movement strategies is
available only for forming definite relatives; indefinite relatives must have a resumptive
pronoun in their relativisation site (Aoun et al,, 2010). The following two examples

from Aoun et al. (2010:10) should make this distinction clear:

Definite Relative Clause

39. a Ll 45, 58 (el Sl fla
Daa%a l-kitaab-u  *(l-adii) 3taraytu-(hu) l-baariHata
be-lost-3ms  the-book-nom  that (I) bought-(it) the-past night
‘The book that I bought last night is lost’

Indefinite Relative Clause

40. (A)* Saual (EA¥) A e L2
?ufattiSu 9an kitaab-in (*1-adii) ?aDa%tu-*(hu)
(D look for (a) book-gen  that (D) lost- *(it)
‘I am looking for a book that I lost”

The choice between the two strategies also depends on the grammatical position of the

relativisation site. For example, resumptive pronouns do not appear in the highest
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subject position of the relative clause.'’ By contrast, gaps are not licit in prepositional
and genitive object positions (e.g., Galal, 2004). Compare the following examples:
41, U (g sl (sa%) g3 Sl &l
ra%aytu l-walad-a l-adii  (*huwa) Stara l-kitaab

(I) saw the-boy-acc  who  (*he) bought the-book
‘I saw the boy who bought the book’

42. 1588 (4)* e &8 ) Casl) &y i)
?istaraytu l-kitaab-a l-adii qara?tu 9an-*(hu)  kaBiir-an
(I) bought the-book-acc which (I) read about-it alot
‘I bought the book which I read about a lot’

43, (4y*an (i o2 Sa i &l
ra?aytu l-rajul-a l-adii ?iHtaraqa baytu-*(hu)
(I) saw the-man-acc who burnt house-his

‘I saw the man whose house has burnt’

i

As shown frorﬁ (41), relative clauses with extraction from the subject position cannot be
formed with a resumptive pronoun in the extraction site. On the other hand, the
examples in (42) and (43) indicate, respectively, that the resumption strategy seems to
be the only option available for forming relatives with extraction from prepositional and
genitive object positions; gaps in such places would render the sentence ungrammatical.
However, both strategies appea; to be available when extracting from the object
position; a resumptive pronoun seems to vary with gaps in filling this extraction site

(e.g., Aoun et al., 2010). The following sentence is an example of this case:

'* The observed gap in subject position is argued by Galal (2004) to be a resumptive pro; not a trace. This
is because the gaps in this position are licit within locality islands.

84



Chapter 2: Background

44, () s Ead) 5 jiad
?iHtaraqa I-bayt-u l-adii banaytu-(hu)
burnt the-house which (I) built-(it)
‘The house which I built has burnt’

MSA uses relativisers of two types; relativisers of the first type denote specific referents
in terms of gender and number, and relativisers of the other type éan be used with any
réferents of any gender or number (Ryding, 2005). Example relativisers of the former
type include 3 2alladii for masculine singular, 3 2allatii for feminine singular, ¢l
?alladaani for masculine dual, 0 2allataani for feminine dual, o\ 2alladiina for
masculine plural, and > 2allaatii for feminine plural. The second type relativisers are
= man for animate referents of any number or gender, and W maa for inanimate

referents of any type and number.

In contrast, as we shall see in the following chapter, the colloquial dialects use only one
relativiser illi ‘that’ for all types of referents. Also, these dialects seem to differ in
relation to allowing gaps in object relatives. Shlonsky (1992), for example, claimed that
resumptive pronouns are essential in object relatives in the Palestinian dialect of Arabic.
Other dialects may not be like Palestinian Arabic; they may allow resumptive pronouns
or gaps to fill in the extraction site in objects relatives, just like MSA. The colloquial
corpora will be examined in the following chapter for this issue and the differences

between the dialects will be used as one of the variables when examining MSA.
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Finally, it is argued that resumptive pronouns add a portion of meaning to the sentence
(Galal, 2004); they add specificity and more clarity to the reference of the relativised
element (Alresaini, 2007). Consider the following examples:
45. caad B dole dag
sayajidu Adel-u  ?al-mar?at-a allatii  yuHib

will-find Adel-nom the-woman-acc that (he) love

‘Adel will find the woman that he loves’

46. \¢hal (B a0 Qe g |
sayajidu Adel-u  ?al-mar?at-a allatii ~ yuHibbu-ha
will-find Adel-nom the-woman-acc that (he) love-her

‘Adel will find the woman that he loves’

Doron (1982) and Sells (1984) pointed out (using equivalent examples from Hebrew)
that only in sentence (46), the reference of the object relativised element, 2al-mar?ah
‘the-woman’, must refer to a particular individual woman that Adel loves. However, in
(45), where the resumptive pronoun is lacking, this relativised element can refer to a
particular woman, as in (46), or have a more generic reference to unspecified woman of
particular properties. Also, the proposal that resumptive pronouns add clarity to the
meaning of the sentence can be confirmed when considering examples like (47) below
where resumption helps for disambiguation:
47. (o ge (A *i0m 2 gl 1aa
hadaa l-walad-u 7alladii Daraba-*(hu) Musaa

this  the-boy-nom that hit-3ms-him Musaa-nom

‘This is the boy that Musaa hit’

The sentence in (47) is ambiguous without the resumptive pronoun: the relativized
element, 2al-walad ‘the-boy’, could be missinterpreted as the agent due to lack of overt

nominative case marking on Musaa and due to the shared ¢ features in 2al-walad ‘the-
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boy’ and Musaa. In such examples, the resumptive pronoun in the relativisation site is
required to disambiguate the meaning of the sentence by making it clear that the agent is

Musaa and the theme is ?al-walad ‘the-boy’.

2.4 Summary

Section 2 aimed to provide a general background to the syntactic issues of MSA
covered in this research, including word order & agreement, adverb placement, and
resumption in relative clauses. Section 2.1 presented the possible orders in MSA and
defined the basic underlying order of MSA clause as being SVO. This section also
presented proposals on how the main two orders in MSA (VSO and SVO) are derived,
which when contrasted show subject-verb agreement asymmetry as agreement depends
on where the subject is placed in relation to the verb. Some of these proposals claimed
that SVO sentences have a Topic-Comment structure, otherg proposed that preverbal
NPs are regular grammatical subjects, and a third view assumed that preverbal NPs
could be interpreted as topics or subjects depending on the intended sense. These
analyses will bé discussed in light of the results of the experimental study in Section 4

of chapter 6.

This section also introduced the phenomenon of human collective noun-verb agreement
in SVO sentences. In contrast to regular human plurals, which require strict plural
agreement when preceeding the verb, human collective nouns can be in plural or

singular agreément with the following verb in SVO sentences.

Discussion of word order also encompassed presenting the pragmatic factors behind its

variation in subsection 2.1.4. It has been proposed that word order varies in MSA to
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serve mainly two pragmatic functions: topicalisation and focus. It has also been

proposed that different types of discourse entail preference of one order over the others.

Section 2.2 presented a review of adverbs and their placement in MSA clause structure.
As one of the rare studies on Arabic adverbs, Al-Shurafa (1995) prbposed that adverbs
should be divided into two groups according to the semantic scope of their
modification: VP-adverbs are those which modify the verb, and S-adverbs are those
which modify the action of the whole sentence. Adverbs of the former type should be
adjoined to VP and those of the latter type should be adjoined to S. Adjunction of either
type could occur to either side of the projection, resulting with four possible places for

adverbs: before or after the S projection, and before or after the VP projection.

The final section (section 2.3) addressed resumption in MSA relative clauses. It was
shown that resﬁmptive pronouns are obligatory in indefinite relatives, and their presence
in definite relatives depends on the relativisation position: they do not show up in the
highest subject position of the relative clause, always appear in genitive and

prepositional object positions, and may or may not be used in object positions.

The following chapter will present a study based on corpora from different colloquial
varieties of Arabic. The purpose of this study is to determine how similar or different
these syntactic phenomena are in the grammars of the colloquial varieties. Defining

similarities and differences between the colloquial varieties and MSA will help in

88



Chapter 2: Background

determining if MSA grammar represented by the subjects of the main study in this

thesis is affected by different properties of the colloquial grammar (L1 influence).
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Methodology: Corpus Studies

One of the main aims of the current thesis is to observe and deﬁne.the characteristics of
the steady-state grammar of Modern Standard Arabic (MSA) spoken in three different
regiops of the Arab world: Levantine countries, Gulf countries and Egypt. If the
underlying grammar of MSA varies across these regions, this might have implications
on whether or not Arabs acquire MSA natively. If speakers of MSA are found to
represent its grammar differently, it is important, and interesting at the same time, to
know why this is the case and where differences come from. Two main factors are
suggested in this work that may cause different representations of MSA grammar (if

they are found to be different): L1 influence and age of first exposure to MSA.

\

This chapter presents two corpus based studies. The first one is mainly to pinpoint
syntactic differences between the local non-standard dialects of Arabic spoken in
Levantine countries, Gulf countries and Egypt. These local non-standard dialects will be
referred to as Colloquial Levanti‘ne Arabic (CLA), Colloquial Gulf Arabic (CGA), and
~ Colloquial Egyptian Arabic (CEA), respectively. The syntactic differences between
these Colloquial Arabic (CA) varieties will be used as variables when testing MSA
spoken in the three regions mentioned above. Four syntactic phenomena have been
investigated: word order, subject-verb agreement >in specified contexts, adverb
placement, and resumption in object relatives. The second study investigates the same

syntactic issues in a set of corpora of MSA data produced in the three Arabic regions of
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Levantine, Gulf, and Egypt. The aim of conducting this study is to test whether the
differences found between the local varieties also exist to differentiate grammatical
representation of MSA spoken in those different regions. If such a result is reached,
then L1 influence exists, and this, in turn, indicates that MSA grammar has the

characteristics of a second language grammar.

This chapter is divided into two main sections. The analysis of the CA corpora will be
preseﬁted in the first section whereas the analysis of the MSA cbrpora will be presented
in the second section. Under each section, the corpus data will be described as well as
the method used in analysing the data. Also, the results of investigating the syntactic

issues will be given and discussed.

1 Colloquial Arabic Corpus Study

In order to dis;:over whether discrete grammars of MSA are there due to influence of the
grammatical differences between the unequivocally natively acquired local spoken non-
standard varieties of Arabic (the L1s), we need first to determine these grammatical
differences. Unfortunately, grammatical differences between the colloquial varieties of
Arabic have received little attention in the literature (Cuvalay-Haak, 1997:19). In
general, works comparing CA varieties usually find more grammatical similarities than
differences between these varieties (see, €.g., Brustad, 1991; 2000). Also, grammatical
differences found by such studies are usually of a very salient type exemplified by the

contrast between (48) and (49) in terms of the syntactic position of question words:
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48. 808 >

HatruwHi fiyn? (Colloquial Egyptian Arabic)
Will-(you) go-2fs ~ where
"Where will you go?'

49. 0 9 A g
wayn bitroHiyn? (Colloquial Gulf Arabic)
where will(you)go-2fs
'Where will you go?'

Colloquial Egyp.tian Arabic and Colloquial Gulf Arabic apply different strategies when
formling wh-questions; it is possible in the former to leave the wh-question word in situ
whereas in Gulf Arabic, wh-questions are formed by applying the movement strategy.
Such a difference, however, would be very clear and obvious for Egyptians, for
instance, to avoid when speaking MSA, given that they know from input that wh-
questions in MSA begin consistently with a wh-word. Therefore, a study was needed to
pinpoint less salient syntactic differences between the colloquial Arabic varieties which

may continue to appear in MSA spoken in different regions of the Arab world.

In this corpus based study, data from three colloquial Arabic varieties were analysed to
investigate four syntactic phenomena which were thought of as good candidates to
reveal grammatical differences suitable for the purposes of this thesis. As mentioned
above, the colloquial Arabic varieties from which data was studied are Colloquial
Levantine Arabic (CLA), Colloquial Gulf Arabic (CGA), and Colloquial Egyptian
Arabic (CEA). These three varieties of Arabic represent main geographical linguistic
groupings in the Arab world in addition to those varieties spoken in North African
Arabic countries (Aoun et al., 2010:2). The syntactic aspects investigated include word

order, adverb placement, resumption in object relatives, and, finally, subject-verb
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agreement when the sentence is in SV order and the subject is in 3™ person plural form.
Selection of these particular aspects will be justified when each is discussed in sections

that follow.

All the data examined in this study was obtained from a set of corpbra developed by the
Linguistic Data Consortium (LDC).16 The colloquial Levantine Arabic data examined in
this study is a part of an LDC corpus entitled 'Levantine Arabic Conversational
Telephone Speech, Transcripts' (Appen Pty Ltd, 2007).17 This corpus contains a total of
495 files of transcribed natural unscripted telephone conversations between native
speakers of CLA. The colloquial Gulf Arabic data was obtained from corpus entitled
'Gulf Arabic Conversational Telephone Speech, Transcripts' (Appen Pty Ltd, 2006).]8
This corpus contains a total of 526 files of transcribed natural unscripted telephone
conversations between native speakers of CGA. The colloquial Egyptiari Arabic data
was obtained from an LDC corpus that has the title ‘CALLHOME Egyptian Arabic
Transcripts’ (Gadalla et al., 1997)." This corpus contains a total of 120 files of

transcribed natural unscripted telephone conversations between native speakers of CEA.

The data analysed for the current study was extracted from the above described corpora
by using software called 'CLAN". It is designed specifically to analyse data transcribed
in the format of the Child Language Data Exchange (Mac Whinney, 2000). The

software allows a large number of automatic analyses to be performed on transcript

'® The LDC is an open consortium of several research supporting institutions that is hosted by the
University of Pennsylvania. It basically creates, collects and distributes speech and text databases,
lexicons, and other resources for research and development purposes.

"7 The LDC catalogue number for the Levantine corpus is (LDC2007T01).

'® The LDC catalogue number for the Gulf corpus is (LDC2006T15).

' The LDC catalogue number for the Egyptian corpus is (LDC97T19).
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data, such as frequency counts, word searches, co-occurrence analyses, interactional
analyses, etc. For the current study, one of CLAN applications for searching the data;
namely, "COMBO’, was given lists of key words, like common verbs, adverbs, etc., to
search for and extract the relevant data which provide instances of the syntactic aspects
under investigation. The following sections will tackle each syntactic aspect in all three
colloquial varieties of Arabic. Each section will first define how similar or different the
CA varieties are from MSA in relation to the syntactic aspects under study.?’ Then, they
will provide details of how CLAN was instructed to extract the relevant data, how the

data was analysed, and the results of the analysis.

1.1 Word Order

Like MSA, CA varieties allow all the permutations of the basic constituents of the
sentence; Subject, Verb, and Object, as long as the meaning is clear. One difference
between MSA and CA varicties, however, is that VSO is the common unmarked order
in the former whereas SVO is claimed to be the unmarked order in CA varieties
(Cuvalay-Haak, 1997:19). Unmarkedness of word order is defined by Fassi-Fehri's
(1993:19) as "the order found in so-called pragmatically neutral contexts, i.e. in
sentences which require fewer mechanisms of interpretation or derivation". Bakir
(1980:6) points out that if a certain order is marked the least, pragmatically and

syntactically, it should be used most frequently in that language or variety.

Moreover, as detailed in section 2.1.4 of the previous chapter, people like Brustad

(1991; 2000), Dahlgren (1998) and Owens et al. (2009), among others, claim that there

% See Section 2 of the previous chapter for description of MSA in relation to the syntactic aspects under
study.
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may be more than one common order in Arabic. They maintained that different contexts
and discourse types tend to determine which word order should be prominent.
Therefore, having all word order Qariations possible in both MSA and CA varieties with
the possibility that MSA is different from CA varieties in favouring particular orders in
certain contexts, it is pretty much possible too that each CA variety is distinct from
other varieties in this regard. This corpus based study aims to explore word order
variation in Colloquial Levantine Arabic, Colloquial Gulf Arabic, and Colloquial
Egyptian Arabic. If it turns out that each or some varieties have their distinct preference
for a particular order, these differences will be used as variables when testing MSA

spoken in those three Arabic regions.
1.1.1 Data Extraction & Coding

The data examined in this study was extracted from bigger corpora collected and
transcribed by the LDC. For all the CA varieties under study, an application called
‘COMBO’ was used to search for a list of common verbs and extract the relevant data
which contained sentences with those verbs. This list was developed as follows. The
LDC corpora of Levantine and Gulf Arabic each came with a file that lists all the
complete Arabic words used by the speakers in those telephone conversations. By going
through these two long lists, common verbs like ‘eat’, ‘drink’, ‘walk’, ‘talk’, ‘say’,
‘buy’, etc., that occurred in both corpora, and which are normally expected to appear in
everyday speech, were picked to create a list of 140 common verbs. The ‘CALLHOME’
corpus of Egyptian Arabic, on the other hand, did not contain such a file. Thus, the list
developed for the other two CA varieties was adapted for searching the CEA data. Some
verbs were modified where necessary to match the way they are used by Egyptians. An

example of this case is the verb  jaa ‘came-3ms’ from CGA data which appeared as
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W1?ijaa in CLA data and was modified to 4> gih in the list of verbs adapted for CEA.
The final list of verbs for searching CEA data was checked by a native speaker of
Egyptian Arabic to make sure that verbs are in the correct forms that would be used by

native Egyptians (see Appendix 1 for the complete lists of verbs).

In addition, the transcription of the data was in Arabic script, and because Arabic verbs
may be inflected with prefixes and/or suffixes to indicate person, gender and number,
verbs were prefixed and/or suffixed with a wildcard character (*), where applicable, to
instruct ‘COMBO’ to find all the possible forms.2' An example of these verbs is Jsi
2akal ‘ate-3ms’ from CGA data which may occur in different forms like 15iSi ?akal-aw
‘ate-3mp’, <<I 2akal-at ‘ate-3fs’, S| 2akal-an ‘ate-3fp’, JSL yaa-kil ‘eat-3ms’, OsiSu
yaa-kl-uwn ‘eat-3mp’, JSU taa-kil ‘eat-3fs’, and oS yaa-kl-in ‘eat-3fp’. It is sufﬂ;:ient
to give the searching application the verb *JSi* ?akal, prefixed and suffixed with a

wildcard, to find all these variant forms if they appeared in the data.

‘COMBO’ was instructed to search for sentences with these verbs in a 100 files of each
corpus. There was no specific reason behind choosing this particular number of files
except that it was available in all the three corpora. Each file contains one transcribed
unscripted conversation between native speakers of each variety of colloquial Arabic.
Although the number of conversations searched in each corpus was the same, the size of
each conversation may vary. The LDC reported that each speaker in CLA and CGA

data has contributed with an average of 5 to 6 minute speech. Assuming at least two

! Some verbs, like those which end with a long vowel, could not be suffixed or prefixed with a wildcard
because deriving the other forms of the verb would require changes on the stem of the verb. For example,
the final long vowel in 1= Sallaa ‘prayed-3ms’ needs to be deleted or changed in other inflected forms
of the verb like le Sall-at *prayed-3fs’ or i tSall-ii ‘pray-3fs’.
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speakers in each conversation, the average duration of each conversation may be 10 to
12 minute long. On the other hand, the duration of the recorded telephone conversations
in the ‘CALLHOME’ corpus was reported as variable with each lasting up to 30

minutes.

Furthermore, ‘COMBO’ was instructed to output all the result sentences in a context of
no less than 10 conversational turns before and after the sentence of interest. This was
instructed to control for the type of context within which the sentence of interest has
appeared. This also helped to find more sentences to analyse with verbs other than those

contained by the searching lists.

As Arabic, in general, is known as a pro-drop language, and because word order cannot
be defined if the subject is missing, only declarative sentences with overt subjects were
analysed and counted.? Similarly, sentences without verbs were not considered for the

same reason; word order cannot be defined if the verb is missing.?

2 Brustad (2000:318) considered sentences that have no overt subjects as sentences in a VSO order.
B According to Aoun et al. (2010), among many others, Arabic in general (standard and non-standard)
allowes present tense sentences to have predicates without verbs. Such a predicate could be a noun
phrase, an adjective phrase, or a prepositional phrase. The following MSA sentences from Aoun et al.
(2010:35-36) exemplify such sentences:
|
9umar-u mu9allim-un
Omar-nom teacher-nom
‘Omar is a teacher’
2. Sy
?al-bayt-u kabiir-un
the-house-nom big-nom
‘The house is big’
3. Sl e Sl
?al-kitaab-u 9alaa ?al-maktab-i
The-book-nom on the-desk-gen
‘The book is on the desk’.
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The output data was coded for word order and the type of context within which the
sentences appeared in the data. As suggested in the previous chapter (section 2.1.4),
type of context, among other factors, may have an impact on the choice of a certain
order. It was claimed in some works (e.g., Brustad, 1991; Dahlgren, 1998) that VSO, for
exarhple, is prominent in narrative contexts whereas SVO occurs more frequently in
conversational coneexts. Therefore, the data for this study was coded to indicate whether

the sentence in question occurs in conversational or narrative context as defined below.

The criterion followed to determine type of context is as follows. Bearing in mind that
the examined data represent transcribed telephone ‘conversations’, the default type of
the general discourse was considered conversational, which, according to Brustad

(1991:116), usually expresses social relations and personal attitudes. Narrative contexts
\

were determined when a sequence of events or actions were narrated about a constant
topic or incident by one speaker to another. To have an example, what follows is an
extract from a telephone conversation between two speakers of CLA who were talking
about their business and the market in general. The extract is divided into two parts: the

first part in (50) was considered conversational, and the second part in (51) was
considered narrative:**
50. Conversational Context:
B: ss s b gl Jand) Jany pe 48— Jaay pe 4 iny
‘Ok, how much does it make —~how much does the shop make in a month— you should calculate this way’
Ar dadecasll 38 60 i 0 ey e iadasasdt 358 - Ulae ey Bled 56 Ol O e (a Bl ing 3 Y 4

‘yah, no, now, yah now, since the beginning of the month till now, we made more than fifteen, yah in these
ten days more than fificen’

# Translation to English of this extract is mine.
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Az p sl Gy Gl paie £ e dandl S Janas w2 i 44

‘yah, last night, the average was sixteen hundreds a day’
B: ol s e gl 5yl

‘for ten days, ok this is excellent, umm’

Ac o i Gomann s Tanad g Dgany g il J 55 o) Ggudl e g

‘today, with the poor activity in the market, it went down to a fourteen hundreds and seventy five,
something like that’

B:

‘Umm’

B: Jbaa gla ‘

‘this is excellent’

A Lglaiy Laas Gused lag )b o Coesfld &l Jl iy a1 e il ol iy

‘OK, what is important is that we are done with Sunday, two days remaining till Wednesday comes, with
Thursday and Friday, which will make it up for me’

B: sl
‘Bravo’
A Al U1 1y o i sy T oL DN ot ) LYY i Jlals pe Wl e le e

‘you know, I am trying my best to make use of the coming three days so that they make up for the dead
days’

B: e b a1 agl

‘sure, sure, this is good’

Al |

‘yah’

B: by (SE y oS85 A gl Ay

‘Ok, may Allah give you more and help you’

In (50), speaker A and B are having a conversation about speaker A’s shop: speaker B
asked a question, speaker A gave a fairly long answer, and speaker B comes in every
 now and then with a comment about what speaker A says: a continuous interaction
between the speakers exists. When this conversation continued in (51) below, speaker A
started narrating the events of an incident that happened in his shop between him and a

customer who was asking for discounts:
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51. Narrative Context:
A;qu!(,\._Az....s;,.L..Lu_-..:I,QL.,.‘Ju\(...-.n‘j.so.u@ga,,)gugug\&msﬁ‘ﬂ*@

‘this is what our business is like, like today, a customer who came to me before the sale-- 1 stai'ted making
reductions five days ago, by the way, ok’

B:(J
‘Umm’
Al Ominny Laad g T Ll 0l e LS ¢ gl U8 (m b (ad aally

‘precisely, she came to me a week ago, she saw a piece (of clothes, probablyg,), I said to her (the price iss,)
a hundred and seventy five’

B: p‘

< k)

umm
A el gle il el 0 (e gion  S8 EO 35 a2 it S

‘She said when are you going to make price reductions, I said to her, two to three days yet then come back,
and she came back today’

A: Gupde s T W ggar JB ana ol g e G lm el Gally (e GlA iy T g T U pms S Ld 6 gl 4 s
pi gl il

‘She said to me, how much is this? I said this was a hundred and seventy five, but now with twenty percent
discount, it became a hundred and forty, she said, I want it for a hundred and twenty, and I said, ‘what*?’

B: g gla g
‘this this this...’

A peaii oy peaddl 2ay o

‘even after discount she wants to pay less!’

B: s

‘this...

A Gl Gpeais Y Al Ganialyy adeill el (g38 L B Aaally 0 5 e S0 U Capean Ly 30 a3 ) il

‘she said to me, why for that customer did you give more than twenty percent discount?, and I said, take
that piece and I will give you fifty percent’

B: 4y
‘really’
A: gl 03 s oo U daialy i gl Mae doiad ) o Lo Ul Zadall e Ul 20 d il i g Y 6

‘she said, no, I want this one, and I said to her, what?, it depends on what piece you take, I cannot press on
myself; if I give you more discount I will pay the difference from my own pocket, and she said, ok, pay’

Ar Ul laaitidy ity W3 Gl o plie abad il g (g i g Aga bl U S (ppn Jfy de 0 Ld Gl 0 0B L i iy Y
t¥

* said, really, she said, what?, I said, this is for a hundred and forty, she said, I will pay a hundred and
twenty and you pay twenty, then I said, you use it for one day and I use it for the other’

B;&IJ
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Creally’

A: (daa)

‘(laughter)’

B: Lnle gla 3 gl (o)

‘(laughter) nice, well said’

B:pylilypncd

‘One day for you and one day for me’

A Y\l o pde yn bl Jomaiz e Syl pals Jadicle § 5 56l JBaa o

‘seriously, at last she got upset and said to me, so you won’t make it for a hundred and twenty? And I said,

)

no
A gin O g gas Al padl (o 35 Gl any peadl 3na W e i i T Ul Qe il

‘I can’t, I gave it to you already discounted, and I can’t give you more discounts, I would pay from myr
pocket’

B: ﬂ\J
‘really’
Az gy Sal \d i} €2 Gala Ll Ja

“She said, ok thank you, and I said, you are welcome’

In (51), speaker A took the role of the narrator and speaker B turned to a listener with
minimal panif:ipation or addition to the content of the extract. All what has been said in
(51) was about a single incident that took place in speaker A’s shop. So, the context of
passages similar to this in which one speaker talks to the other about an incident or a
sequence of events or actions has been considered narrative when analysing the data;
otherwise the context would have been considered conversational. The following

section presents the results of data analysis for word order variation in CA varieties.

1.1.2 Results

The coded data contained a total of 712 CLA sentences; 823 CGA sentences; and 1096
CEA sentences, all in context. Table 1 below compares the frequency of using different
word orders in the three colloquial varieties under study; the frequency of using word

orders in separate contexts will be given thereafter. It is clearly indicated by the analysis
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of the data that the distribution of word order in all the colloquial varieties of Arabic

follows the same pattern when it comes to the general ranking of favourite orders. The

majority of the sentences in the data were in SVO order, with VSO coming second, and

VOS favoured the least. The other three variations of word order; OVS, SOV, and OSV,

were rarely used by the speakers of CLA and CGA, and never used by the CEA

speakers.
100% P
RISHNE Teltitite g
90% |YOS|:i 8t ;B8 5 85 oosv
80% 1vso- >>t136 k"111?}:
osSov
70%
60% BOVS
50% ]
° 1016
40% avos
1NN 614 1
SVO [l 487
30%
@vso
20% +
10% asvo
0% .
CLA CGA CEA
Word Order SVO VSO vos ovs sov osv
CA Varieties % % % % % %
CLA 68 19 1 0 0 0
CGA 75 13 11 1 0 0
CEA 93 5 2 0 0 0

Table 1 : The frequency of using different word orders in CA varieties

Although ranking of word orders appears to be the same in all the CA varieties, the

frequency of occurrence of these orders is found to be different when the CA varieties

are compared, especially in CEA (see Table 1 , above). Speakers of this variety used

SVO order in 1016 sentences which comprise 93% of the sentences found in the data.
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On the other hand, speakers of CGA and CLA varieties used this order in 614 and 487
sentences comprising 75% and 68% of the sentences found in the data of these varieties,
respectively. Furthermore, speakers of CEA seem to be different in using the other two
orders too. They used VSO order in 55 sentences which are only 5% of the data
compared to 13% (111) and 19% (136) in CGA and CLA, respectively. VOS order was
used equally in CGA and CLA in 11% of the time, whereas in CEA, it was used only in
2% of the sentences. Other orders were not used even once in CEA data, which may
indicate that this variety does not allow these orders, and were rarely used by the
speakers of the other two CA varieties: in CGA data, OVS was used in 5 sentences,
SOV in2,and OSV in 3 séntences; and in CLA data, OVS and SOV were used 3 times

and OSV was used twice.

The frequency data of using SVO and VSO in the three colloquial varieties were entered
into 3 Pearson Chi-Square tésts using IBM SPSS 19. The first test compared the
frequency of using these two word orders in CLA and CGA, and the test revealed a
significant difference, xz(l, N=1348) = 9.52, p = .002. The second test compared the
frequency of using these two orders in CLA and CEA, and again the difference was
significant, y*(1, N=1694) = 109.74, p = .001. The third test compared the frequency of

using these word orders in CGA and CEA, and the difference is significant, (1, N=

1796) = 53.36, p = .001.

As the source of the data was telephone conversations, most of the sentences were
produced in conversational discourse. Therefore, the results do not vary that much if

distribution of word order was considered in conversational contexts only. Table 2
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below compares the frequency of word order variation used in this context, Obviously,
the same ranking of favourite orders pertains: SVO comes out as the mbst common
order in the three CA varieties, followed by VSO, then VOS. When the CA varieties are
compared in terms of word order frequency in this particular type of context, the same
similarities and differences are sustained. Most of the CEA sentences were put in SVO
order (93%), with the rest being in VSO (5%) more than in VOS (2%), which
differentiate CEA from the other two CA varieties. On the other hand, CGA speakers
still use more SVO sentences (75%) and fewer VSO sentences (13%) than CLA

speakers; 70% and 18%, respectively. All the instances of other orders were found in

this type of discourse.
100% — pem— W
: iga 52 2
90% VOS{ 79 :f:;a.g:-. H oosv
T
80% %:'SG[ ;t 124 108
| asov
70% -
60% aovs
50%
[~ 953 [ {
40% avos
svoq [T 482 7 - 614 4
30%
BVvso
20%
10% @svo
0% ;
CLA CGA CEA
. Word Order SVO VSO vOS ovs ‘ Sov : osv
| CAVarieties N * % % %
CLA 70 18 11 0 0 0
CGA 75 13 11 1 0 0
CEA 83 5 2 0 0 0

Table 2 : The frequency of using different word orders in ‘Conversational Context’ in CA varieties
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In contrast, the distribution of word order in narrative contexts appears to reveal
interesting differences between the CA varieties. Unfortunately, though, the instances
found in this type of discourse are very few (89 sentences in total), and this is obviously
due to the type of data analysed.‘ Table 3 , below, shows the results of word order

distribution in this type of context.

100% ——p—r—r F "
[Fiigei - 33N
goo [VOSIE:Z:: 5 DoSV
[
80%
aosov
70%
80% Tyso1Re 12 , ; B ovSs
0,
0% J 63 1]
40% VoS
30% |-
avso
20%
svo{ 5 g
10% oSvo
0% > . B .
CLA CGA CEA
* Word Order ~ SVO VSO VOS ovs Sov osvV
'; CA Varieties % % % : % % %
CLA 26 63 T 0 0 0
CGA 0 100 0 0 0 0
CEA 94 4 o 0 0 0

Table 3 : The frequency of using different word orders in ‘Narrative Context’ in CA varieties

In the CGA data, only three sentences were found in this discourse type, and they all

were in VSO order. In the CLA data, the preference between SVO and VSO is reversed
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in this type of discourse; 5 sentences were in SVO order compared to 12 in VSO, with
VOS remaining the least favoured. In the CEA data, SVO continues to be the favourite
order despite changing discourse type. This order was used 63 times out of 67 (94%); 3
sentences were in VSO and one was in VOS. Noﬁe of the CA varieties' data contained

instances of the other three word orders in this type of discourse.

To summarize what has been presented so far, CEA was found to be distinct from the
other two CA varieties. In CEA, SVO is the most common order} and is used more than
90% of the time regardless of the type of the discourse. However, in CGA and CLA,
type of discourse seems to make a difference. SVO order is used the most in
conversational discourse, followed by VSO, then by VOS; whereas in narrative
discourse VSO becomes the most frequently used order, followed by SVO, then by
VOS. The ot};er three word orders were never or rarely used by the speakers of the three

colloquial varieties.

These differences found between colloquial varieties in terms of word order frequencies
will be taken as one of the variables when testing MSA. Existence of L1 influence
would be confirmed if these differences reflect on speakers’ selection of word orders
when speaking MSA. Egyptians, for example, are expected to use SVO most frequently
than the native speakers of the other colloquial varieties when they speak MSA. Having
determined the first syntactic variable for studying MSA, the following section will
compare 3™ person plural subject-verb agreement in the three colloquial varicties in an

attempt to find differences that are suitable to be taken as a second variable.
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1.2 Plural Subject-Verb Agreement

Like MSA, CA varieties exhibit full subject-verb agreement in person, gender, and
number when the subject is pre-verbal. Unlike MSA, however, CA varieties continue to
show the same type of agreement even when the subject is post-verbal (Ouhalla and

Shlonsky, 2002:13). Compare the following examples from the data examined for this

stu‘dy:25
VS Order
52, daga dla ja 5l jall 5 glas
tajaawaza ]-9iraagiyuwna marHalatan muhimmah (MSA)
passed-3ms  the-Iragis-3mp (a) stage important

“The Iraqi people overcame an important stage’

53, 25igli 1yl
Til9a-wu l-thnwud (CGA)
went out-3mp the-Indians-3mp

‘The Indians went out’

54. Ll palaala G gl | g o
9am l‘yij-wu l-su9wudiyiin maa ma9-hun flwus (CLA)
prog. come-3mp  the-Saudis-3mp Neg with-them money
‘The Saudis come with no money’

55. Al g e
fa qum bitwu9 I-Hay (CEA)
then came-3mp  those-3mp-for the-area
‘Then, those (engineers assigned) for the area came’

SV Order

56. 1 sheay (552 pdl
?as-suuriywuna waSal-wu (MSA)

the-Syrians-3mp arrived-3mp
‘The Syrians arrived’

% Transliteration, glosses, and translation to English of all examples taken from the data examined in this
study are mine. :
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57. Szl paf Gl 2y
7arba%ah $abaab ?axada-wu  l-kumbyuwtar
4 guys-3mp took-3mp the-computer
‘Four guys bought the computer’

58. Al @ild tslae elS
kil-hun 9iml-wu zat l-misklih
all of-them  did-3mp the-same the-problem
‘They all made the same trouble’

59,150 il dpans
rubQumiyyit nafar maat-wu
400 person died-3mp
“Four hundred persons died’

MSA and CA varieties exhibit different agreement patterns when the subject follows the
verb; the verb in MSA always takes the singular form regardless of the number feature
of the following subject, whereas in CA varieties, the verb takes the appropriate number
inflection which agrees with the number feature of the following subject when the
subject is human. ’i"his is evident by comparing the example in (52) from MSA with
examples (53)-(55) from different CA varieties. On the other hand, when the subject
precedes the verb, agreement in number is expected to appear in MSA and CA varieties
as the examples in (56)-(59) demonstrate. Furthermore, when the pre-verbal NP is non-
human, the verb takes the feminine singular form at all times in all the varieties of

Arabic, standard and non-standard (Moawad, 2006:42). The following are examples of

such cases taken from our data:

60. o4 3ia Sy ciliiad

7a-taHqiqaat bada?at  mundu ?ayaam

the-investigations-3mp started-3fs since days
‘The investigations started days ago’

108

(CGA)

(CLA)

(CEA)

(MSA)



Chapter 3: Methodology — Corpus Studies

61, Ao ot 1 ya LY
?%il-ayaam marrat ?ibsir9ah (CGA)
the-days-3mp passed-3fs  quickly
‘Days have gone by quickly’

62. e oy iy oY)
?il-ayaam bitfwut ?ibsur9ah (CEA)
the-days-3mp pass-3fs quickly
‘Days pass quickly’

63. Lalai Laslala JSLA
madaakil ~ hal-Hayat  maa btixlaS (CLA)
problems-3fp this-life Neg finish-3fs
“The problems of this life do not end’

One common feature between the subjects in these examples is that they all have non-
human referents. On the other hand, the subjects in examples (56)-(59) have human
referents; hence, the verb in those examples takes the plural inflection in agreement with
the plural feature of the subject. Therefore, CA varieties in general show similar
patterns of subject-verb agreement in SV order: only when the plural pre-verbal subject
has human reference, does it agree with the verb in number; but if it has non-human
reference, verb agreement in number with the plural form of the preceding subject is

lost in all the Arabic varieties; standard and non-standard.

Having described generally the common pattern for subject-verb agreement in CA
varieties in comparison to MSA, Brustad (1991) notes some exceptions to this
description in sentences with pre-verbal human collective nouns in some colloquial
varieties. As explained for MSA in section 2.1.3, when the order is SV with a pre-verbal
collective noun, some CA varieties allow the verb not to have plural agreement with the

subject (even when it has a human referent); plural agreement and singular agreement
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become available options. Compare the following two examples which Brustad
provided from Syrian Colloquial Arabic data:*®
64, dple Al ) Si%y (5 G 4
fii ya9ni naas bitfakkar ?inn-u $aGla 9aadiyya

there mean people think-3sf that-it thing normal
‘There are people who think that it is a normal thing’

05, A S g il (i G e
 ba%rif naas bisaafr-wu kil  sinih
(Dknow peopletravel-3pm  every year
‘I know people who travel every year’

(Brustad, 1991:31)

Brustad (1991:29), following Cowell (1964), argues that the 'singular agreement' option
becomes available only when the pre-verbal human collective has a general reference
rather than a heterogeneous or specific one. In example (64), the subject u<t naas
‘people’ refers to a homogeneous, generic, abstract group, thus, the following verb takes
the singular forrp. In contrast, the subject (+Y naas ‘people’ in (65) refers to people who
are known to tl;e speaker, and thus, the verb takes the plural form to agree with the
plural number of the members of that specific group. Regardless of whether this
explanation of the contrast between (64) and (65) is correct, the distinction in agreement
between collective versus non-collective plural subjects may not be present in other CA
varieties data.?’ Therefore, the data of all the CA varieties were examined for such a
distinction. Speakers of any variety which does not allow the 'no agreement' option with

pre-verbal collective nouns may continue to use only the ‘agreement’ option when

26 The transliteration of these examples and any others taken from external source is reformulated to
match the transliteration scheme followed in this work.

2 Based on the researcher’s native intuition, SVO sentences that start with a human collective noun and
have no plural agreement between the collective noun and the following verb are not possible in gulf
colloquial varieties of Arabic. This will be verified by the results of the current colloquial Arabic corpus
study.
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speaking MSA; thus, a difference of this type between the CA varieties is interesting to

look for.
1.2.1 Data Coding & Results

The data used to examine subject-verb agreement was the same data extracted to
examine word order variation. All the coded sentences in that data were with overt
subjects and verbs in various orders; nonverbal sentences and those with a null subject
were not included in the data. Having both subjects and verbs overt is important to
examiﬁe subject-verb agreement. These sentences were coded tb indicate the number

features of the subject, i.e., whether the subject was singular or plural.

For the purpose of examining subject-verb agreement, only sentences in SV order which
have 3™ person plural subjects were coded for such agreement since these are the only
ones where sugh variation could be theoretically possible. Unfortunately, because the
data under study is of a conversational type, most of the sentences had singular subjects -
in 1% or 2*d person; speakers in a telephone conversation usually talk to each other about
each other and rarely about a group of absent people. This made it difficult to find
instances with 3" person plural subjects, and therefore, the relevant tokens found in the
data were relatively few. The data contained a total of 34 relevant sentences in CLA, 57
in CGA, and 67 in CEA. Table 4 Bélow shows the general distribution of plural subject-
verb ‘agreement’ and ‘no agreement’ in these sentences, regardless of the type of the

subject (or the pre-verbal NP).
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Number Agreement?

YES 21(62%) 55(96%) ST(35%)

Table 4 «'The genersl distributionof plural sublect-verb agreement in CA varisties

As shown in Table 4 , it is confirmed that the verb does not have to agree with the
plural subject in SV‘ order. This is evident by having instances of SV sentences with no
agreement between the plural subject and the verb in all the CA varieties. However, it is
important to take into account the type of the sx%b}%:ci: to determine whether or not CA
varieties have different agreement patterns. Specifically, we need first to check whether
the subject in those sentences is human or non-human, and if it is of human reference,

whether it is a collective noun or not. All the sentences were re-checked for the type of

subject and these specific details. The results are shown in Table 5 below.

Agreement?
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Despite the small number of tokens, the results in Table 5 confirm that time verb does not
agree with a non-human plural subject in all the varieties. Also, all the varieties show
the same agreement pattern with plural pronouns: agreement always occurs in such a
case. However, the results indicate that only CEA aﬁd CLA allowed ‘no agreement’
with human plural subjects. In CEA, 5 instances of no agreement were with a subject of
human reference. All of these 5 instances have the word _-\ naas ‘péoplc’, which has a
collective meaning, as the subject of the sentence. Similarly in CLA, 6 sentences with a
plural human subject did not show subject-verb agreement. The subjects in these
sentences also denote collectivity. To have examples, the following two sentences
contain subjects that signify the collective meaning of people; o5 naas and ll= 9aalam.
The following examples are from CLA and CEA data:
66. —ilasy La (il
?in-naas hina bitxaaf (CEA)

The-people  here  be scared-3fs
‘People here get scared’

67. oS5 &1 IS Jlall
?il-9aalam  kullaha Saarat tibkii (CLA)
the-world all-of-it became-3fs  cry-3fs
‘All people started crying’

The same type of subject was also found in sentences with subject-verb agreement in all
the CA varieties. Compare the examples in (66) and (67) with the following ones from
the same CA varieties; CEA and CLA, respectively:

xud Huda ma9%-aak tishwuf ?in-naas wi n-naas yiswuf-wu-ha

take Huda with-you to see-3sf the-people and people see-3mp-her
‘Take Huda with you, so that she sees people and people see her’
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69. Lial Lo Jaa Ll Uil g 1y gl ol
?il-9aalam  iTawar-wu wi ?iHnaa lissa maHal maa ?iHnaa
the-world developed-3mp and we  still place where we
‘Other people have improved and we are still where we are’

Colloquial Gulf Arabic data also contained subjects of collective type. However, this
vbariety does not seem to differentiate between subjects denoting collectivity and those
WhiCi‘l denote individuation; all plural subjects of human reference were found agreeing
with the following‘ verb which has a plural inflection. The following examples are
sentences from CGA data which used the word <& naas as the subject:
70. 4dde (S lia I
?an-naas hina  bi-yiDHak-wun 9alayh

The-people  here  will-laugh-3mp on-him
‘People here will laugh at him’

71. aad U shail La Ll
?an-naas maa ?anTa-wu-na qamiiS
The-people Neg gave-3pm-us (a) shirt
“The people did not give us a shirt’

These two examples and others which have plural subjects denoting collectivity always
take verbs with plural inflections in CGA; the type of distinction found in CEA and

CLA was not found in CGA data.

To summarize, the agreement pattém was found to be the same in SV sentences in all
the Arabic varieties when the plural subject is inanimate or non-human: the verb usually
takes the singular form at all times. However, when the plural subject is of human
reference, CA varieties seem to have different agreement patterns. CEA and CLA
appear to differentiate between subjects with collective meaning from those with non-

collective meaning. Sentences with subjects of the latter type always have agreement,
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whereas sentences with subjects of the former type do not necessarily show subject-verb
agreement; the verb in such sentences may take a singular feminine form. CGA, on the
other hand, does not differentiate between subjects of human reference; all sentences

with subjects of this type show subject-verb agreement.

This, difference in verbal agreement witﬁ collective nouns in preverbal position will be
taken as a second variable for examining MSA. If L1 different grammars have an effect
on the way MSA grammar is represented by Arab speakers; CLA and CEA speakers
may be expected to continue following the same pattern of subject-verb agreement in
their L1 when speaking MSA. CGA speakers, on the other hand, may be expected not to
make distinctions between human subjects; they should show full agreement between
the verb and human subjects of all types. The following section will present analysis of
the data for the purpose of determining differences between the CA varieties in relation
to resumption in object relative clauses. If such differences exist, these will be used as a

third variable When examining MSA.

1.3 Resumption in Object Relative Clauses

The term 'Object relatives' here refers to restrictive definite relatives which are formed
by extraction from the direct object position. As has been explained before (chapter 2
section 2.3), MSA allows two strategies to form this type of relative: the resumption
strategy and the movement strategy; gaps alternate with resumptive pronouns to fill in
the extraction site. All the CA varieties under study use the resumption strategy to form
this type of relative, but they seem to differ in whether or not they allow gaps to fill in
the extraction site as well. Shlonsky (1992) pointed out that resumptive pronouns are
necessary for object relatives in Colloquial Palestinian Arabic to be grammatical; gaps

are not licit in this variety of Arabic. Similarly, Aoun et al. (2010) asserted that gaps are
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not allowed in object relatives in Colloquial Lebanese Arabic either. HoWéver, other CA
varieties are not like Palestinian or Lebanese Arabic; some colloquial varieties allow
gaps and resumptive pronouns alternately to fill in the extraction site in object relatives
(Alresaini, 2007).2® Therefore, the data of all the CA varieties were examined for
resumption in object relatives. The speakers of those varieties which use the resumption
strategy exclusively to form object relatives may continue to avoid relatives with gaps
in MSA. Thus, a difference of this type between the CA varieties is interesting to look

for.

1.3.1 Data & Results

The data examined for resumption were extracted by CLAN from the set of LDC
corpora described above. All the CA varieties form the definite restrictive relatives by
using one relativiser, and that is the word ! jlli ‘that’. Therefore, the relevant data was
extracted by instructing ‘COMBO?’ to search for sentences which contain this relativiser

in a 100 files of transcribed unscripted data of telephone conversations.

The output data contained a total of 271 relatives in CLA, 323 relatives in CGA, and
778 relatives in CEA of different extraction positions. This data was coded for the
grammatical position from which relativisation has taken place and whether or not the

relative clause contained a resumptive pronoun.

Out of the overall number of relatives found in the data, object relatives occurred 61

times in CLA, 74 times in CGA, and 314 times in CEA data. The following table shows

% Alresaini (2007) looked at resumption in relative clauses in Qassimi dialect (one of the local dialects in
Saudi Arabia) and pointed out that resumption is optional in object relatives.
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the distribution of resumptive pronouns in object relatives in the CA varieties under

study.

A Varieties

CLA
CGA 66 8

s 9

The results of this particular study are straightforward. Using resumptive pronouns
seems to be preferred in all the CA varieties when forming object relatives. However,
speakers of CGA did not use a resumptive pronoun in 8§ of the 74 object relatives they
produced. This indicates that having a gap replacing the resumptive pronoun is possible
and grammatical in this variety. On the other hand, speakers of CLA formed only two
object relatives without resumptive pronouns out of 61. In both instances, the position
where the resumptive pronoun should have occurred was at the end of the utterance. So,
it is very much possible that the speakers who formed these two relatives were
interrupted by the other participant in the conversation. Furthermore, Shionsky's (1992)
and Aoun et al.'s (2010) claims that colloquial Palestinian and Lebanese Arabic, which
are Levantine dialects, do not allow such relatives, would support the proposal that
these two relatives were not produced in their complete forms, but possibly something
prevented the speakers from completing their utterances; speech overlapping is a strong
possibility. In contrast to CGA and CLA, the results strongly suggest that CEA does not
allow gaps to replace resumptive pronouns; in all of the 314 instances of object

relatives, the speakers of this variety used resumptive pronouns only all the time.
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These results lead to the conclusion that the CA varieties differ in whefher they allow
gaps to replace resumptive pronouns in object relatives. A clear contrast is found
between CGA and CEA in relation to resumption in object relatives; resumptive
pronouns are crucial in the latter whereas they can be replaced by gaps in the former.
Since CGA allows gaps in such relatives, the speakers of this variety may not have a
problem with MSA relatives which are formed with gaps instead of resumptive
pronouns. On the other hand, speakers of CEA may consider MSA relatives of this type
as ungrammatical. Finally, CLA may be considered like CEA; speakers of this variety
may find object relatives with gaps ungrammatical. This is indicated by their tendency
to use resumptive pronouns in almost all the relatives they produced. Thus, these
differences will form the third variable when testing MSA grammar for L1 influence.
The following section will present analysis of the data in relation to placement of

adverbs in CA varieties.

1.4 Adverb;PIacement

The idea behind choosing the issue of adverb placement as a candidate to reveal
differences between the CA varieties is that placement of adverbs seems to be flexible
in all the varieties of Arabic including MSA. This means that it is possible that each
variety may have its distinct pattern of preferring one place over the others. The
speakers of those varieties may also continue to keep the same preference patterns when

speaking MSA.

Al-Shurafa's analysis (2005) of adverb placement in Colloquial Hijazi Arabic (one of
the CGA dialects), Palestinian Arabic (one of the CLA dialects), and MSA, restricts the
number of syntactic positions where adverbs can occur to four places depending on the

semantic function and scope of the adverb in use: those modifying the verb are adjoined
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to VP and those specifying the action of the whole sentence are adjoined to S
projection; adjunction in both cases can be to the right or the left side of the syntactic
projection. Al-Shurafa (2005:85) states that her analysis to a certain extent may explain
adverb placement in all varieties of Arabic .2° Therefore, the data of all the CA varieties
under study were analysed to determine if there is a certain pattern of placing adverbs in
each variety and if that péttem differs among these varieties. The speakers of these
variéties may keep their distinct patterns of preferring one or more particular positions

when speaking MSA.
1.4.1 Data Extraction & Coding

The data for this analysis was extracted from the LDC corpora by using CLAN. The
application ‘COMBO’ was given lists of common adverbs of manner, place, and time to
search for in the corpora. The long LDC lists of complete lexical words that were
actually used by speakers of CLA and CGA were checked and 50 adverbs were selected
to develop the ;ists for searching the data. Since ‘CALLHOME’ Egyptian corpus did
not come with a file that lists lexical items used by Egyptian, the same list developed
from the other two corpora was adapted to search the CEA data. However, some
adverbs were modified where necessary to match the way they are used by Egyptians.
An example of this case is the adverb of time s 2il-yuwm ‘today’ from CGA and
CLA data was modified to »2_}il 2in-nahaardah in the list of adverbs adapted for CEA.
Again, a native speaker of CEA was asked to check the final list of adverbs adopted for
searching CEA data to make sure that adverbs are in the correct form that would be used

by native Egyptians (see Appendix 2 for the complete lists of adverbs).

% See chapter 2 (section 2.2) for a background description of adverb placement in MSA and more details
about Al-Shurafa’s (2005) analysis of adverbs.
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‘COMBO’ was instructed to search for sentences which contain these adverbs in a 100
files of transcribed unscripted conversations in each corpus.’® The sentences in the
output data were coded for word order, adverb type, and place of adverb. Word order
was controlled for to see if the pattern of placement changes when the word order of the
sentence is changed. Similarly, the type of adverb was coded for to check if certain
types of adverbs are preferred in certain places. The place of the adverb was determined
accérding to its function and scope in the sentence. To clarify this further, if the adverb
modifies the whole sentence (S-adverb) and occurred at the beginning of the sentence,
\that place is classified as 'pre-sentential'. If the adverb specifies the action of the whole
" sentence (S-adverb) and occurred at the end of the sentence, that place is classified as
'post-sentential'. The following two sentences from CGA data exemplify these two
situations, respectively:

72. Pre-sentential:

Caite Ul Sal i
?aSlaan ?anaa mitant
basically I gained weight
‘Basically, I gained weight’
- S-adverbs
73. Post-sentential:
dal e g ke Ul
?7anaa maa zirta-haa SaraaHah
I Neg Vvisited-her frankly .

‘Frankly, I didn’t visit her’

The adverbs in these two sentences did not modify the action of ‘gaining weight’ or
‘visiting®, but their scope was wider to modify the whole sentence. Such S-adverbs are
assumed to be adjoined to the highest projection of the structure; either to its left side, as
in (72), and hence, that position is called ‘pre-sentential’; or to its right side, as in (73),

and hence, that position is called ‘post-sentential’. However, if the adverb modifies the

30 Again, this particular number of files was not determined for a particular reason, except that it is
available in all three corpora from which the data is extracted.
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verb of the sentence (VP-adverb) and occurred before it, that place is called 'pre-verbal'.
Adverbs of this type can come at the beginning of the sentence in cases where the order
is VS, and between the subject and the verb if the order is SV. Finally, if the adverb is
placed after the verb and it is of the verb-modifying type, that place is referred to as
'post-verbal'. These adverbs can come following the verb or at the end of the sentence.
Th¢ following sentences are examples of these situations from CLA data:

74. Pre-verbal:

a. Cadly ol e iS22
diGrii  rkiDit 9a l-baab u fataHit
directly ran-1s to the-door and opened-1s
‘I ran directly to the door and opened it’

b. el Gy 3 U
7anaa ktiir bHib l-sinamaa
I alot like the-cinema
‘] like the cinema a lot’
L VP-adverbs
75. Post-verbal:

c. 'alall pullly 528 8y
bti9rif-iy ktiir bi-I-libs I-Hiluw
(you) know-2fs a lot on-the-clothing the-nice
“You know a lot about nice clothing’

d. A& e i el
2isi9ir biyinzil bsir9ah
the-price drop quickly
‘The price drops quickly’

The scope of adverbs in (74) and (75) is limited to modifying the verb. In (74), the
advcrbs & diGrii “‘directly’ and S ktiir ‘a lot” modify the manner of ‘running’ and
degree of ‘liking’. Similarly, in (75), _<€ ktiir ‘a lot’ and 4= = bsir9ah ‘quickly’ modify
the degree of ‘knowing’ and manner of ‘dropping’. These VP-adverbs are assumed to be
adjoined to VP; either to its left side, as in (74), and hence, that position is called ‘pre-

verbal’; or to its right side, as in (75), and hence, that position is called ‘post-verbal’.
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The pre-verbal adverb in (74a) occurred initially because the sentence has a null subject,
whereas in (74b), it occurred between the pre-verbal NP and the verb. In (75a), the post-

verbal adverb occurred following the verb, whereas in (75b), it occurred finally.

1.4.2 Results

The data examined for adverb placement contained a total of 127 sentences in CLA, 210
in CGA, and 275 sentences in CEA. Table 7 below compares the general distribution of
adverbs in four possible places in each CA variety: pre-sentential, pre-verbal, post-
verbal, and post-sentential positions; distribution of adverb placement in sentences with

different word orders will be given thereafter.

Post-sentential |

Post-verbal

Pre-sentential

CA Varieties
CGA 28 28 7 348
¢kA 18 4 . & 43

Table 7 : The general distribution of adverb placement in CA varieties

All the CA varieties seem to show similar patterns when it comes to favouring one place

over the others. In all the CA varieties, the post-sentential position is the most favoured
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place followed by the pre-sentential position. However, the distribution of adverbs in
pre-verbal and post-verbal positions is slightly different in CA varieties. In CLA, 34%
of adverbs occurred in post-sentential position and 28% in pre-sentential position. In
fhis variety, post-verbal is preferred more than pre-verbal; 23% of adverbs occurred in
the former and only 15% occurred in the latter position. CGA is like CLA in favouring
post-sentential followed by pre-sentential places for positioning adverbs; 39% of
adverbs occurred post-sententially and 28% appeared pre-sententially. Unlike CLA,
though, more adverbs in CGA appeared in pre-verbal (26%) than in post-verbal places
(7%). In CEA, about half of the adverbs (48%) occupied post-séntential positions; the

rest of the adverbs were distributed almost equally amongst the remaining three places.

The results of considering adverbs in SV sentences exclusively also failed to reveal
clear patterns which differentiate between CA varieties. Table 8 , below, shows the
distribution of adverbs in SV sentences in each CA variety. The post-sentential position
is still the most favoured place for adverbs in all the varieties. 49% of adverbs in CEA
appeared in this position which also was filled by 39% of adverbs in CGA and 38% of
adverbs in CLA. However, the rest of adverbs were distributed almost equally amongst
the remaining places. CLA had 40% of its adyerbs divided equally between pre-
sentential and post-verbal positions and 22% were placed in pre-verbal positions. CEA
is not that different from CLA. 19% of adverbs in this variety were placed in pre-verbal,
17% in post-verbal and 16% in pre-sentential positions. In contrast, few adverbs in
CGA were placed in post-verbal position (3%); the rest were placed in pre-verbal (31%)

and pre-sentential (27%) positions.
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m Post-sentential

0%
69% mPost-verbal
o
& Pre-verbal §

mPre-sentential

CEA 2 ‘ 31 a ; 39 ’
kA B8 5 . 7z e

Table § : The distribution of adverh placement in CA varieties when the sentence order js 5V

The distribution of adverbs is quite different in VS sentences from that in SV sentences,
yet, CA varieties still show similar patterns. In general, all the CA varieties have fewer
or no adverbs in pre-verbal positions, few adverbs in post-verbal positions, with the
majority divided between pre-sentential and post-sentential positions (see Table 9

below). In CLA, more adverbs were placed pre-sententially (42%) and two adverbs only
were placed pre-verbally; post-verbal and post-sentential positions shared the rest of
adverbs equally. In CEA, VS sentences which contain adverbs are quite few. All
adverbs in VS sentences were placed pre-sententially (8 adverbs) or post-sententially (6
adverbs) except for one adverb which was placed post-verbally; the speakers of CEA
did not use the pre-verbal position when the order was VS. In CGA, the speakers placed
17 adverbs post-sententially, 15 pre-sententially, 9 post-verbally, with only 1 adverb in

pre-verbal position.
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mPost-sentential

.

mPostverbal

1 Pre-verbal

i Pre-sentential

CA Varieties
CGA 38 2 21 41

Table 9 The ﬁmﬂmﬁm of sdwerb placement in CA varieties when the sentence order is V5

The data also were examined for whether certain types of adverbs are placed in certain
places and whether that would reveal differences between the CA varieties. In general,
the results do not show clear different patterns of distribution in the CA varieties
examined (see Figures 1-3 below). Temporal adverbs were found everywhere in all the
varieties with more adverbs occurring pre-sententially in CLA and CGA and post-
sententially in CEA. Adverbs of place clearly prefer post-sentential positions in all the
CA varieties. Finally, adverbs of manner occurred in all the possible places with slightly
greater numbers in post-verbal positions in CLA and CEA and in post-sentential

positions in CGA.
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To sum up, the data was analysed to determine if there is a certain péittem of placing
adverbs in each CA variety. The frequency of occurrence in four possible places was
examined in each variety. Unfortunately, the results did not reveal important differences
based on which the CA varieties can be distinguished from each other. The general
distribution of adverbs was similar iﬁ all the varieties. Examining SV and VS sentences
separately did not help to reveal clear different patterns of placirig adverbs in these
varieties. Furthermore, the results of examining the distribution of certain types of
adverbs and their preference for certain places also. failed to differentiate between the
CA varieties. Although the results of placing adverbs are not exacﬂy the same across the
CA varieties, the differences found are not enough to show different pa&ems which can
be taken as variables when testing MSA data. Thus, the issue of adverb placement will
not be taken as a variable when testing MSA and will not be discussed any further in

this thesis.

1.5 Conclysion

This section presented a corpus based study which compared four syntactic aspects in
CLA, CGA, and CEA. The main purpose of conducting this study was to find
grammatical differences between the CA varieties which could be used as variables
when testing MSA end-state grammar. This is to test whether or not the grammatical
features of the unequivocally L1s (the CA varieties) have an impact on the grammar of

MSA that is produced by native speakers of different CA varieties.

The syntactic aspects which this study investigated were word order, 3™ person plural
subject-verb agreement, resumption in object relatives, and adverb placement. These
particular issues were chosen to be studied as they were thought of as good candidates
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to reveal grammatical differences of the type which is not salient”enough for the

speakers to avoid when speaking MSA.

Word order was chosen to be studied to test if speakers of different CA varieties follow
different patterns of preferring certain orders. Because all possible word orders in CA
varieties are allowed in MSA, speakers of CA varieties may continue using their native
patterns when speaking MSA. The results of this study showed that CEA has a distinct
pattern from the other two CA varieties. The speakers of CEA were found to use SVO
persistently regardless of discourse type. In contrast, word order pattern in CLA and
CGA was found sensitive to discourse type despite the few instances of narrative
context. The speakers of these two varieties tended to use SVO more than VSO in
conversational discourse, whereas in narrative discourse, VSO became the common
order. This means that if speakers use MSA as a second language that is influenced by
the L1, we can expect at least the speakers of CEA to use SVO most frequently than the

speakers of the other two varieties when they speak MSA.

The results of studying 3™ person plural subject-verb agreement in SV order also
indicated that CA varieties are different in this regard when the subject has a human
referent. CLA and CEA were found to differentiate between collective and non-
collective plural subjects; sentences with subjects of the latter type were found to have
agreement all the time, whereas sentences with collective plural subjects did not
necessarily show subject-verb agreement in SV order; the verb in such sentences may
take the singular feminine inflection regardless of the plural feature of the subject. In

contrast, CGA did not show this kind of distinction between plural subjects of human
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reference; all the sentences with this type of subjects were found showing full subject-
verb agreement. This leads us to conclude that if L1 influence exists in MSA
acquisition, the speakers of CLA and CEA may be expected to continue producing SV
sentences of the type specified above with no subject-verb agreement; whereas CGA
speakers may reject sentences with no agreement between the collective sui)ject and the

verb.

By studying resumption in object relatives, a clear contrast was found between CGA
and CEA. Resumption was found to be crucial in CEA whereas it can be forsaken in
CGA. Since CGA allows gaps in such relatives, the speakers of this variety will not
have a problem with MSA relatives which are formed with gaps instead of resumptive
pronouns. On the other hand, speakers of CEA can be expected to mistakenly consider
MSA relatives of this type as ungrammatical. Finally, CLA may be considered like
CEA; speakers of this variety may find object relatives with gaps ungrammatical. This
is indicated by their tendency to use resumptive pronouns in almost all the relatives they

produced.

Finally, the results of examining adverb placement failed to reveal clear different
patterns across the CA varieties. Although some differences were noted between the CA
varieties, these differences were not enough to declare distinct patterns which can be

taken as variables when testing MSA data.
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2 Modern Standard Arabic Corpus Study

The previous section presented a corpus based study of four syntactic aspects in three
CA varieties. The results of that study showed some differences between the CA
varieties in word order, 3" person plural subject-verb agreement in SV order, and in
resumption in object relatives. Studying word order led to discover that CEA is different
from. the other two CA varieties. In CEA, SVO was found, being used dominantly
regardless of the context type. This made CEA distinct from CLA and CGA which were
found sensitive to the type of discourse. In these two CA varieties, SVO was used
dominantly in conversational discourse, whereas in narrative discourse, VSO was used

more than SVO.

Furthermore, these three CA varieties were found to show different patterns of 3™
person plural subject-verb agreement in SV order, especially when the subject has a
human referer:t. CGA did not differentiate between plural subjects with human
reference; all were found to agree with the following verb in number at all times. CLA
and CEA, on the other hand, allowed the ‘no agreement’ option to occur when such

subjects denoted collectivity.

Studying resumption in object relatives also revealed differences between the CA
varieties. The results of analysing the data showed that resumption is optional in CGA
and obligatory in CEA; the results of CLA were disputable. Finally, adverb placement

did not reveal any clear distinct patterns followed by the three CA varieties, and hence,
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it was decided that this aspect of the grammar will not be taken as a variable for

studying MSA.

This section will present another corpus based study. This study investigated the same
syntactic issues but in MSA data. The data was produced in three regions of the Arab
world: Levantine countries, Gulf Countries, and Egypt. MSA spoken in these three
regions will be referred to here as Standard Levantine Arabic (SLA), Standard Gulf
Arabic Y(SGA), and Standard Egyptian Arabic (SEA), respectively. The aim of this study
is to test whether the differences found between the CA varieties also exist to
differentiate grammatical representation(s) of MSA across these regions. If such a
finding is reached, this indicates that MSA grammar is influenced by the speakers’ L1

grammar which leads to the conclusion that the grammar of the standard variety is of an

L2 type.

2.1 MSA Data & Data Coding

The data examined in this study were obtained from two sets of corpora which were
also developed by the Linguistic Data Consortium (LDC). The first set has the LDC title
‘GALE Phase 1 Arabic Broadcast News Parallel Text- Part 1’ (Ma and Zakhary,
2007).%! These corpora contain speech transcripts of 17 hours of Arabic broadcast news
selected from six different sourcés. The sources include Al-Hurra, Voice of America,
Dubai TV, Nile TV, and Lebanese Broadcast. The second set of corpora has the title
‘GALE Phase 1 Arabic Broadcast News Parallel Text- Part 2° (Ma and Zakhary,.

2008).3 These corpora contain 10.7 hours of speech transcripts of broadcast news taken

*! The LDC catalogue number for this set of corpora is (LDC2007T24).
32 The LDC catalogue number for this set of corpora is (LDC2008T09).
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from a variety of sources. These include Radio Sawa, Voice of America, Dubai TV, and

Nile TV.

The data examined in the current study were a part of the above described corpora. Only
data pbtained from Dubai TV, Nile TV, and Lebanese Broadcast were included in this
study to represent SGA, SEA, and SLA, respectively; data from the other sources were
excluded because they were not related to any of the regions under study. Dubai TV
data contained speech transcripts of 3.9 hours of news broadcasting which were
recorded in 2005. Similarly, Lebanese Broadcast data were recorded in 2005, and
contained a total of 2.0 hours of transcribed speech. The data obtained from Nile TV
were recorded in 2000 and contained speech transcripts of 1.1 hours of news

broadcasting.

Because the relevant data were not as much as that examined for CA varieties, CLAN
was not needed for extraction this time; all the data in hand was coded for the syntactic
issues under investigation. Coding for word order and agreement, however, excluded
sentences with dropped subjects or those without verbs. As in the colloquial corpus
study, only sentences with verbs and overt subjects were coded in this study for word
order, type of context, and whether the subject is singular or plural. Sentences in SV

order with plural subjects were coded for subject-verb agreement.

The criterion for coding the context was as follows. Since the data was transcripts of

broadcast news which evidently involve narration of events and stories, the general
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discourse type was considered to be narrative. Conversational contexts were determined
when the presenter hosts a guest to discuss with some of the current events or situations.
These contexts were easy to notice plus that they were clearly marked in the

transcription.

All definite relative clauses were analysed and coded for the grammatical position from
which relativisation has taken place and for whether or not these relatives contained

resumptive pronouns.

2.2 Results

2.2.1 Word Order

The coded data contained a total of 172 sentences in SLA, 387 sentences in SGA, and
197 sentences in SEA, all in context. Table 10 below compares the general distribution
of word order ‘in the three Standard Arabic (SA) varieties under study; distribution of
word order in different contexts will be given thereafter. Based on the analysed data,
VSO is the most frequently used order in SLA and SEA. The speakers of these two
varieties used this order respectively in 63% and 72% of the sentences which appeared
iﬁ the data under study. SVO came in the second rank in terms of fréquency; it was used
in 33% of SLA sentences and in 24% of SEA sentences. In contrast, SVO appeared
more than the other orders in the data of SGA; the speakers of thié variety used this
order in 205 sentences which comprise 53% of the data. VSO came in the second rank
and was used in 40% of the total number of SGA sentences. VOS was the least favoured
in all the three SA varieties. The speakers of SLA and SEA used this order in 7

sentences only, which comprise 4% of the data. Speakers of SGA used this order in 28
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sentences comprising 7% of the data. The other three variations of word order; i.e.,

OVS, SOV, and OSV, were not used in this data.

BA Varieties
. sAa 6
SCA -
Tabie 10 1 The frequency of using different word orders in 5A varieties

Recalling the fact that the data studied here is taken from news broadcast, most of the
sentences occurred in narrative discourse. Therefore, the results did not vary that much
when the frequency of word orders was considered in narrative discourse only (see
Table 11 below). VSO is still dominantly used by the speakers of SLA and SEA,
followed by SVO, then VOS. The speakers of SLA and SEA used VSO in 64% and
72%: SVO in 32% and 24%; and VOS in 4% of the analysed sentences, respectively.
SGA is still different when the narrative discourse was analysed separately; the speakers
of this variety preferred using SVO in 51% of the analysed sentences; VSO was used in

41% and VOS in 7% of the relevant data.
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SA Varieties
sea o1 42 =/ @ 0 0

Table 13 : The frequency of using ditferent word orders in "Narrative Context’ in SA varieties

In contrast, very few sentences were found in conversational discourse (see Table 12

below). This is obviously due to the type of the analysed data. Only 4 sentences were
found in such contexts in SLA; three of which were in SVO order and the remaining
one was in VOS order. The data of SGA contained 25 sentences in this type of
discourse, The speakers of this variety used SVO in 21 sentences; VSO and VOS were
used in two sentences each. Finally, the data of SEA contained no instances at all of this

type of discourse.
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SA Varioties
_851A

Table 12 : The frequency of using different word orders In "Conversational Context’ in 5A varieties

2.2.2 Plural Subject-Verb Agreement

The analysed data of all the SA varieties contained only 65 sentences in SV order
which have 3 person plural subjects. Only 2 of these sentences were found in SLA

data, 11 in SEA data, and 52 in SGA data. Table 13 below compares the SA varieties in

relation to subject-verb plural agreement in such sentences.

. Subject Type Human Human Non-Human |

Non-human |

i e

SEA

s B

i i A A A T S

Table 13: %&&w&b pld;’;i :xgmamam in vagt;}ammé; in Sh vmeﬂ:im

136



Chapter 3: Methodology — Corpus Studies

Based on theée results, one common pattern of subject-verb agreement appears to be
that whenever the pre-verbal plural subject has a human referent, it agrees with the
following verb in number, and vice versa. This is not surprising for SGA speakers; they
followed the same pattern when speaking their colloquial va.riety. Howéver, as it was
shown in section 1.2.1 of this chapter, the spéakers from Egypt and the Levantine
countries allowed some plural subjects of human reference not to agree with the
following verb when they were speaking their colloquial varieties, especially subjects
which denote collectivity. Unfortunately, the MSA data produced by such speakers did
not contain such subjects to check if the ‘no agreement” option is still available. The
data of SEA contained only 4 sentences with human subjects, and none of these subjects
denoted collectivity. The data of SLA did not contain sentences with plural human
subjects. Finaliy, there were 3 sentences in the data of SGA which have human subjects
denoting collectivity; all of which agreed with the following verb in number. To have an

\
example, one of these sentences is the following:

76. il 5 il ¢ sl el i
?as-sunnat-u  1-9arab sa-yu$akil-uwna daa?irat-a l-quDbaan
the-Sunni-nom the-Arab will-form-3mp circle-acc the-bars
‘The Sunni Arabs will form the circle of bars (to prevent going over the limit)’

2.2.3 Resumption in Object Relative Clauses

The data examined for resumption contained a total of 115 relative clauses in SLA, 235 -
relatives in SGA, and 92 relatives in SEA of different extraction positions. This data
was coded for the grammatical position from which relativisation has taken place and
whether or not these relatives contained a resumptive pronoun. Object relatives occurred -

34 times in the data of SLA, 64 times in the data of SGA, and 29 times in the data of
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SEA. The following table compares the SA varieties in terms of whether object relatives

contained resumptive pronouns.

SA Varieties

Table 14 : the distribution of resumption in object relatives in SA varieties

The results in Table 14 show that resumptive pronouns were generally preferred over
gaps in object relatives in all SA varieties under study. Speakers of SLA used a gap in 4
object relatives out of 34 whereas speakers of SGA used gaps only twice out of 64
tokens. The most interesting result here is that Egyptian speakers of MSA continued to
use resumptive pronouns in all of the 29 object relatives they produced; they never used
a gap despite the fact that, as detailed in chapter 2, section 2.3, MSA grammar allows
them in object relative. However, ideally more instances of object relatives in SEA are

needed to confirm that this is dueto L1 influence.
2.3 Discussion & Conclusion

The analysis of the current data of the MSA corpus study does not seem to provide
clear-cut findings about whether the speakers of Standard Arabic (SA) varieties
represent different grammars of MSA due to the grammatical differences between the
CA varieties they speak as L1s. This is because of some limitations that are related to

the type and amount of the examined data. This section will first discuss the results of
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the MSA corpus study (presented in section 2 of this chapter) in light of the findings of
the colloquial corpus study (presented in section 1), and present the limitations of the

MSA corpus study.

.The results of examining word order in the colloquial corpus study indicated that the
speakers of CGA generally used SVO order more than VSO or VOS. They used SVO in

75% of the sentences they produced in conversational contexts whereas only 3
sentences were found in narrative context and they were all in VSO order. The speakers
of this variety apparently continued to favour SVO over the other two orders when they
spoke MSA despite the fact that VSO has been claimed to be the common unmarked
order in MSA (see chapter 2, section 2.1.1). The current analysis of MSA corpus data
showed that more than half of the sentences in the SGA data were in SVO order
regardless of type of discourse. This may be taken to suggest that the grammar of MSA

represented by the speakers of L1 CGA is influenced by the grammar of CGA.

Like CGA, CLA speakers used SVO order to form most of the sentences in their
colloquial variety. However, they used VSO order in 12 sentences out of 19 which
occurred in narrative context. In contrast, the results of the current analysis of MSA
corpus data showed that the SLA speakers preferred VSO more than the other two
orders. This order was used generally in 63% of the sentences that appeared in the data
énd in 64% of the sentences which occurred in narrative di_scourse. SVO, on the other
hand, was used to form 3 sentences -éut of 4 that were found in conversational
discourse; the remaining one was in VOS order. The contrast between preferring SVO

when speaking the colloquial variety and VSO when speaking the standard can be
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explained by the different types of data examined in each study. The colloquial data was
taken from telephone conversations whereas the MSA data was taken from news
broadcast in which narrative discourse is dominant. It is conceivable that the speakers of
Levantine varieties of colloquial and standard Arabic prefer‘_SVO in conversational
-discourse and VSO in narrative discourse regardless of whether they are speaking
colloquial or ‘standard Arabic, and hence, such a contrast emerged. However, this
possibility cannot be conclusive without examining more conversational data in SLA to
see if its speakers prefer SVO in that type of discourse too. Otherwise, these speakers
might have preferred VSO due to the fact that it is the common unmarked order in MSA

regardless of their L1 colloquial preferences.

The data from Egyptian varieties of Arabic, standard and colloquial, presented a clear
contrast in“terms of word order selection. SVO was dominantly used in CEA data in
both types of discourse. However, VSO order appeared more frequently (72%) than the
other two orders in the data of SEA which was all narrative in nature. This may suggest
that MSA grammar that is represented by the Egyptian speakers has its own word order

* preferences and is not influenced by the grammar of the colloquial Egyptian variety.

Studying 3™ person plural subject-verb agreement was not successful in revealing.
differences in how MSA grammar is represented by speakers of different CA varieties.
According to the results of analysing colloquial Arabic data, all the varieties follow the
same pattern of plural subject-verb agreement: if the subject has a human reférent, it
agrees with the following verb and vice versa. The exception from this was noted in

CLA and CEA data: when the subject has a human referent and denotes collectivity, it
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may fail to agree with the following verb. Unfortunately, the data of SLA and SEA in
the MSA corpus study simply did not contain sentences with subjects of this type to
check if the ‘no agreement’ option was made available in MSA by the speakers of these

two varieties due to L1 influence.

The results of analysing the data for resumption were straightforward and easy to
interpret. As detailed in chapter 2, section 2.3, MSA in general was described as
allowing both resumptive pronouns as well as gaps to fill in the extraction site in object
relatives (e.g., Aoun et al., 2010). The speakers of the gulf varieties of Arabic exhibited
this optionality of ‘resumption’ and ‘no resumption’ in both CGA and SGA with a clear
preference for using resumptive pronouns. Similarly, the speakers of the Levantine
varieties also allowed gaps to replace resumptive pronouns in some object relatives in
both CLA and SLA. There were only 2 relatives with gaps out of 61 in CLA and those
were disputable, whéreas in SLA, the data contained 4 object relatives with gaps out of
34. Egyptian speakers, on the other hand, did not allow gaps to replace resumptive
pronouns even once in all of the 314 object relatives in CEA and the 29 object relatives
“in SEA. This may suggest that the grammar of MSA represented by these speakers may
have been influenced by the grammar of CEA when it comes to resumption in object

relatives.

Ultimately, the findings of the MSA corpus study cannot be taken as final and
conclusive due to certain limitations. These limitations include that the amount of data
analysed in this study is small compared to that examined in the colloquial corpus study

to define the variables. In the MSA corpus study, the data contained, for example, a
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total of about 756 relevant sentences which were examined for word order and
agreement. There is a big difference between this number and the 2631 sentences which
were examined in the colloquial corpus study. Consequently, this had an impact on, for
example, finding the relevant data for testing 3" person plural spbject—verb agreement in
- MSA. While it was possible to find about 101 sentences suitable for testing agreement
in CLA and CEA data, only 13 sentences of such type were tested in SLA and SEA
data, and none of these had a plural human subject denoting collectivity. This limitation
of small amount of data in the MSA corpus study could not be avoided by the attempt to
combine data from two sets of corpora; the relevant tokens were few despite the fact

that all the available data was analysed.

Another limitation of the MSA corpus study which entailed few numbers of relevant
comparable tokens is the source of the data. The data of this study was transcripts of
broadcast news which evidently involved narration of events and stories. This data is
different in nature from the data examined for determining the variables of the study;
the colloquial data involved transcripts of telephone conversations. As the type of
* discourse is important in examining word order, for example, this difference had a great
impact on the number of comparable sentences in each data. While most of the
sentences in the colloquial data occurred in conversational discourse (about 2,524
sentences), only 29 sentences were found in such discourse in the standard data. Also,
despite the small amount of standard data in general, it contained far more sentences in
narrative discourse than the colloquial data; 727 and 89 sentences, respectively. This
limitation could not be avoided due to the fact that MSA is not often used in
conversations or in natural speaking situations like telephone calls, and, thus, it was

difficult to find MSA data of this type.
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Other limitations of the MSA corpus study are related to the validity of the examined
standard data. These include the possibility that news data are carefully written in
advance and probably checked more than once before being broadcasted. This, in fact,
eliminates that chance that the data can be considered as natural data, based on which
one can deﬁn‘e the gaﬁmatical representation of MSA. In addition, obtaining data from
an Egyptian channel like Nile TV, for example, does not necessarily mean that the
presenter of the news broadcasted in that channel is Egyptian; it is possible that the
channel has employed somebody from Lebanon, for instance, to read the news.
Furthermore, the presenter may not necessarily be the author of the data he/she presents;
the news may have been written by another person from a different region. These
possibilities together shed doubts on the origin of the examined data in the MSA corpus
study; what has been considered as SEA may have been produced by a non-Egyptian

b

speaker.

These limitations will be overcome in the following more controlled experimental study
which will provide specific information about the speakers and test exactly the relevant
variables. The experimental étudy will form a key component of this thesis and the

methodology of which will be presented in the following chapter.
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Methodology: Experimental Study

The primary goal of this experimental study was to test the research questions that relate
to the effect of the colloquial varieties and different ages of first exposure on the
ultimate attainment of MSA in the Arab world as stated in Chapter 1. Separate
instruments to measure the effect of these variables were utilized to this end. The
methodology employed to test the research questions is presented in this chapter. The
chapter is organized into four sections: (1) participants of the study, (2) tasks of the

study, (3) data collection, and (4) data analysis.

1 Participants of the Study

This study is intended to compare two subsets of the populatien of MSA speakers; those
who began being exposed to MSA as earIy as at the age of 2 up to the age of 6 in
‘nurseries and kindergartens, and those who started being exposed to MSA at the age of
6 in normal primary schools. Age of starting school was used to indicate age of first
exposure to MSA as usage of MSA is almost limited to schooling environment in the
Arabic speaking countries (see Chapter 1 for more details of using MSA in the Arabic-
speaking countries). All the participants were native speakers of one of the colloquial
varieties which were examined in chapter 3; Colloquial Levantine Arabic (CLA),
Colloquial Gulf Arabic (CGA), and Colloquial Egyptian Arabic (CEA). Also, all the
participants were exposed to MSA for at least 5 years to ensure that we are testing the

end-state grammar. This criterion of requiring a minimum 5 years of immersion in the
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target language to ensure testing the end-state grammar has been commonly adopted by
researchers in the field (e.g., Patkowski, 1980; Johnson and Newport, 1989; Johnson,

1992; Shim, 1993).

The sample recruited for this study was comprised of 147 participants. The participants'
age ranged between 12;0 and 18;9, with an average of 14;6. The participants were first
divided into two main groups depending on their age of first exposure to MSA. Group 1
included 60 participants whose first exposure to MSA was before the age of 6. During
their childhood, these participants went to nurseries and kindergartens that apply what is
called 'the MSA immersion program' (MSA-IP) which provides a restricted MSA only
speaking environment.>? Group 2 consisted of 87 participants whose first 'proper’

exposure to MSA started in primary school at the age of 6.%*

The members of these two main groups were also distributed across five subgroups
depending on the colloquial variety of Arabic (CV) they speak and the age of first
- exposure (AoE) to MSA. These groups are: (i) E-CLA group — 30 speakers of CLA
with early exposure to MSA (before 6), (i) L-CLA group — 27 speakers>> of CLA with
late exposure to MSA (after 6), (iii) E-CGA group — 30 speakers of CGA with early
exposure to MSA, (iv) L-CGA group — 30 speakers of CGA with late exposure to MSA,.

and (v) L-CEA group — 30 speakers of CEA with late exposure to MSA. Unfortunately,

% See chapter 1 for a thorough description of this type of school.

* Most Arabic-speaking people start being exposed to MSA properly in primary schools as MSA is
adopted to be the literacy language in all Arabic speaking countries. Before primary school, children may
hear MSA on TV or Mosques, for example, but they usually do not have a chance to communicate by
using it; see chapter 1 for more details on this issue.

% This group was originally planned to include 30 participants like the other groups, but the researcher
had to leave Syria leaving behind the remaining 3 participants due to the growing political conflict in the
country in April 2011.
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there are no pre-schools in Egypt that apply the MSA immersion program.. Thus, it was
not possible to include speakers of CEA whose exposure to MSA was before the age of
6 as if they exist, they would be exceptional cases which cannot be easily identified.
However, including the L-CEA group in this study is useful to test for L1 influence by
.“comparing the performance of its participants to that of the L-CLA and L-CGA

participants.

All the participants in this experimental study were students of 6 different schools in
Saudi Arabia and Syria. The E-CGA participants were students in a secondary school in
Dammam City of Saudi Arabia who, when they were children, had attended Al-Bassam
kindergarten which applies the MSA Immersion Program. The L-CGA participants
were students of a secondary school in Riyadh City of Saudi Arabia who did not attend
a nursery ‘or a kindergarten before primary school. The E-CLA participants had
attended, when they were children, Al-Azhaar Al-Arabiyyah kindergarten in Harasta
City of Syria which applies the MSA Immersion Program. The members of this group
were recruited from three different local secondary schools near the kindergarten
 because the required number for the group could not be found in one school. The L-
CLA participants were students of one secondary school in Harasta city of Syria. These
students were not in a kindergarten before the primary school. Finally, the participants .
of the L-CEA group were students of a high school in Saudi Arabia. The members of
this group were Egyptians who had come with their families who work for a temporary

time in Saudi Arabia, but they had had their primary and secondary education in
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Egypt.”® These students were not in a kindergarten before they started their primary
school education. Table 15 below summarizes what has been mentioned so far about the

participants of the study (for demographic details of the individual participants, see

Appendix 3).

 Al-Azhaar Al-Arabiyyal
- . , ‘ Kindergarien
30 0 LGA Early. A a&mmﬁam school in Dammam Al-Bassam

City of Saudi Arabia Kindergarten

i {tm me & secondary school in Harasts .
... . COuofsyra = ...
LCGA 30 {"KGA Late Asecondary school in Rivadh,

. : M/A
, ; Saudi Arabia

Llea 30 CEA 1 mﬁ , mwgh school in Riyadh, 5audz .

, ; : : NA

' Arabia .

Tabie 15 ¢ information about the pasmcspants of the pxperimental mudy

All the participants of the study did a proficiency test in MSA and passed the advanced
level. This test was developed by a non-profit organization in Saudi Arabia called
'‘Arabic for All, which, among its several activities, works on designing Arabic
language teaching curricula and Arabic language courses and tests. The proficiency test
used here was designed to be given to students in advanced level and its passing mark is
65% of the total mark. The test is composed of four sections: listening comprehension,
reading comprehension, appropriate use of vocabulary, and composition. Table 16

below shows the groups” mean and range of the participants' results in this test.

1t was planned to collect data for this group from Egyptian students in Egypt in January 2011, but the
data collection trip was hindered Hrst by delay ol sponsoring funds and then the Egyptian Revolution
started and made #impossible to goto Egypt st bt time
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Mean | 824 | 82 | 306 |

Range 704-916 | 71.2-928 | 70.0-916 | 708-936 | 704-936 |

Table 16 : The grmm’ mean and range of the participants’ results in the MSA proficiency test

The participants of the study were identified and invited through the schools where they
study. The key contact in each school identified the potential participants who fit the
definition of each group and invited them to take part in the study. Then, the school
developed a list of potential participants who came back with positive response to our
invitation. All those agreed to take part did the proficiency test on the first day of the

researcher's visit 1o each school,

The number of students who agreed to take part in the study exceeded the required
number for each groups except for E-CLA where participants were invited from three
different schools due to the fact that only few people in each school had attended an
MSA Immersion Program before the age of 6. Then, the key contact in each school
started to choose students from the list, depending on factors related to organization of
their school day, and send the potential participants in small groups of three to each data
collection session. This selection procedure continued until the required number for the
group was reached, i.e.. 30 participants. Then, the researcher apologized to the rest who
accepted -our - invitation but we couldn't recruit them for the study due to time
limitation.”” The following section will describe the tasks that these participants were

asked to complete.

7 More details about how the data was collected will be presented in section 3 of this chapter.
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2 Tasks of the Study

The participants in this study’were administered two tasks: an acceptability judgment
task and an elicited production task. The former was designed to assess the participants'
underlying knowledge of two of the MSA syntactic phenomena under study: resumption
in object relative clauses and plural agreement between a human subject of the

collective type and the verb in declarative sentences in SV order.

The acceptability judgment task has been a common measure in the literature of L2
acquisition. It is used to tap into learners' underlying knowledge of specific linguistic
structures by asking the learners to decide, based on their metalinguistic intuitions,
whether a given sentence or a context is acceptable or not. Many researchers in the field
have usefi this tool in various formats to investigate knowledge of the acquired
languagc.iExamples of these researchers include Johnson & Newport (1989), Johnson

(1992), Shim (1993), Flege (1999), DeKeyser (2000), McDonald (2000), Birdsong &

Molis (2001), Marsden (2008; 2009), Montrul (2010), among many others.

An acceptability judgment task (AJT) could not be usg:d to investigate the third syntactic
phenomenon under study, i.e. word order, due to the fact that all variations of word
order are accepted in all varieties of Arabic; standard and non-standard. Thus, since the
question about word order variations is not whether they are accepted or not, but which
variation is preferred in which context, this was assessed in an elicited production task -

which I will call 'Conversation Role-Play' (CR-P).
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Using two different measures to investigate the same research questions adds an
advantage to the design of this experimental study. This has been considered important
in the literature to validate the research findings. Han (1996), for example, pointed out
that it is essential to employ multiple tasks that test various linguisfic structures when
" investigating the Critical Period Hypothesis. This is to strengthen the validity and
generalizability of the research findings. Han argued that the results of an AJT can be
more reliable if its results are supported by the results of other measures on the same
participants or items. The following sections will present more details about these two

tasks.
2.1 Acceptability Judgment Task

In this task, each group of three participants viewed single sentences on a laptop screen
and listened to these sentences simultaneously. The participants were asked to judge
individual;y whether the sentence they saw and heared were grammatically acceptable
or not by choosing one option for each sentence from a four-point scale ranging from
"Very strange, Unacceptable' to 'Perfectly good, Perfectly acceptable'. A fifth option of

'Can't decide' was also available. The scale used was presented in the following form

(see Appendix 4 for the AJT cover sheet & answer sheet):

Very strange. | A bit strange. | Fairly good. Perfectly Can't decide
Unacceptable. | Not really Acceptable. good.
acceptable. Perfectly
Acceptable
-2 -1 +1 +2 X

Figure 4: The scale used to judge sentences in the AJT

Each sentence in this task showed on the screen for 10 seconds only and then the next
sentence appeared. Also, the participants were not allowed to go back and change their

decisions about previous sentences. This procedure of attempting to obtain quick
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responses without allowing a great deal of thinking time was followed to ensure
assessing the participants' knowledge of the grammar and not their knowledge of MSA

formal rules (Gass and Mackey, 2007).

The task was composed of 60 sentences in total which included three types of
sentences: i) 10 sentences with object relative clauses repeated twice, once with
resumptive pronouns and once without them; ii) 10 sentences with a human subject of
the collective type in SV order repeated twice, once with verbs showing plural
agreement and once with verbs in a singular form; iii) 20 sentences as distractors, 10 of
which are clearly grammaticalv and the other 10 are clearly ungrammatical. Repeating
the same sentence with a sole difference related to the investigated syntactic issue was
done to compare the learners' judgments and make sure that if judgments are different
then this is caused by manipulating the sentence (Schutze, 1996). Examples of the test
sentence types are shown in Table 17. Appendix 5 lists all the test sentences used in this

task.

The number of test items in this task was decided based on some recommendations
found in the literature that relate this issue to the reliability of the test. Cowan & Hatasa
(1994), for example, pointed out that longer tests result in greater reliability. According
to these researchers, an AJT should include between 60-72 test items. Also, Gass &
Mackey (2007) recommended that test items in an AJT should not be more than an

approximate number of 50-60 sentences.
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(10 Sentences

Type Variations Examples
Object Relatives JPECE B P P T N
la + resumption gara?a maajid-un Il-kitaab-a  l-adii  3taraa-hu 1-2usbuw9-a I-maaDii
read Majid-nom the-book-acc that-s.m. (he)bought-it the-week the-past
(10 sentences) “‘Majid read the book that he bought last week’
Object relatives aball & g1 (g a8 g CSH Bala T 8
1b — resumption gara?a maajid-un J-kitaab-a l-adii  $taraa-@ 1-7usbuw9-a l-maaDii
read  Majid-nom the-book-acc that-s.m. (he)bought-@ the-week the-past
(10 sentences) ‘Majid read the book that he bought last week’
Collective Subject-Verb | aldl haa Sl J iall (e 72 4 al oy gilay il
2a + plural agreement | 1-paas-u yaxaaf-uwna I-xuruwja mina l-manzili laylaan fii hadaa I-balad
the-people-nom fear-3pm going out from the-house at night in this the-country
(10 Sentences) ‘People avoid going out at night in this country’
Collective Subject-Verb | 2l 13a 4 34l J 50l (e 7 4 ,all Gilas ()
2b — plural agreement | l-naas-u taxaafu l-xuruwja mina -manzili laylaan fii hadaa |-balad
the-people-nom fear-3sf going out from the-house at night in this the-country
(10 Sentences) ‘People avoid going out at night in this country’
Distractor Gl ) glaa padae e eliall dlada g st e
3a \+ grammatical 9aliyy-un §taraa Ta9aama 1-9a3aa?i min maT9amin mujaawirin li-bayt-ih
i Ali-nom bought-3sm food  the-dinner from restaurant next to-house-his
(10 sentences) 'Ali bought dinner from a restaurant next to his house’
Distractor p0 L s y2all 4sal g i€ gt
3b - grammatical *%ax-ii  katab-at waajiba-hu  l-madrasiya bi-Zitqaanin taam

brother-my wrote-3sf homework-his the-school
‘My brother wrote his school homework perfectly’

with-perfection completely

Table 17: Types & examples of test sentences in AIT

All the test sentences were declaratives except for two sentences of the ungrammatical

distractor type which were questions with the question word ungrammatically4

remaining in situ. The length of the sentences was between 6-9 words long with the

majority being 7 words long. The declarative sentences alternated between using two

word orders, SV and VS, except for those of type 2 (collective subject-verb agreement

sentences) which were all in SV order due to the specification of the variable under

study. This was done on purpose to minimize possible modeling for the participants'

152



Chapter 4: Methodology — Experimental Study

production of declarative sentences in the following task. The sentences in general were
straightforward using simple vocabulary and structures. Also, all the test sentences were
checked for clarity and simplicity by a specialist in modemn standard Arabic from the
College of Arabic in Al-Imam Muhammed Ibn Saud Islamic University in Riyadh,

Saudi Arabia.

The test started with two distractor sentences, one grammatical and one ungrammatical,
to give the participants a chance to familiarize themselves with the rating system and the
test format.’® The test also ended in the same way to avoid random answers due to
possible boredom or lack of concentration which may be caused by, for example,
rushing to finish. Having each sentence with a specific number during the design stage,
a random number generator was used to distribute the rest of the sentences randomly in
the test. \Half of the participants in each group were shown the sentences in this
randomly generated order. This order, however, was reversed for the other half of the
group. This was done in such a way that if, for example, a sentence Y occurred with
resumption as the third and without resumption as the tenth sentence in the first order,
these sentences were revered in the second order. The purpose of having two different
orders is to control for the possibility that the participants may judge the following
sentences based on their judgments of the sentences which appeared first. Ordering the
test items this way followed Schutze's recommendations (1996) which state that a
researcher should control for order effects by randomizing test items and counterbalance
orders across different participants. Schutze also advised to consider nervousness at the

beginning of the session and fatigue at the end when distributing the items of the test.

% As will be explained later, the participants also did a pre-test training session for the same purpose.
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Before the test starts, the participants were given the following instructions in a written

form in Arabic (see Appendix 4: A.1 for the Arabic Version):

"In this task, you will see a number of single sentences in Standard Arabic.
Please judge whether the sentence is grammatically acceptable to you.
Indicate your answer by circling one of the options on the scale on your
answer sheet."”

Given the fact that many participants find the idea of rating sentences for
grammaticality or acceptability as something new and unusual, additional oral
instructions were given to participants to ensure that they know what they should
do exactly in this task. First, the researcher explained to the participants that
speakers of any language seem to have a certain feeling about whether a certain
sentence is possible or not in that language. It was stated to the participants clearly
that their}ob is to concentrate on how they feel about the sentences they are going
to see and hear, without trying to remember the rules that they had studied in
class. They were told to read and listen to each sentence carefully and concentrate
on the structure of the sentence before they decide about it. Also, the participants
were told that they may think that some sentences have appeared before, but the
fact is that none is repeated in the test and that they should treat each sentence in
its own right without relating it to other sentences they may have seen or heard in
the test. Furthermore, it was mentioned to them that sometimes they may have no

clear feeling about a particular sentence, and in this case, they should choose 'can't

decide'. Finally, the participants were instructed that when answering, they should
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ignore any problems with spelling, punctuation, pronunciation, and other problems

that are not related to the structure of the sentence.>”

.Before starting the test, the participants did a pre-test training session to acquaint
themselves with the test format and the rating scale. This session included three
sentences that are irrelevant to the syntactic variables under study in this task.
After doing this session, the researcher had a short discussion with the participants
based on their judgements to make sure they understood the procedure of the test.
Also, the training session was repeated for some participants who seemed still not
confident about using the rating scale, but they were told that the sentences of the
test that they are about to see and hear will not be repeated. When the test started,
the participants had a one minute break after judging half of the sentences to turn

the page over and re-gain their concentration.

The actual test lasted for approximately 10 minutes. After completing the task, the
‘participants had a short break in the test room and then started the following task.

The details of the conversation role-play task are given in the following section.
2.2 Elicited Production Task: Conversation Role-Play

This task was designed to prompt production of declarative sentences in two
different contexts: conversational and narrative. The purpose is to check which

word order participants would use in each context.

3% The instructions given in Bley-Vroman, Felix, and loup (1988: 32) were used as a model to form the
instructions given here, but it was preferred to keep the written instructions to a reasonable length and
give the rest orally to avoid the problem that impatient participants may not read them completely.
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The participants completed this task in the same data collection session when they
did the AJT. In this task, they were asked to play the role of one of the two
speakers in a written interactive conversation that was pre-programmed in a
software implemented specifically for this task.’’ Basically, the participants were
asked to form complete sentences that are suitable for the context of the ongoing
conversation. The participants could form their sentences by dragging words into
blanks from three available boxes which are labelled with specific instructions like
‘choose one word; two words; as many as you need; choose any if you need to,
ete.”. Figure 5 is a printed screen that shows two examples of conversational turns
for each speaker from the actual test, and Figure 6 provides the English translation

of these examples (see Appendix 6 for the content of this task).

Figure 5: Two example conversational turns for each speaker from the actual test

* This software was kindly implemented for me by my friend programmer Mr. Ahmed Sulaiman in 2010.
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Ahmed: I know you are Majid's best friend, and I want to know more about him
so that I can know where he is, do you know if he has a problem these
days or if he complains about something?

Salih: Yes,| Majid || likes || to be alone alot

Use one word Use two words Use as many as you
want
likes noise
complains (about) he the house
to be alone in
Majid alone

Ahmed: This helps to understand why he does not like to stay at home a lot, now I

want to find a solution for Majid's problem, do you want to help me on this?

Salih:
Use one word, if you ne Wor Jse on I
want
sure (I)want
that certainly (Dwill-help-you
\ helping definitely

User: GE101 Clock: 0:2:4

Figure 6: English translao n of Figure 5

" At the beginning of this task, the participants were given the following general
context of the conversation in a written form in Arabic (see Appendix 6 for these
instructions in Arabic):

'This is a conversationvbetween Ahmed and Salih about Majid. Ahmad is
Majid’s elder brother, and Salih is Majid’s close friend. You will play the

role of Salih in this conversation talking to Ahmad about your friend
Majid.'

Right after the general context, the participants were given the following detailed

written instructions in Arabic:

157



Chapter 4: Methodology — Experimental Study

'Please do the following to complete this task:

First: Read Ahmed's speech.

Second: Read all the words given in the available boxes, and the
instructions for selection above each box.

Third: Use the words available in the boxes according to the given
instructions to form a sentence in your mind first that suits the
context of the conversation.

Finally: drag the words of the sentence that you have formed in your

mind successively to fill in the blanks.'

The participants were told to follow these steps for each conversational turn that
they are about to take. They were asked to read the other speaker's speech first to
keep up with the context of the ongoing conversation. ’I;hen, they were asked to
read all the available words and the instructions above the word boxes to see what
words they can use to form their sentence. Words in boxes can be combined in
different ways to form different sentences that fit the context of the conversation.
For example, in Figure 5 & Figure 6, instead of ‘Majid likes to be alone a lot', a
participant could have chosen other words to form a different sentence like 'He
complains about noise in the house' and still obey the instructions of the boxes and
- keep up with the context. The third and fourth steps of the general instructions
were given to ensure that the participants form complete sentences in their minds
before dragging words and not drag one word then think what to drag next. This is
to prevent possible confusion and several changes and help to reduce thinking

time.

The software screen shows two conversational turns at a time; one for the first

speaker filled in by the software and one for the participant to fill in. When the
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participants finish filling in the blanks with their sentence, they press 'mext', and
the screen scrolls down to show the following two new turns while keeping the
previous two turns visible on the screen for the participant to look at, when
needed, to check the context. Also, the participant can always scroll up thé screen

- to see all the previous conversational turns.

- The software does not allow the participant to proceed to the following
conversational turn before finishing the current turn according to the instructions
given above the word boxes. For example, if a participaﬁt did not choose two
words from a box that states this and pressed 'next’, a small window will pop up
saying that he/she should fill in the blanks according to the instructions before
proceeding to the next turn. Also, word boxes do not allow taking out more words
than were gpeciﬁed by the instructions above them. If the instructions above one
box state, for instance, 'choose one word', the participant will not be able to take
more than one word from that box. In each word box, there is a 'reset-choice’
button. This button when pressed will bring back all the words taken from that
box. The participants, however, were told not to press this button at all to
minimize thinking time and encourage participants to drag the first sentence they
think of. This button was put there for the researcher to use in cases such as when
a participant drops a word in a wrong place by mistake. Finally, there isa running
clock always visible at the bottom of the screen. This is to indicate to the
participants that the task is timed and encourage them to form sentences as quickly

as possible and to drag the first sentence they manage to form in their minds.
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By taking part in this conversation, a participant would form 20 sentences. By
controlling the task in the way described above, a participant would have to
produce 10 of these sentences as declarative sentences all with an overt subject
and a verb and the participant would have a choice of making these sentences in
‘either an SV or a VS order. The participant would see three word boxes with each
conversational turn in this task. With the conversational turns which are meant to
elicit this type of sentence (the token sentences), these three boxes were as
follows. One box contained transitive verbs and was labelled with 'choose one
word'. Another box contained nouns and/or pronouns, suitable as subjects and/or
objects. This box was labelled with 'choose two words'. These two boxes with
these specified instructions guaranteed that the elicited séntences would have an
overt subject, a transitive verb, and an overt object. The third box contained
lexical items of other types like adjectives, adverbs, prepositions, etc., that might
be needed to complete the sentences and make them more comprehensible. This

last set of boxes were labelled with various instructions like 'choose as many as

you want' or 'choose one if you need to'.

The other 10 sentences that a participant would produce in this conversation were
distractors. These sentences were of various types like greetings, questions,
requests, verbless sentences, and null subject sentences. The content of word
boxes for these conversational turns and the instructions above each box varied

and were not as systematic as those used for the non-distractor sentences.
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Because the word boxes were put in a linear order next to the blank conversational
turn, it is possible that the order of the boxes might have influenced the order of
the sentence of the non-distractor type that the participant was asked to form. In
other words, if a participant, for example, found the first box from the right
" containing verbs, hg/she might start the sentence with a verb given that Arabic
writes from right to left. To control for this possibility, the boxes were organized
in such a way that in 5 random conversational turns of non-distractor type, boxes
of nouns preceded boxes of verbs, and in the remaining 5 conversational turns,
boxes of verbs preceded boxes of nouns. In addition, there were two versions of
this task. The only difference between the two versions was that if, in version one,
the word boxes for a conversational turn Y were orderéd in a way that boxes of
verbs preceded boxes of nouns, this order was reversed for the same
conversational turn in version two. Half of the members of each group did a

!

different version from that completed by the other half.

To elicit declarative sentences in a narrative context, the other speaker invites the
participant near the end of the conversation to watch a silent film (10 minutes
long) and then, when they had finished watching, to write 10 sentences to narrate
the events of that film. The other speaker also requested that each sentence should
mention at least one name of the characters in the film, and the names of all
characters were provided. This was requested to make sure that the participant
uses overt subjects in his/her sentences in order to be able to check the order of the
sentences produced. The film was of the comedy type (Mr. Bean) to serve as a
good break between filling in the conversational blanks and writing the narrative

sentences.
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When the participants complete the task, they press on the 'Save' button and all the
data entered become saved in a separate Microsoft Access file. The saved data
shows the code of the participant and the version of the task that he/she has
completed. The participants spent between 35-45 minutes to complete the whole

" task.

Before starting the task, the participants did a pre-test training session to
familiarize themselves with the software functions and the test format. In this
training session, the researcher first explained to the three participants in each data
collection session the way they should complete the task. Then, each participant
having his/her separate laptop took part in a short written conversation (three
conversational turns only) with exactly the same procedures as in the main task.
Then they\ watched a very short film clip (about 1 minute long), then they were
asked to write 2 practice sentences mentioning at least one name of the characters
of the film in each sentence. After doing this session, the researcher had a short
discussion with the participants to make sure they understood the procedure of the

task, and answer any further queries.
2.3 The pilot study

The aim of conducting a pilot study was to check the reliability of the test format
and the test items in both tasks. To this end, a total of 12 adult participants (age
mean 26,9; range 18,2-36,9) were recruited in this pilot study. The participants
were four native speakers of colloquial Gulf Arabic (CGA); four native speakers
of colloquial Levantine Arabic (CLA), and four native speakers of colloquial

Egyptian Arabic (CEA) who all had their primary education in an Arabic speaking
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country. The purpose of including speakers of these three colloquial varieties was
to assess the clarity and suitability of the test items for the participants in the main

study who speak these different colloquial varieties of Arabic.

The participants were postgraduate students from different departments at the
University of York (CLA & CEA participants) or students from different English
Language schools in York, UK (CGA participants). None was exposed to MSA
before the primary school and started to be exposed to MSA in schools after the

age of 6.

The participants in this pilot study completed the tasks individually in order for
the researcher to concentrate on observing how the participants completed the
tasks and note any problematic issues. The tasks of this pilot study were the same
as described in the previous two sections of this chapter, 2.1 & 2.2, except for few
differences which, as will be mentioned below, were modified later based on the
outcome of this pilot study. These differences include that the participants in this
pilot study were given less detailed instructions on how to complete the
conversation role-play task. Compare the following instructions which were given
in the pilot study to those given in the main study which were stated in section 2.2

of this chapter:

'Fill in the blanks by forming comprehensive sentences that fit the conversation
context by using the appropriate words according to the given instructions'
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Also, the pre-test training for the conversation role-play task in this pilot study did
not include a film clip and did not ask the participants to practice writing narrative

sentences.

After completing the tasks of the study, the participants were asked to complete a
short questionnaire about the clarity of the test format and the test items (see
Appendix 7). This questionnaire included seven questions about usefulness of pre-
test training (2 questions), clarity of instructions on how to complete the two tasks
(2 questions), simplicity of the test sentences in the AJT (1 question), suitability of
pausing time between the sentences in the AJT (1 question), and the simplicity and
clarity of the context and flow of the conversation in the conversation role-play
task (1 question). The participants were asked to give a mark out of 10 to answer
each quesfion. The researcher discussed with each participant his/her answers to
these questions and noted any issues that needed to be considered. Also, the
researcher asked the participants if there were any lexical items in the two tasks
that they could not understand. Such lexical items were replaced with more

common ones in the main study.

The results of the questionnaire were as follows. The mean rate given to
usefulness of pre-test training for the AJT (question 1) was 9.42 out of 10 (range
8-10). The usefulness of pre-test training for the conversation role-play task
(question 2) had a mean rate of 8.92 (range 8-10). Clarity and details of
instructions in the AJT (question 3) were rated with a mean of 9.5 (range8-10),

where in the conversation role-play task (question 4), the mean rate was 8 (range
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6-10). Simplicity of the AJT test sentences (question 5) was rated a mean of 9.58
(range 8-10). Length of pauses between test sentences in the AJT (question 6) had
a mean rate of 9.75 (range 9-10). Finally, elarity of the context and the flow of the
conversation in the role-play task (question 7) was rated a mean of 9.33 (range 8-
10). The following table shows the mean rate given by the four speakers of each

colloguial variety to these seven questions:

Table 18 1 Mean rates given by pilot participants to answer the post-tasks questionnaire

Based on the results of this questionnaire, the discussions with the participants,
and the researcher observation, a few changes were applied to the design of the
tasks. First, instructions on completing the role-play task were changed to be
clearer and more detailed (the modified version is given in section 2.2 of this
chapter). Second, the pre-test training for the role-play task was changed to
include a short film clip and the participants were asked to practise writing
sentences to narrate its events. Also, a few technical software faults were noted
when observing the participants completing the role-play task and these were
corrected. Finally, one lmi«::éi word (S« makaamin ‘places of” was mentioned by

two of the participants as difficult to understand in the AJT and this was replaced
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The distractor items in the AJT being 10 clearly grammatical versus 10 clearly
ungrammatical were used to check the reliability of this task. Table 19 shows the
number of sentences accepted and rejected by each group of speakers and the total

amount of acceptance and rejection of each type of the distractor sentences:

CAcc. No.

Rej. No. Rej No.

CGASpeakers |39 (%975)  1(%25  |9(%225)  31(%775)

CLA Speakers | 40 (%100) 0 (%0) 5125 35875

CEASpeakers |30(%75)  10(%25)  |9(%225)  31(%775)

The lower rates of accepting grammatical distractors in the CEA group or
rejecting the ungrammatical sentences in the CEA and the CGA groups appear to
be caused by individual behaviours in the test. For example, one CEA participant
incorrectly rejected 6 grammatical sentences out of 10. This same speaker
incorrectly accepted 3 ungrammatical distractors. Another speaker of the same
group rejected 4 grammatical sentences and accepted 3 ungrammatical sentences,
whereas the remaining two participants of this group accepted all the grammatical
and rejected most of the ungrammatical distractors. Similarly, one CGA
participant accepted 5 of the 9 incorrectly accepted ungrammatical distractor

sentences by the members of that group.

However, by analysing the results of the distractor sentences by test item, there
was no specific test item that received incorrect answers except for sentence 59
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which was accepted by 7 speakers out of 12. This perhaps was due to the fact that
this sentence is at the end of the test when the participants are expected to lose

their concentration rushing to finish the test.

Overall then, the fact that grammatical sentences were correctly accepted for an
average of 91% of the time and the ungrammatical sentences were correctly
rejected for an average of 81% of the time was considered to indicate adequate

reliability of the AJT.

2.4 Scoring the Tasks of the Main Study

2.4.1 The Acceptability Judgment Task

In the AJT, any choice of +1 or +2 on the rating scale was considered to indicate
. acceptance, and any choice of -1 or -2 was considered to indicate rejection of that

test sentence.*! Responses of 'Can't decide' did not occur in this data.

Once all the items were scored following this scoring scheme, responses for
sentences with object relative clauses (type 1) were checked to compare each

participant's response to a sentence of the type a (with resumption) with his/her

*! The scores of 1 and 2 (positive and negative) were conflated because positive choices were clearly
labelled with the word ‘acceptable’ and the negative ones were clearly labelled with the word ‘not
acceptable/unacceptable’ (see the AJT scale in Figure 4 in section 2.1 of this chapter). The purpose of this
task was to check whether the examined sentences were acceptable or not acceptable; the aim was not to
check gradient judgments. However, the four-point scale was used to consider possible different
personalities of the participants: some learners may feel reluctant or less confident to commit themselves
to a definite judgment for personality reasons (Sorace, 1996:397-398).
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response to the same sentence of the type b (without resumption). If both
sentences were accepted, then these are given the value 1 to indicate that
resumption is considered to be optional in this item. If the sentence with
resumption is accepted and the same sentence without resumption is rejected, then
these are given the value 2 to indicate that resumption is obligatory in this test
item. The third possible scenario is that the sentence with resumption is rejected
and the same sentence without resumption is accepted. In this case, this pair of
sentences was given the value 3 to indicate that resumption is not accepted in
object relative clauses in that item. The fourth possible scenario is when both
sentences are rejected, and in this case, these were given the value 4 to indicate

that rejection has occurred for reasons other than resumption.

All pairs of xsentences which received values bigger than two were excluded from
the analysis. This is because value 3 indicates that at least overt resumption is not-
possible where the fact is that it is possible in all the varieties of Arabic, standard
and nonstandard (see section 2.3 in chapter 2). Also, value 4 indicates that
fej ection is for an irrelevant reason and thus data of this type were irrelevant to the
test. It is also possible that one member of the pair be not decided upon by
choosing a 'can't decide’ option. If this case had happened, these pairs would have
been excluded from the analysis as it would not be clear whether resumption is
optional or obligatory in that sentence. However, there were no instances of this
scenario. Finally, values of 1 or 2 were counted for each group to indicate how

much resumption is perceived as optional or obligatory in object relative clauses.
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The same procedure of sentence pair comparison was followed for the sentences
of type 2 where number agreement between a human subject of the collective type
and the following verb is checked. If bbth sentences (with and without plural
agreement) were accepted, then these were given the value 1 to indicate that plural
agreement in this context was optional. If the sentence with plural agreement was
accepted and the same sentence without plural agreement was rejected, then this
was given the value 2 to indicate that plural agreement was obligatory. Also, if the
sentence with plural agreement was rejected and the other sentence without plural
agreement was accepted, then this was given the value 3 to indicate that plural
agreement was not possible in that sentence. The value 4 was given to cases where
both sentences were rejected to indicate that rejection was for some other

irrelevant reason.

Again, only pairs with values 1 and 2 were included in the analysis as they
indicate whether plural agreement is optional or obligatory. Data with the value 3
were excluded because plural agreement is accepted in all varieties of Arabic,
'standard and non-standard (see section 2.1.3 in chapter 2 & section 1.2 in chapter
3). Data with the value 4 were excluded because rejection occurred for reasons
other than violation of the rule of number agreement between the subject and the
verb in this type of sentence. Moreover, any pair with a sentence that was not
decided upon would have been removed from the analysis as no information about
whether plural agreement is optional or obligatory can be detected from such a
comparison. Finally, values of 1 and 2 were counted for each group to see how

much plural agreement was considered optional or obligatory in each group.
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2.4.2 The Conversation Role-Play Task

Scoring for this task was simple and straightforward. Each participant formed 20
relevant sentences in this task, 10 in a conversational context and the other 10 in a
’narrative context. The software used for this task saves all thé input data into a
Microsoft Access file, each sentence in a separate line, conversational sentences

first followed by the narrative sentences.

All the relevant sentences formed by each participant were checked for order.
Sentences formed with an SV order were given the value 1, and sentences formed
in VS order were given the value 2. These values were counted in each context to
check how many sentences were formed in a particular order and in what context.
The distractor sentences in the conversational context were not included in the

analysis.

3 Data Collection

" The data collection stage started with contacting schools in Saudi Arabia and Syria
where potential participants could possibly be found. These schools include, in
Saudi Arabia, Albassam Schools for E-CGA participants, Al-Maali Schools for L-
CGA participants, and Prince Mensour School for L-CEA participants. In Syria,
the schools contacted were Al-Hz;lwraani Secondary school in Harasta city for L-
CLA participants, and Harasta Al-Oula secondary school, Harasta Alsadisah

secondary school and Al-Hawraani secondary school for E-CLA participants.
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As mentioned in section 1 of this chapter, the key contact person in each school
identified the potential participants who fit the description of each group and
invited them to take part in this study. As most of the participants were under the
age of 18, each participant was handed an information sheet about the study and a
" consent form to participate for parents or guardians to sign (see appendix 8 for
information sheets and consent forms). Then, the key contact person in each
school developed a list of those students who came back with a positive response

to our invitation.

The researcher conducted several data collection sessions in each school during
the school day. Each school kindly dedicated a quiet room for data collection like
the school library, a free classroom, or a computer lab. For each data collection
session, the key contact person chose three participants from the developed list
depending, as mentioned before, on factors related to organization of their school
day. This way of choosing participants was found useful for increasing the chance

that the participants of the study were selected in a random way.

At the beginning of each data collection session, the researcher gave brief
information about the study and made sure that each participant had read the
information sheet and brought back a consent form signed by his or her parent or
guardian if the participant was under 18 years of age. The researcher gave some
time for the participants to ask questions about the study and informed the
participants that they could withdraw at any time without being asked for reasons.

Then, each participant was given a unique code which showed the group, the
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version of the test taken and a unique serial number for that participant. After that,
each participant was asked to fill out a form which asked about age, gender, native
language(s), the colloquial variety of Arabic spoken at home, age of first time
going to school including kindergarten, and information about whether
" kindergarten or primary school attended applies the MSA Immersion Program,

and if yes, the names of schools attended (see Appendix 9 for this form).

When these forms were filled out, the researcher distributed the answer sheets for
the AJT and asked the participants to write their codes‘at the top of the page.
Then, the researcher asked the participants to read the instructions of the task and
gave additional oral instructions as described in section 2.1 of this chapter. When
the participants were ready, the participants were asked to sit in front of a lap-top
screen and the pre-test training session started, followed by a short time for
discussion and questions to make sure that the participants understood what they
should do to complete the tasks. After that, the AJT started and participants read
and listened to 60 sentences with a short 1 minute break halfway through before

turning the page over to re-gain their concentration.

When this task was completed, the participants had a short break in the test room
and then the researcher explained the conversation role-play task and asked the
participants to move and use separate lap-tops to do the pre-test training session.
Before the participants start the main task, the researcher gave time for a brief
discussion and questions about the task then the participants started the main task.

The participants were asked to enter their codes to start the software, read the
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general context of the conversation and the instructions of the task before they
start (these are given in section 2.2 of this chapter). When the task was completed,
the participants were thanked for their participation and a new data collection

session started with different participants.

4 Data Analysis

Several group comparisons and statistical tests were conducted to address the
research questions and the hypotheses presented in chapter 1. Data from the
Acceptability Judgment Task (AJT) were analysed in the following way. After
excluding the irrelevant data with values 3 and 4, as explained in section 2.4 of
this chapter, tokens with values 1 and 2 were counted for each group to see if
resumption in object relatives or plural agreement between the human collective

subject and the following verb were considered optional or obligatory.

Several independent samples -tests were first conducted to compare the optional
fesumption and the optional plural agreement means of tﬁe two subgroups within
each group to check if the different orders of the test items had affected the results.
As will be reported in the following chapter, no significant differences were found
between most of these pairs of subgroups and it was thus concluded that order had

no effect, hence, data from the subgroups were merged.

The geheral effect of the two independent variables; the colloquial variety (the L1)
and the age of first exposure to MSA, was measured in the data of this task by

running a Univariate Analysis of Variance using the software IBM SPSS Statistics
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19. Then, the optional resumption and optional plural agreement means of the five
+ groups were analysed separately by using One Way ANOVA tests in SPSS, taking .
the groups as the sole factor and optional resumption or optional plural agreement

as the dependent variable.

Further statistical tests were conducted afterwards to measure the effect of the two
independent variables separately. For testing the effect of the AoE, the data of
groups with the same colloquial variety but different AoE were entered into
statistical comparisons. Two independent samples f-tests in SPSS were conducted
to compare the optional resumption means of the group of E-CGA with the L-
CGA and the group of E-CLA with the L-CLA. Another two independent samples
t-tests were conducted the same way to compare the optional plural agreement
means. Alsf), two further separate independent samples #-tests were run to
compare the data of all the participants who had early exposure to MSA with the
data of all participants who had late exposure to MSA including speakers of the
Egyptian colloquial Arabic; one test to compare the means of optional resumption

and the other test to compare the means of optional plural agreement.

To test the effect of the cplloquial variety (the L1), the data of groups with the
same AoE but different L1s were entered into statistical comparisons. Two
independent samples #-tests in SPSS were conducted to compare between the E-
CGA and the E-CLA in terms of their means of optional resumption and optional
plural agreement. Also, two One Way ANOVA statistical tests were conducted to

compare the means of optional resumption and optional plural agreement achieved

174



Chapter 4: Methodology — Experimental Study

by the three remaining groups with late exposure to MSA; L-CGA, L-CLA and L-
CEA. Furthermore, the optional resumption data and the optional plural agreement
data of all participants were divided into three sets each depending on the
colloquial varieties these participants speak regardless of the age of first exposure
to MSA. These three sets of data of each dependent variable, i.e. resumption and
plural agreement, were compared using a One Way ANOVA in SPSS. Post hoc
tests were conducted following all ANOVA tests mentioned above, and only when
such tests revealed significant differences, the results are reported in the next

chapter.

Finally, the test sentences of the AJT with relative clauses or collective subject-
verb agreement were analysed in terms of acceptance and rejection. The rate of
acceptance and rejection was calculated for each token and presented across the
five groups of participants. The total rates for all groups are also reported in the

next chapter.

Data of the Conversation Role;Play task were analysed in the following way.
First, data of the subgroups of each group who completed different versions of the
conversational part of the task were analysed via five independent samples #-tests
to compare the mean rate of use of VSO order in conversational context. This was
to check if the order of the word boxes had affected the participants' choice of
word order. As will be reported in the following éhapter, no significant differences

were found between most of these pairs of subgroups and it was thus concluded
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that the order of the word boxes had no effect and, hence, data from the subgroups

were merged.

The data realting to use of VSO order in conversational and narrative contexts
were entered into a Repeated-Measures ANOVA to check for effect of context,
the colloquial variety (the L1), and the age of first exposure to MSA. Then, two
One Way ANOVA statistical tests were conducted to compare the rate of VSO use
across the five groups in conversational and narrative contexts separately. This test

was followed by post hoc tests to check group to group comparisons.

Finally, the conversational turns in which the participants were supposed to form
their token sentences in this task were analysed in terms of which order they used
in each turn. The rates of using VSO and SVO orders were calculated for each
turn and presented across the five groups of participants in the results chapter. The

total rates for all groups are also reported in the next chapter.

5 Summary

This chapter described the methodology employed to conduct the experimental
study which is a main component of this thesis. The content of this chapter was
presented in four main sections. Section one described the participants of the study
in terms of their number, age, age of first exposure to MSA, duration of exposure
to MSA at the time of the test, the colloquial varieties of Arabic they speak, the
groups they were divided into, how they were identified and recruited, and their

other demographic details. In section two, the Acceptability Judgment task and the
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Conversation Role-Play were thoroughly described in terms of their design,
content, administration, and how they were scored. This section also included a
subsection that presented details of the pilot study which was conducted to check
the reliability of the format of the tasks and the clarity as well as the suitability of
‘the test items. In addition, this subsection showed how the design of these two
tasks of the sfudy was amended based on the outcome of the pilot study. Section
three explained how the data were collected; how recruited participants were
invited to data collection sessions, and how these sessions were administered.
Finally, the fourth section explicated the method by which the collected data were
analysed to provide answers to the current research questions. The following

chapter will lay out the results of this study.
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Results of the Experimental Study

This chapter p;'esents the results of the experimental study which was described in the
prévious chapter. The results will be presented in separate‘ sections according to the
three dependent variables under study. Section one will lay.out the results of judging
object relative clauses with and without resumption. Section two will be about the
results of judging sentences with and without number agreement between the collective
human subjects and the following verbs in sentences with subject-verb order. The third
section will present the results of proAducing declarative sentences in SV or VS order in
two different contexts: conversational and narrative. The final section will summarize

this chapter.

1 Results of Resumption in Object Relative Clauses

Testing the participants' underlying knowledge of resumption in MSA object relative
clauses was part of the Acceptability Judgment Task (AJT). In this task, each participant
used his/her metalinguistic intuition to judge 10 sentences with object relative clauses. |
As a reminder, these sentences were repeated twice in the test; once with resumption

and once without resumption.

As explained in chapter 4 (section 2.4.1), these 10 pairs of sentences were scored by

comparing judgments of each sentence in each pair. Such comparisons revealed one of
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four possible scenarios: 1) resumption is optional; when both sentences were accepted,
it) resumption is obligatory; when only the sentence without resumption was rejected,
1ii) resumption is not allowed; when only the sentence with resumption was rejected,
and iv) resumption is not relevant to the judgment, when both sentences were rejected.*
Table 20 below shows the results of the 147 participants' judgments of these 10 pairs of

sentences in terms of resumption in MSA object relative clauses.

| Sentence Pairs N (%) | 721 (49%) | 579 (39.4%) | 47(32%) | 123 (8.4%) 1470
| :

Table 20 ; Judgments on sentence pairs In terms of resumption in MSA object relatives {all groups collapsed
together}

1.1 Excluded Data

From Table 20 above, it can be calculated that 88.4% of the judged pairs revealed that
resumption in MSA object relative clauses was perceived as either optional or
obligatory. As shown in chapters 3 and 4, resumption in object relatives is allowed in all
varieties of Arabic under study; standard and non-standard. Therefore, it was decided to
exclude from the analysis the 3.2% of judgments which revealed that resumption is not
allowed in MSA. Similarly, data in which both sentences of one pair were rejected
(labeled as 'irrelevant’ in Table 20) were excluded from the analysis. This is because the
participants who made such judgments seem to have based their decisions on reasons
irrelevant to resumption in object relatives; otherwise, they would have accepted at least
one of the sentences. Thus, responses that indicate that resumption is not allowed or
rejection of both sentences of a pair seem to have occurred as random errors and were

treated as noise.

* There is a fifth possible scenario and that is when one or both of the sentences were not decided upon
by choosing 'Can't decide’ option from the scale. This scenario did not oceur inthis data.
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1.2 Effect of Test Items Orders & Results of Merged Subgroups

As explained in the previous chapter, each group of participants was split into two
subgroups who saw the AJT test items in two different orders. This was done to control
for the possibility that the participants might judge the sentence appearing second in the
test based on their judgment of the sentence that appeared first in each pair. Table 21

below shows the subgroup results of judging pairs of sentences with and without

resumption in object relatives after exclusion of the above mentioned data.

Groups w{}rd?;?ggeﬁz No. (%) No. (%) ’
; e s0(s) 59 (42.4 139
o  Oder2 9@ 78 (56.9 137
| Order1 76 (59.8) 51(40.2 127
. 72(558 57 (44.2) 129
73 (57.5) 54 (42.5) 127
59 (46.5) 68 (53.5) 127
85 (64.4) 47 (35.6) 132
32 (32.0) 68 (68.0 100*
99 (702) 42 (29.8) 141
§6 (61.0) 55 (39.0) 141
721 (55.5) 579 (44.5) 1,300

: Subgroups” judgments on resumption in M5A object relatives after exclusion of rrelevant data

* the number of paticipants in this subegroup is only 12 compared to 15 in all other sub~groups

To check if there was an effect of test item order in the test, five independent samples #-
tests were conducted on separate data, using the software IBM SPSS Statistics 19, to
compare the means of optional resumption scores achieved by the two subgroups in
each group. The results of the r-tests showed there were no significant differences found
for any group except L-CLA. The descriptive statistics and the results of these five ¢

tests are in Table 22 below.
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»5 {}ﬁ 32 33

<13.31,23.63

| o

14.57, 50,98

' , ~ g o Sl3 914 155
Table 22' t-tests ﬁaammwa ﬁmtmm for me order effmt on judgmg ﬂmmml mwmptwn

* Using Welch's procedure

Since the two subgroups in all the other groups were not found significantly different
from each other due to taking the test in different orders, it seems unlikely that the
difference found between the two subgroups in the L-CLA group was caused by the
order of the test items. Thus, it was concluded that order of the test items had no effect
on the way the participants judged the test sentences. Table 23 below shows the results

of judging resumption after merging the two subgroups in each group.

It was expected by the hypotheses stated in chapter 1 (section 2) that groups with early
exposure to MSA would treat resumption in MSA object relatives as optional regardless
of the colloquial variety they speak. Also, it was expected that the colloquial variety (the
L.1) would have some effect on how the groups with late exposure to MSA would treat
resumption in MSA object relatives. Based on this, it was expected that L-CLA and L-
CEA participants would judge resumption in this study as obligatory given that it is
obligatory in the colloquial varieties they speak, and the L-CGA participants would
continue 1o treat resumption as optional in MSA object relatives as it is optional in their
colloquial variety (see chapter 3, section 1.3, for the results of the corpus-based study of

the colloguial varieties).
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100%

0%

80%

F0%

60%

50% i Obligatory Resumption

W Optional Resumption

No. (%) No. (%)

137 (49.64)
148 (5781 108 (42.19) 256
132 (52.0 122 (48.0)

17 (50.43) 115 (49.67)
1oy yEs(esen) 97 (34.40)
 AliGroupsTotal | TM(5546) | 579(4as4)

Table 23 : Groups' judgiments on resumption in MSA object relative tlauses

By looking at the figures in Table 23 above, these expectations do not seem to be
supported. The Egyptian speakers, for example, achieved the highest rate of treating
resumption in MSA object relatives as optional (65.6%) despite the fact that speakers of
the same colloquial variety did not produce a single object relative clause without
resumption in the colloquial corpus analysed in chapter 3. Also, there seems to be little
difference between the judgments given by colloquial Levantine Arabic speakers with
Early and Late exposure to MSA; the participants in both groups have judged
resumption in half of the relevant test-items as optional and as obligatory in the other
half. Finally, although resumption in object relatives is optional in the colloquial Gulf

variety of Arabic, as it is in MSA, the judgments given by the speakers of this variety do
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not seem to be different from the CLA speakers' judgments. In fact, the CGA speakers
with late exposure to MSA treated resumption in MSA object relatives as optional more

than those who had earlier exposure to MSA; 57.81% vs 50.36%, respectively.

1.3 General Statistical Effect of Independent Variables &
Statistical Group Comparisons

Tq measure the effect of the colloquial variety (the L1) and the age of ﬁrsf exposure to
MSA on the participants' performance in this task statistically, the data of judging
resumption as optional in MSA object relatives were entered into a Univariate Analysis
of Variance using the software IBM SPSS Statistics 19. This statistical test showed that
there was no significant effect of either the colloquial varieties (CV) or the age of first
exposure to MSA (AoE) on judging resumption in MSA object relatives. For CV: F
(2,142) = 2.237, p = 0.111; for AoE: F (1,142) = 0.447, p = 0.505. The interaction of

CV and AoE was not significant either (F (1,142) = 1.418, p = 0.236).

Further statistical analyses were conducted to compare the means of the five groups on
judging resumption in MSA object relatives as optional. This was done using a One
Way ANOVA in SPSS Statistics 19 with the groups as the factor and optional
resumption as the dependent variable. The ANOVA showed no statistical effect of

different groups on data (F (4,142) = 2.163, p = 0.076). The descriptive statistics are

given in Table 24 below.
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Groups Parﬁzigin s Mean Sd zz:ﬁfl forg:, e:::. Minﬁpum Maximum‘]
E-CGA 30 49.6 25.3 40.1 59.0 11.1 100.0
L-CGA 30 58.4 244 49.3 67.6 20.0 100.0
E-CLA 30 51.8 26.7 419 61.8 0 100.0
L-CLA 27 493 279 383 60.4 0 90.0
L-CEA - 30 65.5 245 56.4 74.7 20.0 100.0
Total 147 55.1 26.2 50.8 59.3 0 100.0

Table 24: Descriptive statistics for groups' scores on judging resumption as optional

The statistical tests conducted so far seem to suffice to answer the research questions and
controvert the research hypotheses related to resumption. However, further statistical
analyses were conducted to measure the effect of AoE and CV (the L1) separately by
making various specific comparisons and manipulating groups of participants. This was
done to make sure that every relevant analysis was conducted. These analyses are

presented in the following two subsections.

1.4 Further Statistical Analysis: Effect of AoE

1.4.1 Comparing Groups with the Same CV but Different AoE

To check further if early AoE has helped the participants to acquire a more native-like
knowledge of resumption in MSA object relatives, data of groups with the same CV but
different AoE were tested by two separate independent sample #-tests. This included
comparing E-CGA with L-CGA and E-CLA with L-CLA participants' scores on |
optional resumption. The results of this test showed that there was no significant
difference between the E-CGA and the L-CGA participants (E-CGA mean = 49.6, sd =
25.3, N = 30; L-CGA mean = 58.4, sd = 24.4, N = 30; the 95% CI for the difference in
means is -21.72, 3.99; t = -1.38, p = .173, df = 58). Comparison between E-CLA and L-

CLA also did not disclose a significant difference (E-CLA mean = 51.8, sd = 26.7, N =
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30; L-CLA mean = 49.3, sd = 27.9, N = 27; the 95% CI for the difference in means is -

12.00, 16.98 ; t = .344, p= 732, df = 55).
1.4.2 All Early vs All Late AoE

Further statistical analyses were run to compare the optional resumption scores of those
participants who had early exposure to MSA as one group and those who had late
exposure to MSA as another group regardless of the colloquial variety. An independent
sample t-test, in SPSS Statistics 19, showed that there was no significant difference
between these two groups (Early Exposure group mean = 50.7, sd = 25.8, N = 60; Late
Exposure group mean = 58.1, sd = 26.1, N = 87; the 95% CI for the difference in means

is -15.98, 1.26; t = -1.69, p = .094, df = 145).

1.5 Further Statistical Analysis: Effect of CV (L1)

1.5.1 Cdmparing Groups with the Same AoE but Different CVs
To verify if the colloquial variety (the L1) has an effect on the participants' knowledge of
resumption in MSA relative clauses, data from groups with the same AoE but different
CVs were entered into statistical tests. An independent sample #-test was conducted in
SPSS Statistics 19 to compare between the E-CGA and the E-CLA scores in optional
resumption. This test showed no significant difference between these two groups (E-CGA )
mean = 49.6, sd = 25.3, N = 30; E-CLA mean = 51.8, sd = 26.7, N = 30; the 95% CI for

the difference in means is -15.70, 11.19; ¢ = -.335, p = .739, df = 58).

This result was expected by the hypothesis here as it was assumed that earlier age of first

exposure to MSA would help the participants to acquire a more native-like knowledge of
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resumption in MSA relatives and reduce the effect of the L1 if it exists. In fact, the L1
influence was expected to be found with the participants who had late exposure to MSA.
A one way ANOVA was conducted in SPSS Statistics 19 to compare between L-CGA, L-
CLA, and L-CEA groups in terms of their scores in optional resumption. The test showed
that groups with late exposure to MSA but different CVs had no significant effect on data
(F (2,84) = 2.857, p = .063). Tukey HSD and LSD post hoc tests showed that L-CLA and
L-CEA groups are significantly different (p = .050 & .019, respectively). This difference,
however, cannot be due to L1 influence given that resumption in object relatives in both

colloquial varieties is obligatory (see Chapter 3). The descriptive statistics for this test are

given in Table 25 below.

. LCLA | 77 A48 7.9 383 504 0 90.0

| LCEA | 30 | 655 | 245 | 564 | 747 | 200 | 1000
e B G e

Table 25: smmzm statistics for amim;i resumption scores of groups with Late exposure to MSA

1.5.2 Different CVs Regardless of AoE

Further statistical analyses were run using a One way ANOVA in SPSS Statistics 19 to
compare the optional resumption scores achieved by the participants with different CVs
regardless of the time of their first exposure to MSA. For this test, the scores of all the
participants in this study were divided into 3 groups depending on the colloquial variety
they speak: Colloguial Gulf Arabic (CGA), Colloquial Levantine Arabic (CLA) and
Colloquial Egyptian Arabic (CEA). The test results showed that these groups with
different CVs had a significant effect on the data (F (2,144) = 3.373, p = .037). Table 26

shows the descriptive statistics for these groups.
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Table 26: Descriptive statistics for groups by OV regardiess of Aok in pptional résumption

A Tukey HSD post hoc test showed that that there is a significant difference between
the CLA and CEA groups (p = .030). As explained above, this difference cannot be
considered as a result of L1 influence as resumption in both colloquial varieties is
obligatory in object relatives (see chapter 3). The difference between CGA and CLA, on
one hand, and the difference between CGA and CEA, on the other hand, did not emerge
as significant in this post hoc test (p = .761 & .115, respectively). Nevertheless, an LSD
post hoc test revealed a significant difference between the CGA and CEA groups (p =
.047). However, this again cannot be considered due to L1 influence given that CEA
speakers, ‘who treat resumption in their colloquial variety as obligatory, judged
resumption in MSA object relatives as optional more than speakers of CGA in which

resumption is optional in object relatives (mean = 65.5 & 54.0, respectively).
1.6 Results of Acceptance & Rejection by Test Item

To check if there were certain test sentences that got accepted or rejected more than the
other sentences, the rate of acceptance and rejection was calculated for each test
sentence and presented in Table 27 below. As explained in the previous chapter, any
sentence judged as +2 or +1 was considered to indicate acceptance whereas choices of -
2 or -1 were considered to indicate rejection of that particular test sentence. Responses
of 'Can't Decide' did not occur in this data. Refer to Appendix 5 to see the test

sentences,
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TIAO1 | 0.%) | 28(933) | 29(%.7) | 29(96.7) | 25(926) | 30 (100) | 141 (959
Rej.No.(%) | 2(6.7) 1103) 133 1204 |00 y
T1Aoy LS No. 08 | 29(96.7) | 29967) | 28(93.3) | 26(96.3) | 29 (96.7) | 141(959)
ReiNo.%) | 1033) |1G3) (267 1167 1163 |6@D
TiAes LA Ne 08 | 26(86.7) | 21(700) [24(80.0) |20 (74.1) [22(733) | 113(769)
[ ReiNo.(%) | 4(133) 19(30.0) [6(200) |7(259) |8(26.7) |34(23.1)
Tia0s L2 Ne 09 | 23(76.7) | 15(500) [ 15(50.0) | 18(66.7) [ 26(86.7) | 97 (66.0)
T R Ne (%) | 7(233) | 15(50.0) | 15(50.0) | 9(33.3) | 4(13.3) | 50 (34.0)
Tiaos LS No-09) [ 29(967) | 28(933) [24(800) | 25(926) | 29(%7) | 350918)
; RejNo. (%) | 103) 12(67) 16(200) 12074 1033 |12(82)
Tiaoe LN B0 [ 27900 [ 22(733) [26(867) [ 24(889) | 28(%33) | 127864)
Rej. No. (%) | 3(10.0) 1 8(26.7) 14(133) [3(L1) 12(67) |20(13.6)
Tiaey | N0 08| 30 (100) [ 25(833) [27(90.0) | 25(9256) [30(100) | 137 (932)
U TR No.C%) | 0(0) [5(167) |3(10.0) |2(74) | 0(0) 10 (6.8)
incs LA No-CO 129 96.7) | 27(900) | 27(900) [ 23 (852) [29 (%) | 135 018)
 [ReNeCH | 1(33) [3(100) [3(100) [4(148) [1(33) [12(82)
Tiagy L0 No.(%) | 29(96.7) | 30(100) | 25(83.3) | 23(852) | 30(100) | 137(93.2)
 [ReNo.Cw) | 1(33) [0(0) [5(16.7) [4(148) [0(0) 10 (6.5)
Tiato A% M08 | 27(900) | 30(100) [29(%6.7) | 23(852) [29(%.7) | 138(939)
[ReiNo.%®) [ 3(10.0) |0(0) 133) (4048 [163) 196D
TIRO1 Acc. No. (%) | 10(33.3) | 13(433) | 10(33.3) | 7(25.9) | 16(53.3) | 56 (38.1)
. [ReiNo.(%) | 20(66.6) | 17(56.7) | 20 (66.6) | 20 (74.1) | 14 (46.7) | 91 (61.9)
"‘rmm Ace. No. (%) | 14 (46.7) | 18(60.0) | 17(56.7) | 17(63.0) | 18(60.0) | 84 (57.1)
(R Ne (8 16(333) | 12(40.0) |13(433) [ 10(37.0) | 12 (40.0) | 63 (42.9)
g3 | Ne 09 [11G67) [11(367) | 12(400) | T1(407) [ 19(633) [ 64(43.5)
| Rei No. %) 19(63.3) | 18(60.0) | 16(59.3) | 11(36.7) | 83 (56.5)
inos | A Ne00 [ 12(400) [8@67) [6(00) [10G7.0) [17(567) [83(61) |
7 [ReiNo.(%) | 18 (60.0) 24 (80.0) | 17(63.0) | 13.(433) | 94(63.9
Tipos LD ey 80 12(400) | 10 (37.0) | 16(533) | 62(422)
| Rei.No.(%) |20 (66.6 18 (60.0) | 17(63.0) | 14 (46.7) | 85(57.8
Tipos Lo e 0y 600 15(50.0) |7(259) | 16(533) | 56 G8.1)
ﬁ | Rej No.(%) | 24 (80.0 0) [ 15(50.0) | 20(74.1) | 14(46.7) | 91(61.9)
11807 Ace. Mo (%0 1204000 L 1L(36.7) 90300 120444 19(633) | 63(42.9)
. [ReiNo.(%) [ 18(60.0) [ 19(633) | 21(70.0) | 15(35.6) | 11(36.3) | 84 (37.1)
11808 Acc No. (%) | 15(50.0) | 12(400) | 14(46.7) | 8(296) | 12(400) | 61 (415)
L Rej No. ()| 15 (30.0) 16(53.3) | 19(70.4) | 18(60.0) | 86 (38.5) |
1m0y, L e ) 128(933) | 30(100) | 26(86.7) | 25(92.6) | 30 (100) | 139 (94.6)
] Rej. No. (%) 1 2(6.7) B 433 1274 210} 8§(5.4)
Tipre AL N0 [28(933) | 28(93.3) [ 26(86.7) | 20(74.1) [ 28(933) | 130 (884)
ReiNo (%) [2(67) [2(67) [4033) [70259) [2(67) [17(116)

Table 27; Rate of acceptonce and relection of test seritences with object relative tlauses
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The figures in Table 27 show no big differences between the groups of participants in
terms of accepting or rejecting a certain test sentence. Also, these figures show that
object relative clauses with resumptive pronouns were generally more accepted than
those without resumptive pronouns. The average of accepting object relatives with
" resumptive pronouns by all the participants is 88.5% (range: 66.0% - 95.9%) compared
to 52.2% (range: 36.1% - 94.6%) as the average of accepting these sentences without
resumptive pronouns. This reflects the expected preference for resumption in object

relatives noted in chapter 2 (section 2.3).

Although the general rate of acceptance of relative clauses without resumption is low,
the last two sentences (T1B09 & TI1B10) achieved a remarkably higher rate of
acceptance (94.6% & 88.4%, respectively, compared with <58% on the other T1B
tokens). The relative clauses in these two sentences were with the relativisers maa and
man, respectively, which have different characteristics from the other relativisers used
in the rest of the test sentences. As explained in chapter 2, MSA uses different

relativisers depending on the gender and the number of the referent like 2alladii for

ﬁasculine singular, 2allatii for feminine singular, ?alladiina for masculine plural, etc.
However, maa and man do not have these gender and number specifications and can be
used with referents of any gender and number. One difference between these two
relativisers though is that maa is used with inanimate referents whereas man is used
with animate referents. The test items results here seem to suggest that relative clauses
using these two relativisers are more accepted in MSA than with other relativisers when

the resumptive pronoun is absent.
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The next section will present the judgment results of SV sentences with and without

plural agreement between the collective human subject and the following verb.

2 Results of Collective Subject-Verb Agreement in SV Sentences

"One section of the test items in the Acceptability Judgment Task (AJT) included
declarative se.ntences in subject-verb order with human subjects of the collective type
with and without subject-verb agreement in number. The aim of including such
sentences in this task was to test the participants' underlying knowledge of this syntactic
phenomenon in MSA and see whether AoE and\or the CV have an effect on their
ultimate attainment of the MSA grammar. The paﬂicipgnts were asked in this task to
use their metalinguistic intuitions to judge 10 sentences. THese sentences were repeated
twice in the test; once with plural agreement between the human collective subject and

the following verb, and once without agreement.

As explained in the scoring section of chapter 4, these 10 pairs of sentences were scored
‘Fhe same way the resumption sentences were scored; scoring was based on comparing
judgments of each sentence in each pair. Such comparisons resulted in one of four
possible scenarios: 1) plural éubject-verb agreement is optional, when both sentences
were judged acceptable; ii) plural subject-verb agreement is obligatory, when only the
sentence without agreement was rejected; iii) plural subject-verb agreement is not

allowed, when only the sentence with agreement was rejected; and iv) plural subject-
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verb agreement is not relevant to judgment, when both sentences were judged

unacceptable.*’ Table 28 below shows the results of such comparisons.

Table 28: Judgments on sentence pairs in terms of collective subject-verk plural sgreement in SV order in MSA {all
groups collapsed together)

2.1 Excluded Data

Based on the figures shown in Table 28, 87.9% of the judged pairs show that plural
agreement between the human collective subject and the following verb is either
optional or obligatory. Data that show such agreement is not allowed were excluded
from the analysis béaauae, in faétg it is allowed in all varieties of Arabic under study,
standard and non-standard (see chapter 3, section 1.2). Similarly, data in which both
sentences of one pair were rejected (labeled as 'irrelevant' in Table 28) were excluded
from the analysis. This is because the participants who made these judgments should
have accepted at least one of the sentences in these pairs if their judgments were based
on whether or not plural agreement between the human collective subject and the
following verb is permissible. Since both sentences in these pairs were rejected, it seems
that these judgments were based on something irrelevant to the syntactic phenomenon
under study. The types of response that indicated that agreement is not allowed or
rejected both test items of one pair seem to have occurred as random errors and, hence,

were treated as noisées

* There is a fifth possible scenario and that is when one or both of the sentences were not decided upon
by choosing 'Cen't decide’ option from the seale. This scenario did not ocour in this data.
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2.2 Effect of Test Items Orders & Results of Merged Subgroups

As explained in chapter 4, to control for the possibility that the participants might judge
the sentences appearing second of each pair based on their judgments of the sentence
that appeared first in the test, the participants in each group were divided into two

subgroups and saw the AJT test items in two different orders. Table 29 below shows the

subgroups’ judgments after exclusion of the above mentioned data.

O of = No. (%) No. (%)
Yrder 105 (73.9) 37.(26.1)
Order 91 (68.4) 42(31.6) 133
Order 108 (79.4 28 (20.6) 136
 Order? 87(70.2 37(29.8) 124
Order 1 114 (83.8) 22(16.2) 136
 Order 2 97 (77.0) 29 (23.0) 126
Order 1 97 (77.6) 28 (22.4) 125
" 78 (78.8) 2121.2) 99*
101 (75.9) 32(24.1) 133
102 (74.5) 35(25.5) 137
980 (75.9 311 (24.D) 1291

greement after exclusion of rrelevant data

* The number of participants in this sub-grovp is only 12 compared to 15 in all other sub-groups.

To see if there was an effect of test items order in the test, five independent samples f-
tests were conducted on separate data, using the software IBM SPSS Statistics 19, to
compare the means of optional agreement scores achieved by the two subgroups in each
group. The results of these r-tests came out as there are no significant differences found
for any group. The descriptive statistics and the results of these five r-tests are in Table

A0 below,
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Having no significant difference between the two subgroups in each group, it was
concluded that the order of the test items in the test did not affect the participants’
judgments. Table 31 below shows the group results after merging the two subgroups in

each group.

4 Obligatory Agreement

e Optional Agreement

E-CGA L-CGA

A Mo (90)
1960713 T9{28.7
98750 65 (25.0

2114805 51419.5)

175078, 1) 490219

. L gy 67 (248
Al ﬁmﬂ% dotal | T SRy 1

a&:m 31 : Groups’ judgments on hurman collective :mb;es:z»wm plural agresment in 5% wmmxm
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It was expected by the hypothesis of this thesis that early exposure to MSA will help to
reduce L1 influence and increase the chance of obtaining a more native-like knowledge
of MSA grammar. Thus, the participants in E-CGA and E-CLA groups were expected
to treat plural agreement between the human collective subjects and the following verbs
.~ as optional in MSA régardless of whether it is optional or obligatory in their colloquial
varieties. Also, it was expected that the grammar of the colloquial variety (the L1) will
affect how the participants with late exposure to MSA will judge the agreement
sentences. Based on this, the participants in the L-CGA group were expected to judge
the human collective subject-verb agreement as obligatory as it is in their colloquial
variety (see section 1.2.1 in chapter 3). Onk the contrary, the participants in the L-CLA
and the L-CEA groups were expected to continue cdnsidering this agreement as
optional as it is in their colloquial varieties (see section 1.2.1 in chapter 3). In short,
only the participants in the L-CGA group were expected to treat plural agreement in this
type of scrltences as less optional than the participants in the other groups due to L1

influence.

"I"he figures in Table 31 do not seem to support these expectations. The participants in
all groups have judged the human collective subject-verb plural agreement as optional
in more than 70% of the judged pairs, including the L-CGA participants. In fact, the .
participants in the L-CGA group judged the agreement as optional in more pairs than
the participants in the E-CGA group who had earlier exposure to MSA (75.0% vs
71.3%, respectively). The rate of judging this agreement as optional by the two CLA
groups and the L-CEA group was as high as expected due to the fact that plural

agreement is optional in the Egyptian and the Levantine colloquial varieties.
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2.3 General Statistical Effect of Independent Variables &
Statistical Group Comparisons

Using the IBM SPSS Statistics 19, a Univariate Analysis of Variance test was

conducted to check statistically the effect of the colloquial varieties and the age of first

‘ exposure to MSA on the data of optional agreement. The results of this test showed that

there is no Signiﬁcant effect of these two independent variables (for CV: F (2,142) =

1.388, p = 0.253; for AoE: F (1,142) = .000, p - 0.983). The interaction of CV and AoE

was not significant either (F (1,142) = 0.872, p = 0.352).

To compare the means of the five groups on judging p]ural agreement as optional in
MSA, a One Way ANOVA was conducted using the SPSS Statistics 19 with the groups
as the factor and the optional agreement as the dependent variable. This test showed no
signiﬁcang effect of different groups on data (F (4,142) = 0.934, p = 0.446). The

descriptive statistics for this test are given in Table 32 below.

Groups Par‘;‘c’i;:“ | Mean sd zf:fef’ for lh;:fse‘: Minimum | Maximum
E-CGA 30 70.5 22.2 62.2 78.7 12.5 100.0
L-CGA 30 73.9 21.9 65.7 82.1 28.6 100.0
E-CLA 30 80.1 16.5 74.0 86.4 333 100.0
L-CLA 27 76.6 19.9 68.7 84.5 125 100.0
L-CEA 30 75.3 200 67.8 82.7 25.0 100.0
Total 147 75250 | 20.2172 71.9 78.5 12.5 100.0

Table 32: Descriptive statistics for groups' scores on judging plural agreement as optional

It seems that the statistical tests conducted so far suffice to answer the research
questions and controvert the research hypotheses about knowledge of collective subject-
verb agreement in SV sentences. However, further statistical analyses were conducted

to measure the effect of AoE and CV (the L1) separately by making various specific
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comparisons and manipulating groups of participants. This was done to make sure that
every possible analysis was conducted. These analyses are presented in the following

two subsections.

‘2.4 Further Statistical Analysis: Effect of AoE

241 Comparing Groups with the Same CV but Different AoE

To check further if AoE has an effect on the participants' underlying knowledge of
MSA plural agreement between a human collective subject and the following verb,
optional plural agreement data of groups with the same CV but different AcE were
analysed by conducting two separate independent samples #-tests; one comparing the E-
CGA with the L-CGA group, and the other comparing the E-CLA with the L-CLA
group. The results of the test comparing E-CGA with L-CGA showed no significant
difference between the two groups (E-CGA mean = 70.5, sd = 22.2, N = 30; L-CGA
mean = 73.9, sd =21.9, N = 30; the 95% CI for the difference in means is -14.8, 7.9; t =
600, p = .551, df = 58). The difference between the E-CLA and the L-CLA also was
not significant according to this test (E-CLA mean = 80.2, sd = 16.5, N = 30; L-CLA
mean = 76.6, sd = 19.9, N = 27; the 95% CI for the difference in means is — 6.1 1, 13,

26; t=.739, p= 463, df = 55).
2.4.2 All Early vs All Late AoE

Further statistical analysis were run to compare the scores of optional plural agreement
of those participants who had early exposure to MSA as one group with the scores of
those who had late exposure to MSA as another group regardless of the colioquial
varieties they speak. An independent samples f-test showed no significant difference

between these two groups (Early Exposure group mean = 75.3, sd = 20.02, N = 60; Late
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Exposure group mean = 75.2, sd = 20.46, N = 87; the 95% CI for the difference in

means is -6.61, 6.84; t = .034, p = 973, df = 145).

2.5 Further Statistical Analysis: Effect of CV (L1)

~2.5.1 Comparing Groups with the Same AoE but Different CVs

Optional plural agreement data of groups with the same AqE and different CVs were
analysed statistically to verify if the colloquial variety (the L1) had an effect on the
participants' underlying knowledge of MSA grammar. An independent samples f-test
was run in SPSS Statistics 19 to compare the means of the E-CGA and the E-CLA
groups. As expected due to early exposure to MSA, the difference between these two
groups came out as not significant despite the difference between the two colloquial
varieties in terms of plural agreement between the human collective subject and the
following verb being obligatory in CGA and optional in CLA (E-CGA mean = 70.5, sd
=22.20, N = 30; E-CLA mean = 80.2, sd = 16.5, N = 30; the 95% CI for the difference

in means is -19.85, .38; t =-1.926, p = .059, df = 58).

If a group difference due to L1 influence exists, it is expected to be found between groups
with late exposure rather than between groups with early exposure to MSA. Therefore,
optional plural agreement data of L-CGA, L-CLA and L-CEA groups were analysed by a
One Way ANOVA in SPSS Statistics 19 to see if the L-CGA participants did
significantly different from the participants in the other two groups due to L1 influence.
Despite the fact that the participants in the L-CGA group achieved' the lowest mean in
optional plural égreement (see Table 33 below), the test showed that groups with late

exposure to MSA but different CVs had no significant effect on data (F (2,84) =.125,p=
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.883). Post hoc tests like Tukey HSD, LSD, and Bonferroni showed no significant
difference between the three groups (p = <.05). The descriptive statistics for these groups

are given in Table 33 below

Table 33: mmnmwe statmm for rmmmat agmemam scores gmups with I;ate ex;wwm to MSA

2.5.2 Different CVs Regardless of AoE

One more statistical test was conducted using SPSS Statistics 19 to compare the
optional plural agreement means achieved by the participants with different CVs
regardless of the time of first exposure to MSA. For this test, the scores of all the
participants in this study were divided into three groups depending on the colloquial
variety the participants speak: CGA, CLA, and CEA. A One Way ANOVA showed that
these groups with different CVs had no significant effect on data (F (2, 144) = 1.443, p

=_240). Post hoc tests results showed no significant differences between the groups (p =

>.05). The descriptive statistics for these groups are in Table 34 below

_C6A | 60 722 21.94 66.49 77.83 125 100.0
| CLA 57 785 18.15 7367 83.31 12.5 100.0
| (RA [ 3 783 2001 6779 | 8273 250 | 1000
w4 3 ! ! o

“Table 34 ¢ ﬁmmmw& Smtmm:s for grmps by L regmdi% ;;f l’mE in w@:mna& p&ura! agrwmem
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2.6 Results of Acceptance & Rejection by Test Item

To check if there are certain test sentences that get accepted or rejected more than the
~other sentences, the rate of acceptance and rejection was calculated for each test
sentence and presented in Table 35 below. As explained in the previous chapter, any
sentence was judged as +2 or +1 was considered to indicate acceptance whereas choices
of -2 or -1 was considered to indicate rejection of that particular test sentence.
Responses of 'Can't Decide' did not occur in this data. Refer to Appendix 5 to see the

test sentences.

The figures in Table 35 show that the rate of acceptance or rejection of a certain test
sentences does not change dramatically across the five groups. Also, the sentences with
plural agreement between the collective subject and the following verb seem to be more
accepted than those without subject-verb plural agreement. The average of accepting
sentences with plural agreement by all participants is 87.9% (range: 72.1% - 95.2%)
whereas the average of accepting the sentences without plural agreement is 74.5% (range:

49.0% - 90.5).
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01 Acc. No. (%) | 30(100) | 28(933) | 28(93.3) | 19.(704) | 27(90.0) | 132 (89.8)
[ ReiNo.CR) | 0(0) | 2(67) | 2(6.7) | 8(296) | 3(10.0) | 15(102)
a0y | 2 No 9 | 29(967) | 28(933) | 27(90.0) | 24 (889) | 26 (86.7) | 134 012)
' Rei.No.(%) | 1(33) | 2(6.7) | 3(10.0) | 3(1L1) | 4(13.3) | 13(8.8)
oy | AN 00 | 25(833) | 2(33) [22(733) [ 16(593) | 21 (70.0) | 106 (72.1)
© " [ RejNo. (%) | 5(16.7) | B(26.7) | 8(26.7) | 11(40.7) | 9(30.0) | 41(27.9)
TM“@'4 Acc. No. (%) | 29(96.7) | 29(96.7) | 29 (96.7) | 24 (88.9) | 29(96.7) | 140(952)
' Rl No.(%) | 1(33) | 1(933) | 1(33) | 3(1L1) | 133 7(4.8)
oags LN Ch) | 27(000) [ 28(33) [ 27(90.0) | 24 889) | 29(%6.7) | 135018)
U TReiNo (%) | 3(10.0) | 2(67) | 3(100) | 3(1L1) | 1(933) | 1282
Ton0e L2 No.Ch) | 29(967) | 26(867) [ 29 96.7) | 26 (9%6.3) | 28(93.3) | 138(93.9)
T RN | 133) | 4(133) [ 1933) | 167 | 267D | 961
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oaos LMo () | 29(967) | 26(3867) | 26 (867) | 22 815) | 30(100) | 133(90.5)
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Toa0e LS N8 | 19(63.3) | 25(833) | 24 (80.0) | 21 (778) [ 26(86.7) | 115(782)
’ Rej: No. (%) | 11(36.7) | 5(16.7) | 6(20.0) | 6(222) | 4(13.3) | 32(21.8) |
oate LA No 0 | 29 967) | 22(733) | 25(833) [ 22 B15) [ 26(86.7) | 124 (84.9)
~ [ReiNo(%) | 1(33) | 8(267) | 5(16.7) | 5(185) | 4(13.3) | 23(156
opor LA Ne 0 [ 25@833) [ 27(900) | 27 (90.0) [ 23 (852) | 24 (80.0) | 126 (857)
~ [Rei.No.(%) | 5(167) | 3(10.0) | 3(10.0) | 4(148) | 6(20.0) | 21(i43)
ome LA Ne 0o | 26(867) | 25833) [ 25833) | 21 (77.8) | 25(833) [ 12 830)
" [ReiNo.(%) | 4(133) | 5(167) | 5(167) | 6(222) | 5(16.7) | 25(17.0)
Ace.No. (%) | 18(60.0) | 17(56.7) | 25(833) | 22 (81.5) | 15(50.0) | 97(66.0)
Rej.No.(%) | 12(40.0) | 13(43.3) | 5(16.7) | 5(18.5) | 15(50.0 34
Tomos | e Ne.C8) [ 28(933) [ 26(867) [ 27(0.0) | 22815) | 26(867) | 129 878)
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T2B06 | , D -
Rei. No. (%) | 20(66.7) | 11(36.7) | 10(33.3) | 12 (44.4) | 12 (40.0) :
mopey |2 NG9 | 3(83) | 15(500) | 18(600) | ;5{&5 6 | 11067 | 72490
“ [ReiNo.(%) | 17(36.7 | 15(30.0) | 12 (40.0) | 12(44.4) | 19(63.3) | 75(51.0)
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Table 35+ Rate of scceptance & rejection of test sentences with\out collective subject-verb agreement
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The following section presents the results of producing declarative sentences with VSO

or SVO orders in conversational and narrative contexts.

3 Results of Word Order in Conversational & Narrative Contexts

The participants' underlying knowledge of word order in MSA was assessed in this
experimental study by completing the 'conversation role-play' task. As explained in
chapter 4, the participants in this task formed and produced 20 declarative sentences
with verbs and overt subjects; 10 in a conversational cohtext and the other 10 in a
narrative context. The aim was to check which order the participants would use in
which context and if the L1 would influence their choice of word order due to time of

first exposure to MSA.

4

As explained in chapter 4, the participants in each group were divided into two
subgroups and completed two different versions of the conversation role-play task. The
only difference between the two versions was the order of word boxes from which the
participants should choose thgir vocabulary to form sentences in the conversational
cbntext; if the box of nouns preceded the box of verbs in a certain conversational turn in
version 1, this order was reversed in version 2. This was done to control for the possible
effect of the linear order of the word boxes on the participants' choice of word order
(see section 2.2 of the previous chapter for a thorough description of this task). Table 36
below shows the distribution of word orders used by the subgroups participants in the

conversational context in CR-P task.
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Q’ﬁf;;‘j;:"”’d No. (%) No. (%)

_ Order i 94 (62.7) 56 (37.3) 150
‘ 101 (67.3) 49 (32.7) 150

105 (70.0) 45 (30.0) 150

105 (70.0) 45 (30.0) 150

100 (66.7 50 (33.3) 150

101(67.3) 49 (32.7 150

107 (71.3) 43 (28.7 150

89 (74.2) 31 (25.8) 120*

113 (75.3) 37 (24.7) 150

85 (56.7) 65 (43.3) 150

1000 (68.0) 470(32.0) 1470

Table 36+ Distribution of word orders used bv the subgroups’ participants in conversational context in CR-P task

* The number of participanis i this subsgroup is only 12 compared o 15 in all other sub-groups.

3.1 Effmtl of Order of Word Boxes in Conversational Context

To check if the order of the word boxes had an effect on the participants' choice of word
order, five independent samples 7-tests were conducted on separate data using the SPSS
Statistics 19 to compare between the two subgroups in each group in terms of the means

of using VSO order in the conversational context. The results of these tests came out as

there are no significant differences found for any group except L-CEA. The descriptive

statistics and the results of these five f-tests are in Table 37 below.
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Tame 3‘? t-tests mmim for 1t ?:?m boxes order effect on chmsmg VSO in conversational ﬁmtext ‘
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However, this difference between the two subgroups of the L-CEA group seems
unlikely to be caused by the order of the word boxes given the fact that different orders
of word boxes did not cause differences between the subgroups of the other four groups.
Thus, it was concluded that order of the word boxes had no effect on how the
" participants formed their sentences in the conversational part of the conversation role-
play task.

3;2 Results of Merged Subgroups in Conversational &

Narrative Contexts

Table 38 below shows the distribution of word order in both conversational and
narrative contexts after merging the two subgroups in each group. Recall from chapter 2
that VSO order is the common order in MSA (e.g., Bakir, 1980; Fassi-Fehri, 1993).
Also, context has an effect on which order to use making VSO more common in
narrative contexts whereas SVO becomes more common in conversational contexts
(e.g., Brustad, 2000; Dahlgren, 1998). The results of the colloquial Arabic corpus study
in chapter 3 suggested that at least colloquial Egyptian Arabic (CEA) is different from
MSA in terms of word order preference. The Egyptian speakers used SVO order in
more than 90% of the sentences they produced in that corpus regardless of the context

(see section 1.1.2 of chapter 3).

The hypothesis here expected that only those participants who had early exposure to
MSA would not show L1 effects when producing MSA sentences. Thus, based on the
results of the colloquial Arabic corpus study in chapter 3, it was expected that only the
participants of the L-CEA group would show L1 effects by using SVO order in MSA

more than the other orders regardless of the context, due to L1 influence. On the other
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hand, the participants of the CGA and the CLA groups were expected to use word
orders depending on the context as is the case in MSA; SVO more in conversational
contexts than in narrative contexts and VSO more in narrative contexts than in

conversational contexts,

Conversational Context

E-COBA LCEA B-CLA L LOLA T LCEA E-CGA L-COA B-CLA LCLA L-CEA

| No.(%) | No. (%) : No.(%) | No.(%)
1 195(65.0) | 105(35.0) 281 (93.7) | 19(63)
210(70.0) | 90(30.0) : 290 (96.7) | 10033
201(67.0) | 99330 296 (987) | 4(13)
1196(726) | 74(274 251 (93.0

102 (340) |

Table 38 1 mmmutzm uf word mcfer by groups in cmvermxmna! and narratme cmtaxt&

The figures in Table 38 show that VSO was used more than SVO order in both contexts

by all the participants of this study (68% vs 32% in conversational; 95.2% vs 4.8% in
narrative context). Also, SVO order was used by all the participants more in
conversational context than in narrative context (32% vs 4.8%, respectively). Contrary

to the expectations of the hypothesis here, the participants of the L-CEA group did not
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use SVO order more than VSO in either context in this task despite their late exposure

to MSA.

3.3 General Statistical Effect of Context, CV, and AoE

“Using SPSS Statistics 19, the data concerning use of VSO order in conversational and
narrative contexts were analysed by conducting a Repeated-Measures ANOVA to check
if context, CV, and/or AoE had an effect on how the participants produced their
sentences. The R-M ANOVA showed that context had a statistical effect, meaning that
the rate of use of VSO in conversational context was statistically different from the rate
of use of the same order in narrative context (F (1,142) = 219.000, p = .000). However,
testing the effect of the colloquial variety variable (CV) and the age of exposure
variable (AoE) did not show significant effects (CV: F (2,142) = 1.005, p = .369; AoE:
F (1,142) = 870, p = .353). Also, none of the interactions between these 3 factors

revealed any significant effects; all came out with p values greater than .05. The

descriptive statistics for this test are given in Table 39 below.

i : ;

YeO

Groups

VSO Mean | :
e 10.7 6.6 43 13.5 116
P B 30 30 27 30

%
%

?agig %MQ ngs::ﬂpﬁm statistics for Repeated-Measures ANOVA

3.4 Statistical Group Comparisons

To compare the means of the five groups when using VSO order in conversational

contexts, a One Way ANOVA was conducted in SPSS Statistics 19 with the groups
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being the factor and VSO means in conversational context being the dependent variable.
This test showed no significant effect of different groups on data (F (4,142) = .679, p =
.608). Another One Way ANOVA was conducted to compare the me‘ans of using VSO
in narrative context. This test als’o showed no significant effect of groups on data (F
(4,142) = 1.808, p = .131). Post hoc tests showed no significant differences between the

five groups in both conversational and narrative contexts (p =>.05 in all comparisons).

3.5 Results of Word Order in Conversational Context by
Conversational Turns

To check if the participants of the study preferred to use a certain word order in a

particular conversational turn in the conversational context, the rate of using VSO and

SVO orders was calculated for each conversational turn and presented in Table 40

below.

Bésed on Table 40, the rate of use of a certain order in a particular conversational turn
did not vary dramatically across the five groups. The rate of use of VSO order by the
participants of all groups was always higher than the rate of use of SVO order in all
conversational turns except for. Conv01 where SVO was used more than VSO. This
should be expected as in this particular conversational turn, the other speaker was
asking the participant a question that required information about a person. The question
asked was 'Has anybody seen Majid today?'. The answer to such a question would
normally start with the subject to provide information about who saw Majid that day

(See Appendix 6 for the content of this task).
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VSONe.(%) | 8(267) | 8(267) | 8(267) | 5(185) | 7(23.3) | 36(245)
SVONe. (%) | 22(73.3) | 22(73.3) | 22(73.3) | 22(81.5) | 23(76.7) | 111(75.5)
VSO No.(%) | 20(66.7) | 25(83.3) | 24 (80.0) | 22(81.5) | 22(73.3) | 113(76.9)
SVONe.(%) | 10(33.3) | 5(16.7) @ 6(20.0) | 5(185) | 8(26.7) | 34(23.1)
VSONo. (%) | 14(46.7) | 19(633) | 19063.3) | 21(77.8) | 19(63.3) | 92(62:6)
SVONo. (%) | 16(53.3) | 11(36.7) | 11(36.7) | 6(22.2) | 11(36.7) | 55(37.4)
VSO Ne. (%) | 12(40.0) | 15(50.0) | 18 (60.0) | 14(31.9) | 17(56.7) | 76 (51L.7)
SVO No. (%) | 18(60.0) | 15(50.0) | 12 (40.0) | 13(48.1) | 13(43.3) | 71(48.3)
VSO Ne. (%) | 30(100) | 25(83.3) | 25(83.3) | 26(96.3) | 29(96.7) | 135(91.8)
SVONe. (%) | 0(0) 5(16.7) | 5(16.7) | 1(3.7) | 1(3.3) 12 (8.2)

VSO No. (%) | 18(60.0) | 23(76.7) | 22(73.3) | 24 (88.9) | 25(83.3) | 112(76.2)
SVONe. (%) | 12(40.0) | 7(233) | 8(26.7) | 3(11.1) | 5(16.7) | 35(23.83)
VSO No. (%) | 23(76.7) | 25(83.3) | 16(53.3) | 21(77.8) | 21(70.0) | 106 (72.1)
SVONo.(%) | 7(233) | 5(16.7) | 14(46.7) | 6(22.2) | 9(30.0) | 41(27.9)
VSO Ne. (%) | 28(93.3) | 25(83.3) | 27(90.0) | 22 (81.5) | 19(63.3) | 121 (823)
SVONo.(%) | 2(67) | 5(16.7) | 3(10.0) | 5(185) | 11(36.7) | 26(17.7

VSO No. (%) | 18(60.0) | 20(66.7) | 18(60.0) | 19(70.4) | 15(50.0) | 90 (612)
SVONo.(%) | 12(40.0) | 10(33.3) | 12(40.0) | 8(29.6) | 15(50.0) | 57(38.8)
VSO No (%) | 24 (80.0) | 25(83.3) | 24(80.0) | 22(81.5) | 24(80.0) | 119(81.0)

VO No %) 6200 5{16.7) 6 {200} 5185 62000 28(19.0)
Table 40: the rate of using V50 & SVO in each conversational turn in the CR-P task
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4  Summary

This chapter presented the results of the main experimental study in this thesis described
in the previous chapter. The results were detailed according to the three dependent
syntactic variables under study: resumption in object relative clauses, collective subject-
verb number agreement in declarative SV sentences, and word order in conversational

and narrative contexts,

The results of the acceptability judgment task (AJT) were as follows. Total judgments
of resumption in object relatives and number agreement between collective subjects and
the following verbs showed that resumption and agreement were judged as optional

more than obligatory. This was also true of participants’ judgments on resumption and
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agreement when results of the five groups were considered separately. However,
comparison across the five groups in terms of judging resumption and agreement as
optional did not reflect the expectations of the hypotheses of this thesis. An SPSS
Univariate Analysis of Variance revealed that there was no significant effect of either
AoE or CV on the collected data (p = < .05). Also, statistical comparison between the
data of the five groups using a One Way ANOVA revealed no significant results due to
group difference (p = < .05). Further statistical analyses were conducted to measure the
effect of AoE and CV (the L1) separately by making various specific comparisons and
manipulating groups of participants. Most of these analyses revealed no significant
results, and when a significant result was found, none could be interpreted as due to the

effect of the independent variables.

The results of acceptance or rejection of each test item were presented as well. These
results showed no big differences across the five groups in terms of accepting/rejecting
a certain test item. Across all groups, object relatives with resumption and sentences
with plural agreement between the collective subject and the following verb were found
to be accepted more than those without resumption or agreement. One exception was
the relatives with the relativisers maa and man which were accepted more that rejected

even when the resumptive pronoun was not overt.

The results of the Conversation Role-Play Task were as follows. In total, the rate of
using VSO order was more than the rate of using SVO order in both conversational and
narrative contexts. Also, SVO order was used more in conversational context than in

narrative context. These preferences remained the same when the results of the five
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groups were considered separately. Nevertheless, the expectations of the hypotheses that
variant AoE and/or CV (the L1) should have effects on data were not supported by
analysing the results of the five groups of participants. An SPSS Repeated-Measure
ANOVA revealed no significant effect of either AoE or CV (p = <.05). However, this
statistical test showed that context had a significant effect on which word order to use (p
= .000); the rate of using VSO order in conversational context was found to be
significantly different from the rate of using the same order in narrative context. Two
‘One Way ANOVA’ tests showed no statistical differences across the five groups in

terms of using VSO order in either conversational or narrative contexts (p = <.05).

The results of word order distribution in each conversational turn were also presented in
this chapter. These results showed no big differences across the five groups of
participants in terms of using a particular word order in a particular conversational turn.
Also, VSO order was used more than SVO order in all conversational turns except in
the first turn where SVO order was used more. This was expected as the participant in
this turn was asked to provide an answer to a question that starts with ‘who’. Answers to
such questions normally start with the subject. The results of this experimental study

will be discussed in the following chapter.
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Discussion

As motivated- by the frequent claim in the literature that there are no native speakers of
MSA, this thesis aimed to investigate the ultimate underlying knowledge of MSA
represented by speakers of different Arabic colloquial dialects across three regions of
the Arab world. The research questions laid out ip chapter 1 seek to answer whether
Arabs across the Arab world represent ‘uniform’ (L1 type) or ‘variant’ (L2 type)
versions of MSA end-state grammar, and if variant, whether this is due to age of first

exposure to MSA (AoE), influence of the colloquial dialect (the L1), or both.

In the preceding chapter, the presentation and analysis of the experimental study data
were reported. Briefly, the results of this study showed that participant groups of
distinct AoE and L1 were found not significantly different in terms of performance in
the two distinct tasks of the study which aimed to assess the participants’ MSA
competence (AJT) and their usé of it (CR-P). Also, the results showed that there was no

statistical effect of the two independent variables: AoE and the colloquial dialect.

This chapter consists of discussion of the experimental study findings in relation to the
research questions and related literature. The first section discusses the main findings of
the study related to the type and nature of the ultimate attainment of MSA. The second

section discusses the critical period and the effect of age of first exposure on the
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ultimate attainment of MSA. The third section discusses the effect of L1 knowledge on
the ultimate attainment of MSA. Section four adds implications for the syntactic
analyses of the investigated phenomena based on the results of the experimental study.

The final section summarises the chapter.

1 Is MSA Competence of L1 or L2 type?

There is a general consensus in the language acquisition literature that all acquirers of
the same first language or dialect are expected to achieve the same end-state grammar
(e.g., Chomsky, 1965; Bley-Vroman, 1989), whereas acquirers of the same second
language are likely to differ from each other in their ultimate attainment (e.g., Bley-
Vroman, 1989; Schachter, 1990; Schwartz and Sprouse, 1994; White, 2003) due to a

variety of factors including effect of AoE and L1 influence.

It was assumed in this thesis that E-CLA and E-CGA participants had acquired MSA as
a second L1 along with the colloquial dialect. This is because they started acquiring
MSA naturally via immersion when they were 2 or 3 years old while their acquisition of
the colloquial dialect was still in process. In contrast, participants of the other groups
with relatively late exposure to MSA (at age 6) were assumed to have acquired MSA as
an L2 at least due to their knowledge of the previously acquired dialect when they '

started acquiring MSA.

The main question of this thesis was whether the participants of this latter group, who
represent the majority of Arabic speakers across the Arab world, succeeded in acquiring

a native-like (uniform) MSA competence or not, despite their late exposure to MSA and
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the variant colloquial dialects they speak. Contrary to the hypothesis of this thesis, the
data presented in the previous chapter strongly point to an affirmative answer to this
question at least in relation to their ultimate knowledge of the three MSA syntactic
structures under study. According to this empirical data, L-CLA and L-CEA
* participants have managed to learn that resumption in MSA object relatives is optional
not obligatory, in contrast to their colloquial dialects; L-CGA participants similarly
have managed to learn that number agreement between human collective subjects and
the following verb is optional in MSA though it is not in their colloquial variety; and all
the participants of these 3 groups have learnt that VSO is the common order in MSA.
Moreover, the performance of the late-exposed barticipants in the tasks of this study
was n~ot significantly different from the pérformance of those who acquired MSA earlier

and in more naturalistic settings.

These empirical findings do not support Kaye’s (1970) expectations of inconsistent
performance in MSA due to what he called the ill-defined system of MSA. Also, they
do not support the acquisition theory-based expectation that L2 acquirers will not
achieve native-like competence due to lack of access to UG (if it is assumed that the
critical period had declined or come to its end before age 6) and/or due to L1 influence
(e.g., Bley-Vroman, 1989; Schachter, 1990; Schwartz and Sprouse, 1994; White,
2003).** If it was true that L2 acquirers had no or only partial access to UG due to end
of the critical period (Bley-Vroman, 1989; Schachter, 1990), the current findings could
perhaps be explained by the fact that even the late acquirers of MSA in this study

started acquisition at age 6 which is still early and may be within the age boundaries of

* The issue of the critical period and AoE effect will be discussed separately in the following section.
Also, the issue of L1 influence will be discussed later in section 3.
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the critical period during which access to UG is still available and their innate ability is
still active. If, however, full access to UG is available for L2 acquirers anyway
regardless of AoE, as the FT/FA model by Schwartz and Sprouse (1994) assumes, then
the participants in this study may have managed to restructure their transferred L1
grammar to converge on native knowledge of the target language before reaching the

end-state stage of acquiring MSA.

The syntactic phenomena investigated were not expected to be salient in the L2 input
due to the fact that they are optional in MSA and one of the two options is always
available in the L1 grammar. Also, exposure to input was almbst entirely limited to the
written form of MSA for the late acquirers. Yet, if the participants are to be assurﬁed to
have managed to restructure their L1 grammars, they must have encountered clear and
obvious cues in the MSA input during their acquisition process, which helped them to

acquire the three MSA syntactic structures under study.

This, however, does not necessarily mean that speakers of MSA with late AoE have
managed to restructure all the properties of their L1 grammar and acquire a full native-
like competence of MSA. In fact, speakers of MSA may have failed to restructure other
grammatical properties of their L1 that were not covered by this study, due to obscure
or insufficient input. Therefore, further research is needed to investigate acquisition of

other syntactic structures as well to confirm or disconfirm the present findings.
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Moreover, there are further reasons wﬁy this finding that speakers of different dialects
represent native-like competence in MSA cannot be considered to be conclusive based
solely on the data presented here. As Hyltenstam & Abrahamsson (2003) suggeéted, it is
essential to assess the learners’ ultimate attainment in other sub-components of the
~"target language as well, to come to a final conclusion about native-like attainment. The
empirical data presented in this thesis assessed knowledge and use of grammatical
competence within certain linguistic domains, whereas further empirical evidence must
be sought in other linguistic domains (e.g., phonology) to heighten the validity of the
current finding and reach a final conclusion about whether or not speakers of MSA have

actually attained a comprehensive native-like proficiency.

Sorace (1993; 2003) argues that even L2 learners whose performance in the target
language \is characterised as native-like may have divergent or incomplete
representations that differ in non-obvious ways from native speakers’ grammatical
representation. In addition, Hyltenstam & Abrahamsson (2003) claimed that close
investigation of early L2 acquisition may reveal at the level of subtle details that the
subjects are different from monolingual native speakers. Such claims imply that
differences between observed native-like and actual native competence may be missed
when investigating general attainment of specific structures in a single linguistic -
domain. This possibility becomes eQen more probable with cases like the case of

acquiring MSA for which there are no monolingual native speakers to compare with.

Although, in general, resumption and plural agreement between human collective

subjects and the following verb were treated as optional in the present experimental
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study; the rates of obligatory resumption and plural agreement were still relatively high:
up to 50% in some cases. This contrasts with descriptive grammars of MSA. According
to these descriptive grammars, these two syntactic phenomena are optional not
obligatory in MSA (see sections 2.1.3 & 2.3 of chapter 2). Moreover, such judgements
“cannot be attributed to L1 influence as they occurred in data of participants who speak
dialects that are not different from MSA withl regard to these syntactic phenomena
(CGA in resumption, and CLA & CEA in agreement). Also, participants of groups with
early as well as late exposure to MSA produced this type of data, which factors out the
effect of AoE. Although performance of the study’s participants was uniform across the
variant groups, existence of such data suggests that the MSA competence developed by
these participants may be different from the competence of monolingual native speakers
of MSA if they exist. Another explanation of the existence for such data could be that
MSA has undergone some change and descriptive grammars simply do not reflect the
current velision of it. The latter explanation though is less appealing, as analysis of
judgments by test items did not reveal clear patterns of judgment regarding specific test
items as unacceptable without resumption or agreement. Unfortunately, it is not possible

to investigate these explanations further because (by hypothesis) monolingual speakers

of MSA do not exist.

To summarise, although the results of the current experimental study point to the
conclusion that speakers of different colloquial dialects with variant AoE represent a
uniform L1 type knowledge of MSA, further research is required for a comprehensive
assessment of their knowledge of it. Future research should involve investigation of
knowledge of more grammatical phenomena in the same linguistic domain and in other

domains as well. Whether the MSA knowledge represented by the participants in this
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study is similar to the native knowlédge of monolingual speakers of MSA cannot,

unfortunately, be confirmed due to the lack of monolingual MSA speakers.

2 The Critical Period and the Effect of AcE

As reviewed in chapter 2 (section 1.1), studies investigating the issue of a critical period
in second laﬂguage acquisition came with different age ranges during which native-like
attainment is possible or guaranteed. According to studies like Oyama (1979) and
Patkowski (1980), if acquisition takes place at any time during the critical period which
ends at puberty (or around age 12 for Oyama), then native-like attainment is possible.
Other studies reported results that indicate several phasgs of the critical period during
which~AoE has different effects on ultimate attainment of the target language (e.g.,
Seliger et al., 1975; Shim, 1993; Meisel, 2008). Native-like attainment is only
guaranteeq if acquisition started during or before the optimal phase of the critical
period. Th:e optimal phase is followed by a declining phase during which some L1-L2
attainment differences can be noted. This phase ends with a cut-off point that marks the
end of the critical period. After the end of the critical period, ultimate attainment should

be characterised by random variation and imperfection.

Meisel’s (2068) results, for instance, marked age 3;7 as the end of the optimal phase and
the start of the declining phase for morphosyntax.* Shim (1993) reported that AoE
before age 5 revealed native-like attainment whereas AoE from age 6 to 11 showed age
related effects. The results of Seliger et al. (1975) showed that participants with AoE

before 9 performed in a native-like manner whereas the declining phase was represented

* As will be explained later in this section, Meisel assumes that there are several sensitive periods for
different domains of grammar.
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by the performance of participants with AoE of 10 to 15 years. The data of the current
study showed that participants with AoE of 6 or before have managed to attain a
uniform L1-type knowledge of at least the syntactic phenomena under investigation. If a
critical period exists for second language acquisition, this suggests that the participants
" of the current study were at the optimal phase of the critical period when they started
acquiring MSA. Since all the participants in this study started acquiring MSA at age 6
or earlier, and they performed in a uniform manner, the present data cannot point to the
end of the optimal phase. Future research may include participants with later AoE and
make correlation analyses between AoE and attainment to contribute with specifications

on when the optimal phase of the critical period starts and comes to an end.

The results of the current study contrast with Meisel’s (2008) and Shim’s (1993) results
in relation to the end of the optimal phase. This is because the participants with late
AoE in this study started acquiring MSA later than age 3,7 and age 5 and, yet, they
managed to perform in a uniform manner that is comparable to that of the participants
with early AoE to MSA. Although it is not clear from analysing this data alone when
the optimal phase comes to its end with the case of speakers of Arabic dialects acquiring
MSA, this extended optimal phase, compared to what Meisel and Shim reported, can be
explained by the typological closeness between the Arabic dialects and MSA. This is in -
analogy to Birdsong & Molis’s (2001) .explanation of the extended optimal phase
effects on their participants’ performance compared to the results of Johnson &
Newport (1989). Birdsong & Molis (2001) argued that because there is a great deal of
similarity between Spanish (L1) and Engli-sh (L2), compared to Korean and Chinese |
(L1) and English (L2) in Johnson & Newport (1989), even participants who arrived

relatively late in an English speaking community could successfully master L2
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properties. Similarly, in a partial replication of Johnson & Newport (1989) but with
Spanish and Chinese leamers of English, Bialystok & Miller (1999) found that the
typological similarities between Spanish and English could be a reason for the slightly
delayed age effects noted for the Spanish learners, compared to the Chinese learners.
. This applies even more so to the situation of the participants of the current study.
Although there are differences between the colloquial dialects of Arabic and MSA,
there are, at the same time, a large number of similarities between them across all the
linguistic domains, compared to L1-L2 pairings in Meisel’s (German-French) and in
Shim’s (Korean-English) studies. This may have helped the participants of the current
study to have extended the period of optimal sensitivity to MSA input that shows
specifications on the syntactic phenomena under investigation helping them to aquire

these phenomena successfully.

Meisel (2008; 2009; 2011), following Seliger (1978) and Schachter (1996), argues that
there are several sensitive periods within the critical period. According to him, the
grammatical domains should not be expected to be affected during a single age period?
Because past research has pointed out that different areas of grammar do not develop
simultaneously, Meisel argues that “the critical period is better understood as a cluster
of sensitive phases during which the LAD [the language acquisition device] is optimally -
prepared to integrate new information into developing grammars” (2011:205). In fact,
he argues that even acquisition of properties within a single grammatical domain might
not be affected during a single age period, as development of properties of a single
grammatical domain may occur at different age periods. Moreover, Mesiel (2011)
assumes that each sensitive phase during the critical period should be viewed as starting

with a relatively short onset followed by an optimal period followed by a declining
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period toward a gradual offset. If this assumption is correct, then it is safe to claim that
at least the sensitive period(s) for acquiring the three syntactic phenomena examined in
the current study had not faded out by the age of 6. In fact, it is safe to claim that the
optimal period of this sensitive phase (or phases) had not passed by this age. This is
" evident by the fact that participants with AoE at age 6 or before managed to acquire
these syntactic phenomena and perform in the tasks of the study in a uniform manner.
By adopting this assumption about critical periods, the possibility of finding age related
effects on the acquisition of other syntactic phenomena or the acquisition of other
phenomena in different grammatical domains is not exéluded; it is possible that the
sensitive phase(s) for acquiring those phenomena could be over by the age of 6. Thus,
further research is needed to confirm or disconfirm the major finding of this study in

relation to the ultimate attainment of acquiring MSA starting at age 6.

The present data did not yield support for the ‘younger is better’ effect reported by
Johnson & Newport (1989) and Johnson (1992) during the critical period and by
Birdsong & Molis (2001), Stevens (1999), and Bialystok & Hakuta (1999) across the
life span. This is because there was no significant difference between participants who
were first exposed to MSA at age 2 or 3 and participants who started being exposed to
MSA at age 6. A yet wider range of starting age of acquiring MSA is needed to-
substantiate this finding. Johnson & Newport (1989), for example, had participants with
AoE ranging from age 3 to age 39 to come up with their conclusion. It may be
necessary to have a comparable range of AoE to MSA to confirm or disconfirm their
finding. Having such a wide range of AoE may help to contribute with specifications on
the age boundaries of the optimal phase and the declining phase for acquiring the

present syntactic phenomena, and specifications on the age boundaries of the critical
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period as a whole. Also, data with such a wide range of AoE may yield better findings
in relation to the issue of ‘younger is better’ either during the critical period or across

the life span.

Finally, the results of the present experimental study are limited to the effect of age on
acquisition of grammatical knowledge. These results do not support the hypothesis that
learners with earlier exposure to MSA have an advantage over those who start acquiring
MSA at age 6»in terms of attainment of grammatical knowledge. However, exposure to
MSA before age 6, as Jenkins (2001) and Alomari (2009) reported, is advantageous to
the learners in educational means such as acquiring school skills of reading and
composition in MSA, or being prepared to start acquiring literacy in MSA at the age of

6.

To summarise, starting to acquire MSA at age 6 does not affect the ultimate attainment
of the three linguistic phenomena investigated. Learners who had started learning MSA
at this age did not seem to miss the optimal phase of the sensitive period(s) for
acquiring the MSA syntactic structures under study. The results, though, do not show
specifications on the age boundaries of these sensitive periods or the critical period as a ‘
whole. Further research with a wider range of AoE is required to identify these age

boundaries.

3 The Effect of the Colloquial Dialects (the L1s)

One common position that researchers take about the L2 initial state is that L2 learners

transfer their L1 grammar either fully or partially when they start acquiring the L2 (see,
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Section 1.2 in Chapter 2). These researchers though have different claims in relation to
how L2 learners restructure their L1 knowledge to converge on the target language
grammar and whether they will be completely successful in this task or not when
reaching the end-state of L2 acquisition. Bley-Vroman (1989) and Schachter (1990), for
" example, explained the failure to acquire native-like competence in L2 acquisition by
lack of full and direct access to UG after the closure of the critical period. Schwartz &
Sprouse (1994; 1996), on the other hand, claimed that full access to UG is available to
L2 learners regardless of any critical period, but full convergence on the grammar of the
target language is not guaranteed because the L2 input needed to force restructuring of

L1 knowledge may not be available or may be complex, rare, or not clear.

The data presented in the previous chapter showed that the variant colloquial varieties
of Arabic which the participants of this study speak as their L1 had no significant effect
on the results. Keeping in mind the conclusion that participants who started acquiring
MSA at age 6 did not miss the optimal phase of the sensitive period(s) for acquiring the
investigated syntactic phenomena, it might be appropriate to claim that the participants
of this study all had full access to UG when acquiring MSA, regardless of which model
of L2 acquisition is considered (see section 1.2 of chapter 2, for the models). In
addition, the fact that participants performed in a uniform manner despite the variant.
colloquial dialects they speak suggests that they were successful in restructuring their
variant L1 knowledge to converge on a uniform MSA grammar. This also leads to the
conclusion that despite the fact that exposure to MSA was almost limited to the written
form for the late acquirers, the required MSA input for restructuring L1 knowledge of
the syntactic phenomena under study must have been adequately available to these

participants together with their full access to UG.
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Montrul (2010) claimed that L1 knowledge of structures at both internal and external
linguistic domain interfaces is subject to transfer more than L1 knowledge of purely
syntactic structures. This claim places further emphasis on the assumption here that the
participants with Jate AoE in the present study had at least transferred their L1
" knowledge of the syntactic phenomena under study when they started acquiring MSA,
but they also managed to restructure this knowledge to a uniform representation of
MSA. This is because acquiring the investigated syntactic phenomena in the present
study can be claimed to involve knowledge from more than one linguistic domain as
well. Word order, for example, involves knowledgé of syntax and pragmatics at the
same time. The choice of agreement or no agreement betweén subjects (or pre-verbal
NPs) and the following verb involves integration of khowledge of both syntax and
semantics. Also, resumption in object relatives can be claimed to be at the syntax-
semantics interface if resumptive pronouns are viewed as adding more specificity to the

\
reference of the relativised element (see Alresaini, 2007).

Oh (2010) concluded that it is possible to recover from negative transfer of L1
knowledge at the syntax-semantics interface. The results of the current study support
Oh’s (2010) conclusion. As mentioned earlier in this chapter and the previous chapter,
L-CLA and L-CEA participants were successful in acquiring MSA properties of-
resumption in object relative clauses. If it is assumed that these learners had transferred
their dialects’ grammars, then they seem to have managed to restructure from these
grammars that allow only base-generation strategy to form object relatives with
resumptive pronouns to a grammar that allows both this base-generation strategy and a
movement strategy to form this type of relatives with a gap filled with a trace instead of

a resumptive pronoun depending on whether more specifity is needed.
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Also, L-CGA participants were successful in acquiring MSA properties of agreement
between human collective subjects (or preverbal NPs) and the following verb. These
participants succeeded in acquiring these properties despite the difference between their
L1 knowledge of these structures and the knowledge they acquired for MSA. These
" participants seem to have managed to restructure from a grammar that treats preverbal
human collective nouns as typical human plurals to a grammar that recognises the
different possible interpretations of the collective nouns (generic/non-generic) in the

way number agreement is expressed (singular/plural; repectively).

Moreover, the results of this study suggest that it is also possible to recover from
transfer at the syntax-pragmatic interface. This is evident by the results of the
participants with late AoE in the Conversation Role-Play task which aimed to
investigaté their knowledge of word order in MSA. These participants succeeded in
learning that VSO order is the common order in MSA, and the L-CEA participants
learnt successfully that context and intended pragmatic functions affect the choice of

word order in MSA.

To summarise, at least the participants with late AoE are assumed to have transferred
their L1 knowledge of the investigated phenomena when they started acquiring MSA.
However, they managed to recover from negative transfer of knowledge related to these
phenomena due to their full access to UG when they started acquiring MSA and to the
availability of the required MSA input that enforces restructuring to the target language
grammar. Thus, the effect of L1 influence was not significant on the results of the

current study.
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4 Syntactic Implications

The main focus of this thesis is to investigate and discuss the ultimate attainment of
MSA in light of language acquisition theories. However, the results of the experimental
study presented in the previous chapter can be interpreted to imply support to or oppose

certain analyses of the MSA syntactic phenomena reviewed in section 2 of chapter 2.

The results of the experimental study concerning the word order task, for example,
showed that VSO order was used more frequently than SVO order in both
conversational (68% vs. 32%) and narrative (95.2% vs. 4.8%) contexts by the
participants when speaking MSA (see, Table 38 in ch.';lpter 5). This adds support to
Bakir’s (1980) claim that VSO is the most common word order in MSA. Bakir (1980)
explained that the high frequency of using VSO order is due to the fact that it is the
neutral or&er in MSA, that is, least marked syntactically and pragmatically; this order
does not serve pragmatic functions like topicalisation or .focus. This observation is
supported by the fact that the participants in this study used VSO more frequently than
SVO regardless of the change of contexts which usually entails the requirement of using

different pragmatic functions.

SVO order, on the other hand, seems to be used in MSA to serve pragmatic functions
like topicalisation and focus. This is evident from the results of the current experimental
study which showed that the rate of using SVO order increases in conversational
context where subject-oriented discourse is expected. In contrast, this order is hardly

used in narrative context where event-oriented discourse is expected. These results
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contrast with, for example, the results of analysing colloquial Egyptian Arabic presented
in section 1.1 of chapter 3. Speakers of colloquial Egyptian Arabic used SVO order in
more than 90% of the sentences they produced, regardless of the context of discourse
(see Table 1 -Table 3 in chapter 3). Based on these results, SVO order in colloquial
" Egyptian Arabic does not seem to be used to serve specific pragmatic functions as it
does in MSA, but rather it seems that this order is the neutral least marked order in

colloquial Egyptian dialect and, hence, the high rate of using it in Egyptian data.

Considering SVO order as used in MSA for pragmatic pﬁrposes may add support to
Plunkett’s (1993) and Ouhalla’s (1997) analyses of preverbal NPs in MSA. These
researchers claimed that preverbal NPs in MSA should be considered as left dislocated
topics; not subjects. Using SVO order less than VSO order in general and the higher
rate of usihg SVO in conversational contexts can be considered as empirical evidence
supporting these analyses. Following the same line of reasoning, preverbal NPs in
colloquial Egyptian dialect can be considered as subjects, not topics. This is because
their occurrence in this position does not seem to depend on the need for employing
pragmatic functions in the discourse as this order is used most frequently in both types
of examined discourse; narrative and conversational. The diagrams in (77) and (78)
demonstrate the structure of an SVO sentence in MSA and in colloquial Egyptian.

Arabic, repectively:
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77. SVO sentence in MSA: 78. SVO sentence in colloquial Egyptian Arabic:
TP
N
Spec T
|
TOPIC, T VP
1T
V  Spec v
T PN
poi V NP

[
¥V Object

Another syntactic implication is related to the results of resumption in object relative
clauses. ’I\‘hese results showed that resumption was treated as optional in 55.5% of the
data whereas it was treated as obligatory in 44.5% of the data ‘(see Table 23 in chapter
5). When the data were analysed by test item, the results showed that sentences without
resumptive pronouns were accepted more if the relativiser is man or maa, neither of
which has gender or number specifications; otherwise, using resumptive pronouns was

preferred by the participants in sentences with other relativisers that have gender and

number specifications (see Table 27 in chapter 5).

These results may imply that optionality of using resumptive pronouns in MSA object
relative clauses is not free as it appears to be. In accordance with Alresaini (2007), at
least in the varieties where they are optional, resumptive pronouns seem to add more

specificity and clarity to the reference of the relativised element. Thus, when a specified
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relativiser like ?alladii for masculine singular is used, it seems that using a resumptive
pronoun is preferred in this specified context. A less specific reading of the reference of
the relativised element is not excluded by using this type of relativiser: it can be
expressed by not using a resumptive pronoun when the reference is clear from the
" context. On the other hand, when a generic relativiser like man is used, this encourages
a less-specific reading{of the reference of the relativised element and, hence, not using a
resumptive pronoun becomes more acceptable. This again does not exclude using
generic relétivisers when a more specified reference of the relativised element is
required when ambiguity is possible; this can be express¢d by inserting a resumptive

pronoun.

If this analysis is correct, this may also explain treatment of resumption as obligatory in
part of the‘A examined data. By analysing the data by test item, treatment of resumption as
obligatory was random as there was no clear pattern of requiring resumptive pronouns
with certain test items. This may be explained by the fact that the test items of the AJT
were shown to participants out of context. This may have caused the participants to be
unsure whether they ought to use resumptive pronouns to add more specificity or not.
Thus, treating resumption as obligatory in a random manner may have resulted in
different participants’ decisions about whether more specificity is needed or not. To..
confirm this analysis, further research should aim to elicit judgements on object relative
clauses within context where the requirement of more specified reference is controlled

for.
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Another syntactic implication is related to the results of number agreement between
human collective nouns and the following verb. As explained in section 2.1 in chapter 2,
lack of plural agreement with inanimate plurals in preverbal position was suggested to
be due to treating them as a singular group rather than a group of separate members.
- Therefore, the verb occurring after these inanimate plurals in SVO order always takes
- the singular form. The results here of agreement between preverbal human collective
nouns and the verb confirm that these collective nouns can be treated as a group of
individuals like animate plurals, hence, full agreement in number, or as a singular

generic group like inanimate plurals, hence, the verb takes the singular form.

The participants from all groups in the present study treated plural agreement between
human collective nouns and the following verb as obligatory in 24% of the collected
data (see Table 31 in chapter 5). This cannét be interpreted as an effect of L1 because
there was no significant difference between the participants who speak different
colloquial dialects in relation to this phenomenon. Treating this type of agreement as
obligatory in part of the data may indicate that optionality of agreement is not free as it
appears to be. The test items used different human collective nouns like l-naas ‘the-
people’, al-gawm ‘the-folk’, etc (see Appendix 5 for the test items). Yet, by examining
judgments by test item, there was no clear pattern of judging plural agreement as.
obligatory with certain collective nouns; judging plural agreement as obligatory was, in
fact, random (see Table 35 in chapter 5). Random judgments of plural agreement as
obligatory may be due to the fact that the test items were shown in the AJT out of
context. As explained in section 1.2 of chapter 3, Brustad (1991) claimed that
optionality of plural agreement with collective nouns is possible only when these nouns

are referring to a generic homogenous abstract group. Thus, context may be necessary
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for the participants to decide whether to consider the collective noun referring to a
heterogeneous specific group, hence, plural agreement is required, or homogeneous
abstract group for which no agreement is possible. Since context was lacking,
participants seem to have had varied judgments due to random guessing in relation to
" the reference of these collective nouns. Further research should aim to elicit judgments
on these test items being shown within context that clarifies the reference of the

collective nouns.

5 Summary

This chapter discussed the findings of the experimental study in relation to the research
questions and related literature. The first section discussed whether participants with
exposure to MSA at age 6 succeeded in acquiring a native-like competence in MSA. It
was concluded in this section that these participants have managed to attain native-like
end-state knowledge of at least the three syntactic phenomena investigated. However,
further investigation of other phenomena in the syntactic domain and other linguistic
domains is required for a comprehensive assessment of the ultimate attainment of MSA
by learners who start acquisition at age 6. Section 2 discussed the critical period and
effect of the AoE on the ultimate attainment of the target language. It was argued in this
section that starting to acquire MSA at age 6 does not affect negatively the ultimate
attainment of at least the three linguistic phenomena investigated. It seems that'
participants who start at this age do not miss the optimal phase of the relevant sensitive
period(s). Further research with a a wide range of AoEs is needed to determine
specifications of the age boundaries of the sensitive period(s) or the criﬁcal period as a
whole. Section 3 discussed the effect of the colloquial dialects on the end-state grammar

of MSA. The participants seem to have managed to restructure their transferred L1
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knowledge due to full access to UG and the adequate availability of the relevant MSA
input. Thus, L1 knowledge was found not to have a significant effect on the results.
Section 4 added implications based on the results of the experimental study in relation

to the syntactic analyses of the three linguistic phenomena investigated.
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Conclusion

The previou§ chapter discussed the findings of the experimental study in relation to the
research questions and related literature. The present chapter concludes this thesis in
three sections. The first sectioﬁ summarises the main findings of this research. The
second section lays out the limitations of the experimental study. The final section

presents recommendations for relevant future research.

1 Summary of Findings

This thesis was conducted to present an empirical investigation of the ultimate
attainment of MSA acquired by speakers of different colloquial varieties of Arabic. The
main query was whether typical learners of MSA who had started their acquisition at
age 6 in primary schools and who spoke different colloquial dialects natively had been
able to acquire a native-like competence of MSA or not. Other interrelated queries were
about the effect of the relatively late age of exposure (at age 6) and the effect of the
previously acquired colloquial dialect on the ultimate attainment of MSA. The findings

of this research are presented in the following paragraphs.

First, the colloquial Arabic corpus study revealed grammatical differences between the
three colloquial varieties of Arabic (the L1s) under study, and these differences were

taken as the syntactic variables in the experimental study of MSA. CGA was found
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different from CLA and CEA in terms of resumption in object relatives and in terms of
preverbal collective noun-verb agreement in number. In CGA, resumption was optional,
whereas it was obligatory in CLA and CEA, and agreement was obligatory in CGA,
whereas it was optional in CLA and CEA. Examining word order in this study also
- revealed differences between the colloquial varieties. CEA speakers used SVO order
persistently regardless of the change of the discourse type. Iﬁ contrast, word order
pattern in CLA and CGA was found sensitive to discourse type. The speakers of these
two varieties used SVO more than ‘VSO in conversational discourse, whereas in
narrative discourse, VSO became the common order. Th¢ MSA corpus study did not
disclose reliable findings due to limitations relevant to the type, amount, and validity of

the MSA corpus data. Therefore, an experimental study was designed and conducted.

Second, the results of the experimental study point strongly to the conclusion that
speakers of Levantine, Egyptian, and Gulf colloquial dialects who had started their
acquisition of MSA at age 6 in primary schools were successful in attaining a native-
like competence of at least the three syntactic phenomena: word order, resumption in
object relatives, and number agreement between collective nouns and the fo]lowing

verb. This conclusion was reached based on the following:

(a) The performance of these participants was uniform in both experimental tasks of
this study despite the grammatical differences between the colloquial dialects
they had previously acquired in relation to the syntactic phenomena investigated.

- (b) The performance of these participants was not found significantly different from
the performance of those who had started acquiring MSA earlier at age 2 or 3

and who could be considered native speakers of MSA.
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(c¢) Uniform performance was attested in results of all the three MSA syntactic
phenomena elicited by employing two different tasks which assessed the

participants’ MSA competence (AJT) and their use of it (CR-P).

Third, statistical analysis of the results showed that difference in age of first exposure
had no significant effect; starting to acquire at least the three investigated MSA
syntactic phenomena at age 6 did not have a negative effect on the ultimate attainment.
This was interpreted as showing that, despite starting to acquire MSA at age 6, these
learners did not miss the sensitive period(s) of the critical period, or even the optimal
phase(s) of these periods, for acquiring a native-like knowledge of the investigated
linguistic phenomena. However, the results do not show specifications on the age
boundaries of any relevant sensitive periods or the age boundaries of the critical period

as a whole.

Fourth, the previously acquired knowledge of the variant colloquigl dialects of Arabic
did not have a significant effect on the ultimate attainment of at least the three linguistic
phenomena that were investigated. If it is assumed that L2 learners start with the
grammar of their L1, the participants who had started acquiring MSA at age 6 have

managed to successfully restructure this knowledge to converge on the MSA grammar.
That this was possible can be assumed to be due to their full access to UG and the
availability of adequate exposure to MSA input in relation to the investigated syntactic
phenomena. Therefore, it was concluded that recovery from negative transfer of L1
knowledge at the syntax-semantics and the syntax-pragmatics interfaces is possible for

child L2 learners.
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2 Limitations of the Experimental Study

Examining the ultimate attainment of MSA by conducting this cérefﬁlly designed
experimental study, the limitations of the MSA corpus study (e.g., small amount of data,
validity of data, etc.) explained in section 2.3 of chapter 3 were successfully overcome.
| .However, and in spite of the above-mentioned findings and implications, the
experimental ;mdy could not help suffering some limitations related to data collection

and AJT design.

First, it was not possible to collect data from speakers of colloquial Egyptian Arabic
who had early exposure to MSA via immersion. This limAitation could not be overcome
" because there are no preschools in Egypt that apply the MSA immersion program. It
might not ‘be impossible to find exceptional families who intentionally expose their
children to "MSA before the age of 6, but if these families really exist, it would be very
difficult to find and make contact with them. It would be better for comparisons to have
two sets of participants who speak the same colloquial dialect; one with early AoE and
the other with late AoE. This was done with the speakers of colloquial Levantine Arabic
(E-CLA vs. L-CLA) and with the speakers of colloquial Gulf Arabic (E-CGA vs. L-
CGA); but could not be donerwith the speakers of colloquial Egyptian Arabic (no E-

CEA group).

Second, the MSA data collected for this study from speakers of colloquial Egyptian
Arabic who had been first exposed to MSA at age 6 in primary schools in Egypt was

collected in Saudi Arabia; not Egypt. Although these participants were first exposed to
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and learnt MSA in Egypt as they had their primary and secondary education there, their
temporary stay in Saudi Arabia may have affected their MSA knowledge, especially
knowledge of word order and resumption. During their stay in Saudi Arabia, these
participants were exposed to MSA in Saudi Arabia at school and to colloquial Saudi
" Arabic in everyday life. This may have alleviated the influence of colloquial Egyptian
Arabic on their performance in the tasks of the study.*® Further research may be
conducted later that collects similar data from participants in Egypt to verify the results

of the current study.

Third, the test items in the AJT were shown to participants out of context. As discussed
in section 4 of the previous chapter, context may be essential for participants to decide
whether a resumptive pronoun is needed to add more specifity to the reference of the
relativised element. Showing the test items in context also would help the participants to
know whether the reference of the collective noun is generic or not, so that they make

accurate judgments in terms of preverbal collective noun-verb agreement in number.

3 Recommendations for Further Research

The above findings and limitations of the current study have led to identify some
research gaps that deserve further attention and examination in the future of language -
acquisition research and research on acquisition of MSA by speakers of colloquial

Arabic dialects.

* As explained in section 1 of chapter 4, it was planned to collect these data in Egypt in January 2011,
but the data collection trip was hindered first by delay of sponsoring funds then the Egyptian Revolution
started in Egypt which made it impossible for the researcher to go to Egypt at that time.
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First, in order to have a comprehensive and conclusive answer to the question of
whether or not Arabs achieve native-like ultimate attainment in MSA, further research.
is required. Empirical data of investigating end-state knowledge of one or few linguistic
phenomena which show differences between learners of variant AoE and/or CVs would
" be sufficient to provide a negative answer to this question. In contrast, the data of the
current study showed that the participants of all variaﬁt groups performed in a uniform
manner in relation to the three syntactic phenomena that were investigated. Although
the current data point strongly to the conclusion that speakers of different colloquial
dialects who start acquiring MSA at age 6 or younger achieve an L1-type attainment,
this data on its own cannot provide a comprehensive and conclusive positive answer to
the question mentioned above. As explained in the previbus chapter, speakers who learn
MSA as an L2 due to starting acquisition relatively late at age 6 may not have
encountered adequate data in MSA input for acquiring other linguistic phenomeng that
is requireci for restructuring their L1 knowledge to converge on MSA grammar. Also; it
is possible that sensitive periods for acquiring other linguistic phenomena have already
passed or faded out by the age of 6, if the claim of several separate sensitive periods is
assumed. Therefore, and as Hyltenstam & Abrahamsson (2003) suggested, it is essential
to assess the learners’ ultimate attainment of other linguistic phenomena in the same
sub-component of MSA grafnmar and in other domains as well to come to a final
conclusion about native-like attainment. Thus, only with a large body of research that
investigates ultimate attainment of an adequate number of linguistic phenomena in
different linguistic domains is it possible to provide an affirmative conclusion that

speakers of different colloquial Arabic dialects who start MSA acquisition at age 6

achieve native-like ultimate attainment.
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Second, to have better understanding of the elusive differences between the ultimate
attainments of native bilinguals versus child L2 learners of MSA, the linguistic
phenomena to be investigated need to be decided upon carefully. Hyltenstam &
Abrahamsson (2003) noted that a study aiming to detect such differences needs to
* include investigation of not only the core linguistic phenomena of the target language,
but also other peripheral language-specific phenomena such as idiomatic expressions
and unusual structures that are usually expected to be difficult for advanced L2 learners
to master. The current study investigated three syntactic phenomena with optionality
that were expected not to be salient enough in MSA input for the participants of the
study due to availability of one of the options in the colloquial dialects; the participants
who acquired MSA as an L2 were expected to keep using their L1 option when
speaking MSA as nothing in MSA input was expected to contradict using it. Yet, these
participants seem to have encountered positive evidence in MSA input that helped them
\
to acquiré the MSA representation of these phenomena. Therefore, a more challenging
task that targets investigating more difficult or subtle MSA phenomena needs to be

designed to tap into elusive discrepancies between native ultimate attainment and child

L2 learners’ ultimate attainment of MSA.

Third, as there is a scarcity of works on colloquial Arabic varieties, it was essential to
conduct the colloquial Arabic corpus study to find grammatical variables for the
experimental study. This is because the grammatical differences between colloquial
varieties of Arabic had received little attention in the literature (Cuvalay-Haak,
1997:19). In general, works comparing CA varieties usually find more grammatical
similarities than differences between these varieties (see, e.g., Brustad, 1991; 2000).

Therefore, in order to conduct more profound studies on the acquisition of MSA by
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native speakers of the colloquial varieties, there seems to be a great need for more
background corpus research on different varieties and styles of Arabic. Such research
can provide a finer basis on which to rely for the choice of best syntactic phenomena to

investigate in the future.

Fourth, the findings of the present experimental study g:mphasise the necessity for
further research about the distinct types of bilingual knowledge attained by
simultaneous bilinguals and early child L2 learners in comparison to monolingual
speakers’ knowledge of their primary language. The fact that the participants in this
study with variant AoE and CVs produced some data that did not reflect the described
grammar of MSA might suggest that their ultimate attainment in MSA was not identical
to native attainment of monolingual speakers of MSA (if they existed), despite the
participants’ uniform performance in the tasks of the present study. Although it is not
possible to examine the ultimate attainment of monolingual speakers of MSA as they do
not exist, further research efforts might be necessary to detail the nature of knowledge

attained by these apparently distinct types of acquisition in different languages.*’

Fifth, the current research investigated the ultimate attainment of MSA by adolescent
speakers of colloquial Arabic dialects who had early versus late AoE and found no
significant difference between these two populations. Future long-term research may

investigate younger participants of these two populations, who are still acquiring MSA,

*7 Sorace (2012) mentioned in a talk that she and collegues (Unsworth, Cornips, Hulk, Argyri, and
Tsimpli) have already completed a project called ‘The Early Child Bilingualism’ with the aim to
investigate knowledge attained by different types of acquisition such as acquisition of two languages from
birth (simultaneous bilingualism), compared to acquiring the second language from age 1 to 4 (early
successive bilingualism), and from age 4 to 8 (child L2 acquisition). Their work is not published yet.
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to assess whether they develop their knowledge in the same way as well during the
process of acquisition. Such a comparasion will inform whether or not late starters of
acquiring MSA at age 6, who represent the majority of Arabic speakers, actually
develop and reach an L1-type end-state knowledge of MSA despite the relatively late
age of onset and the previously acquired L1 knowledge of the colloquial dialect they

speak.

Sixth, future research on MSA acquisition that recruits participants with a wide range of
AoE may help to contribute with specifications on the age boundaries of the different
phases of the sensitive period for acquiring the investigated linguistic phenomena or the
different phases of the critical period as a whole. The data of the present experimental
study suggested that learners of MSA who started at age 6 or younger did not miss the
optimal f)hase(s) for acquiring the investigated syntactic phenomena. However, the
current research did not aim to identify when this phase starts to decline or comes to its
end. In addition to these participants, future research may include late literates who
started acquiring MSA at school at different times after the age of 6. A correlation
analysis between AoE and ultimate attainment of MSA by these participants, for
example, may yield findings on the age boundaries of the different phases of the
sensitive periods for acquiring the investigated phenomena. The need for such research
is suggested by the different findings of this study compared to, for instance, the
findings of Meisel (2008) and Shim (1993). As Birdsong & Molis (2001) suggested, a
large number of similarities between the first and the target language may affect the
length of the optimal phase(s) for acquiring the different target language properties.

Therefore, investigating the acquisition of MSA by speakers of Arabic dialects may
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come up with important findings on the critical period in relation to this kind of

acquisition of a relatively similar target language.

. Seventh, examining knowledge of resumption in MSA object relatives and plural
agreement between human collective nouns and the following verb may yield better
findings if examined within context. The present experimental study examined these
two syntactic phenomena out of context in an AJT. However, because context may play
a role for the participants to decide whether resumption or agreement is needed or not,
future research on acquiring these two MSA syntactic structures is advised to include
context to control for whether a specific reference of the collective nouns or an

emphasised reference of the relativised item is needed or not.

Eighth, re-examining the ultimate knowledge of MSA attained by speakers of colloquial
Egyptian Arabic in Egypt may show different results from the results presented here. As
explained in the limitations section of this chapter, the data by these speakers was
necessarily collected for the present study in Saudi Arabia; not in Egypt. Therefore, to
obtain more precise results in relation to the effect of the colloquial Egyptian Arabic on
the ultimate attainment of MSA by speakers of this dialect, such data should be.

collected in Egypt.

Finally, the data of the present study was quantitative in nature. In addition to this data,
obtaining qualitative data is recommended to have better understanding of the age

effects on attainment of MSA properties by speakers of the colloquial dialects.
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McDonald (2000) and Hyltenstam & Abrahamsson (2003), for example, recommended
that age-related investigations should be based on a balance of quantitative and
qualitative data. DeKeyser & Larsen-Hall (2005) pointed out that qualitative analysis
would be better to have more accurate understanding of age effects on attainment of
" some L2 properties such as processing difficulties and semantic complexity. Therefore,
qualitative analysis of MSA data produced by speakers of the colloquial dialects may
lead to the exposure of subtle differences between the ultimate attainments of bilinguals

versus child L2 learners of MSA.
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Appendix 1: List of Verbs for Searching Colloquial Arabic Corpora

NOTE:

e As described in chapter 3 (seco n 1.1.1), wildcard characters {*) indicate

pbssible prefixes (if put to the right of the Arabic script) or suffixes (if put to the

left). This is to instruct ‘COMBO’ find all the possible forms of the verb.

Colloquial Gulf Arabie Verb List

No. | Verb in Arabic Script Transliteration English Translation
1 * i ?akal eat

2 ¥ ya* Sarab drink
3 *z raaH go

4 *la jaa come
5 *Jala* Haawal try

6 *aloi* tikallam talk

7 —a Sallaa pray

8 : * o 5* tifarraj watch
9 i miSaa walk
10 *ad ¥ w aqqa9 expect
11 *o jarrab try
12 * ala¥ jalas sit
13 * hass feel
14 *laa* HaT put
15 *al* ?axad take
16 * ok daras study
17 *ado¥ difa9 pay
18 & s ?itaraa buy
19 * 3. daq call {by phone) or knock
20 * Lol ?ittiSal call (by phone)
21 * ¥ dawwar look for
22 * Sl Oaakar study
23 * % rad reply
24 *33 ¥ rigad sleep
25 *L* naam sleep
26 * )l ?arsal send
27 *me )l ?az9aj bother
28 * e ¥ za9al be upset
29 * ) zaar visit
30 * e sa?al ask
31 * pan® sima9 hear
32 S sawwaa make
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33 * il ?istaaq miss

34 * i PiStarak subscribe
35 *olai* ta9allam learn

36 *el baa9 sell

37 Ly tarayaa wait

38 * l PintaZar wait

39 * yal ¥ rigaS - dance

40 i timannaa wish

41 >l kallam talk

42 *ola jaab bring

43 *C ¥ Hab love

44 KN Hakaa narrate

45 * Sk tidakkar remembered
46 * e rimas call (somebody’s name)
47 * saar g0

48 *Jaadl ?iftaGal work

49 * Si¥ ikar thank

50 *ald Saaf see

51 * juo¥ Sibar be patient
52 * Sl DaHak : laugh

53 ¥ ¥ Darab hit

54 *ara* Dayya9 loose

55 *lla* Talab request

56 *alla* Tala9 leave (a place)
57 e 9aTaa give

) . * o ok 9araf know

59 * s * Gasal wash

60 * Six fakkar think

61 * dual¥ qiSad mean

62 * 20 3% ga9ad sit

63 *Js gaal say

64 * Js* kitab write

65 *aSH kidab tell a lie

66 * JaS* kammal complete
67 *Lay* laaHaZ notice

68 * ¥ libas wear

69 *alio* misak hold (by hand)
70 gl naadaa call (somebody’s name)
71 *ali* naZZaf clean

12 ol waDDaH clarify

73 lag* bidaa start

74 * jaa* HaDar attend

75 * jali* xallaS . finish .

76 * s ok dardas chat

717 *Jaaiil : ?Pista9mal use

78 * ol vistafaad benefit

79 * Ak saxxan warm (food)
80 * p* sahar stay up (at night)
81 * Haraq burn

82 $asd taGadda , lunch
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83 PR ta9assaa dine

84 *al d alla9 dally

85 *all* baalaG exaggerate
86 * Ga % zahaq be bored
87 *aclu* saa9ad help

88 *anl* ta9ab be tired
89 * Jaai* taHammal endure
90 ¥t daxxan smoke

91 *aaJ* rija9 get back
92 *Ua* baddal exchange
93 * pt* Gayyar change
94 *rd* fitaH open

95 *Jisx gifal lock

96 * adai* qiTa9 cut

97 *rat jaraH wound

98 * il y wigaf stop

99 *OAr hawwan change {mind)
100 N tizawwaj marry
101 *ahi* xaTab propose {marriage)
102 * nizal get down
103 * i y* rifag raise
104 ) rigaa get up (e.g., the stairs)
105 * oo y* wiSal arrive
106 gyl ?asrad speed up
107 *al* la9ab play
108 Y rimaa throw
109 *paatk jida9 throw
110 * e * 9aaqab punish
111 *oilc* 9aatab admonish
112 *ole* 9aalaj treat
113 *owdat Haasab Pay (money)
114 *od ¥ rattab put in order
115 *aoat jima9g collect
116 *aal* raaja9 revise
117 *aisx kigaf uncover
118 *and¥ faHaS examine
119 * aai* §iba9 be full {food)
120 * Ja* mall be bored
121 * il Tifas be bored
122 o At harab flee

123 * AL saafar travel
124 * ikt Tibax cook
125 *aia Saam fast (from food)
126 el timassaa stroll
127 e bikaa cry

128 * Es* naaqas negotiate
129 S ES xaaf fear
130 *alil Pistalam receive
131 oS sikat stop talking
132 * 313 daaq taste
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133 *4 ¥ tarak leave (something)
134 ey laGaa cancel

135 *agd* faham understand
136 *rai* nijaH succeed

137 *oa ¥ risab fail

138 * ol ?agna9 convince

139 * yai ¥ rifaD refuse

140 * jaliu ?istaajar rent
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Colloquial Levantine Arabic Verb List

No. | Verb in Arabic Script Transliteration English Translation
1 * )= ?akal eat

2 *oa ¥ Sirib drink

3 *= raaH go

4 *la ?ijaa come
5 *sla* Haawil try

6 * Sa* Hikii talk

7 JRTON Salla pray

8 * o it itfarraj watch
9 * oae® misii walk
10 *ad it ?itwa?a9 expect
11 ¥ ¥ jarrab try
12 *2ad* ?i9id sit

13 * ot Hass feel
14 *Lak HaT put
15 *aif* ?Paxad take
16 ¥ et daras study
17 * pdo¥ dafa9 pay
18 &l ?i§taraa buy
19 * 3 da? knock
20 * Ll ?ittaSal call (by phone)
21 ¥ ot dawwar look for
22 *4 il ?intabah be aware
23 \ *a % rad reply
24 * A Gifii nod
25 *ali¥ naam sleep
26 * gk ba9at send
27 *ze )l ?az93j bother
28 *Je 3* zi9il be upset
29 *J) zaar visit
30 *Ju* sa?al ask
31 * e simi9 hear
32 Sy sawwaa make
33 ¥l Pistaa? miss
34 *J PiStarak subscribe
35 *ola* ?it9allim learn
36 e baa9 sell
37 il ?istannaa wait
38 * L ?intazar wait
39 * yal y* ri?isS dance
40 ia* ?itmannaa wish
41 *alS* kallim talk
42 *la qaab bring
43 *a* Hab love
44 * o * 9imil make
45 * S ?itzakkar remembered
46 *# ja* Sarax shout
47 * ok bayyan clarify
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48 * ekl ?itaGal work
49 * S Sakar thank
50 *oild Saaf see

51 * ua¥* Sabar be patient
52 *ilaia* DiHik laugh
33 ¥ Dirib hit

54 * gpa® Dayya9 loose
55 *Clla* Tilib request
56 *alix Salaf throw
57 he 9iTii give

58 *od o ¥ 9irif know
59 * ot ¥ Gasal wash

60 * Six fakkar think

61 *aal* ?aSad mean
62 *sR dirii know
63 *Js ?aal say

64 * s kitib write

65 * Sk kizib tell a lie
66 * JaS* kammil complete
67 *hay* laaHiz notice
68 *ud* libis wear

69 *ola* misik hold (by hand)
70 N naadaa call (somebody’s name)
71 *lali* nazzif clean

72 *rog* waDDaH clarify
73 *ol* ballag start

74 ¥ paa¥ HaDar attend
75 *ala* xalla$ finish

76 * o ¥ darda chat

77 *Jaatinl ?ista9mal use

78 * ol ?istafaad benefit
79 * At saxxan warm (food)
80 * e* sihir stay up (at night)
81 *A ot Hara? burn

82 ¥ ?itGadda lunch

83 Pl ?it9asaa dine

84 *pda* ?itdalla9 dally

85 *all* baalaG exaggerate
86 *3a * zihi? be bored
87 * e Lu* saa9id help

88 *al* 9ib be tired
89 *Jaas* ?itHammal endure
S0 * oAt daxxan smoke
91 *aa ¥ rijio get back
92 * o baddil exchange
93 * ¥ Gayyar change
94 * i* fitiH open

95 * Jid* ?afal lock

96 * adai* ?aTa9 cut

97 X jiriH wound
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98 * il y wi?if stop

89 *ay ¥ ?itraddad hesitate
100 * e ?itjawwaz marry
101 * ki xiTib propose (marriage)
102 *J % nizil get down
103 Fad y* rafa9 raise
104 *alla* Tilio leave { a place)
105 * oo g wiSil arrive
106 £ ol ?asra9 speed up
107 *al* ligib play
108 e J* rimii throw
109 o H* zatt throw
110 e 9aa?ib punish
111 *dle* 9aab admonish
112 *rlle* 9aalij treat
113 *udat Haasib pay (money)
114 *oo ¥ rattib put in order
115 il jama9 collect
116 *aaly* raajio revise
117 *aasH kasaf uncover
118 * ani® faHaS examine
119 * it §ibi9 be full (food)
120 * Lex mall be bored
121 * uila* Tifis be bored
122 ¥ A¥ hirib flee

123 * AL saafir travel
124 * bt Tabax cook
125 W Saam fast (from food)
126 ai* ?Pitmadaa stroll
127 * S bikii cry

128 * ¥ naa?i§ negotiate
129 *oalax xaaf fear
130 * il Pistalam receive
131 *oSut sikit stop talking
132 *3la daa? taste
133 *al gx tarak leave (something)
134 o laGaa cancel
135 *agd® fihim understand
136 * rad® nijiH succeed
137 * s * rasab fail

138 * pii* ?ana9 convince
139 * b ¥ rafaD refuse
140 * bl Pista?jar rent
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Colloquial Egyptian Arabic Verb List

No. | Verb in Arabic Script Transliteration English Translation
1 * i ?akal eat

2 * o ¥ Sirib drink

3 *rat rawwaH go

4 A gih come

5 *Jglax Haawil try

6 * 1< ?itkallim talk

7 JJLIoN Sallaa pray

8 *r i* ?itfarraq watch

9 * oa® misii walk
10 *ad ¥ ?itwa?a9 expect
11 *ak qarrab try

12 * o qalas sit

13 * ¥ Hass feel

14 *lag ® HaT put

15 *ad xad take
16 * ¥ diris study
17 * ada¥ dafa9 pay (money)
18 s Al ?itaraa buy

19 * a* da? knock
20 * il ?ittaSal call (by phone)
21 * g% dawwar look for
22 * Sia* zaakir study
23 { * )% rad reply
22 * it nigis sleep
25 *ali* naam sleep
26 ¥ a* ba9at send
27 * el ?az9aq bother
28 * o 3* zigil be upset
29 *Ji) zaar visit
30 * sa?al ask

31 * pan® simi9 hear
32 *Jac* 9amal make
33 * Ll ?istaa? miss
34 *4 5l istarak subscribe
35 * alas* ?it9allim learn
36 e baa9 sell

37 bl ?istannaa wait
38 * L ?intazar wait
39 * yal ¥ ra?as dance
40 oiadl ?itmannaa wish
41 *alC* kallim talk

42 *_la gaab bring, buy
43 * ¥ Hab love

44 g Hikii narrate
45 * Sy ?itzakkar remembered
46 *505% nadah call (somebody’s name)
47 *om* bayyin clarify
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48 * il ?istaGal work
49 * Sl Sakar thank
50 *ald Saaf see

51 * jua¥ Sabar be patient
52 * o o* DiHik laugh
53 ¥ pa* Darab hit

54 *aya* Dayyi9 loose
55 *lla* Talab request
56 *alla* Tilio leave (a place)
57 3 ?iddaa give

58 *la o * 9irif know
59 *lex Gasal wash
60 * Ki* fakkar think
61 *aal* ?aSad mean
62 * ¥ ?a9ad . sit

63 * s ?aal say

64 * o katab write
65 * A kizib tell a lie
66 * sk kammil complete
67 * Ly laaHiz notice
68 * ul* libis wear
69 *liaa* misik hold (by hand)
70 @l naadaa call (somebody’s name)
71 * il nazzif clean
72 Yoyt waDDaH clarify
73 lag* badaa start
74 ¥ ok Hadar attend
75 *alak xallaS finish
76 *ha pa* dardas chat

77 * Leail ?ista9mal use

78 * 3l Pistafaad benefit
79 At saxxan warm
80 * pea® sihir stay up
81 *a Hara? burn

82 (gas* ?itGadda lunch
83 (¥ ?it9adaa dine

84 *adai* ?itdalla9 dally
85 *all* baalaG exaggerate
86 *3a zihi? be bored
87 * e Lk saa9id help

88 *ai* 9ib be tired
89 * Jaas* ?itHammil endure
90 * Aok daxxan smoke
91 *aa ¥ riqi9 get back
92 *a* baddil exchange
93 * e Gayyar . change
94 * s fataH open
95 * i ?afal lock

96 * adai* ?aTa9 cut.

97 *r ok qaraH wound
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98 * ady wi?if stop

99 *43l ?intabah be aware
100 * jeas* ?itgawwiz marry

101 *ha* xaTab propose (marriage)
102 * ]y nizil get down
103 *ad ' rafa9 raise

104 *aaa¥ Sigid get up (e.g., the stairs)
105 *Joa g* wiSil arrive

106 *g yul ?asra9 speed up
107 * ol li9ib play

108 ) ramaa throw

108 *ana Hadaf throw

110 * e ¥ 9aa?ib punish

111 * e 9aab admonish
112 *alle * 9aaliq treat

113 *udat Haasib pay (money)
114 *o rattib put in order
115 *aant gama9 collect

116 *aal ¥ raaqi9 revise

117 . *hisH* kadaf : uncover
118 *ani* faHaS examine
119 *auit §ibi9 be full { of food)
120 * e mall get bored
121 * hila* Tifig get bored, flee
122 Ak hirib flee

123 * At saafir travel

124 * okt Tabax cook

125 *ola Saam fast (from food)
126 > ?itmagaa stroll

127 * K bikii cry

128 * naa?i§ negotiate
129 *Lalak xaaf fear

130 * i ?istalam receive
131 *OSL* sikit stop talking
132 *3l daa? taste

133 *4 o - tarak leave (something)
134 A3 laGaa cancel

135 *agd® fihim understand
136 *rad® nigiH succeed
137 ¥ rasab fail

138 * aii* ?ana9 convince
139 * b y* rafaD refuse

140 * pl* ?aqqar rent
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Colloquial Gulf Arabic Adverb List

No. Adverb in Arabic Script Transliteration English Translation
1 asd ?2ilyuwm today

2 ol Zams yesterday
3 Su baaki tomorrow
4 M %ilbaariH last night
5 iUl ?ilbaarHah last night
6 e 9aadatan usually

7 Lal ?aHyaanan occasionally
8 Lejla daayman always

9 SN badrii early
10 Ll %illylah this night
11 sl ?abadan never
12 Ll 2ayDan also

13 Lle Gaaliban often
14 Sad fi9lan indeed
15 Aga Hagiqatan truly
16 2 jid seriously
17 5S kOiir alot

18 Lol tamaaman completely
19 Cy=y biwDuwH clearly
20 o bsir9ah rapidly
21 A gt bishuwlah easily
22 4 gpeay biSYuwbah with difficulty
23 : iy bittaHdiid precisely
24 La yead xuSuwSan especially
25 dasally biDabT precisely
26 W 9al?aan now

27 Lo gac 9umuwman generally
28 fa jiddan very much
29 dlad faj?atan suddenly
30 Lia s yawmiyan daily

31 daid faqaT only

32 [P Tab9an evidently
33 e ahriyan monthly
34 Onlla halHiin now

35 Cpadt ?alHiin now

36 La hinaa here

37 S hinaak there
38 L paal ?2isbuw9iyan weekly
39 U i sanawiyan annually
40 oS kamaan also

41 3 il bilquwah with force
42 (IR qariyban soon

43 1 il ?axiyran at last
44 Y ?awalan firstly
45 Lo @aaniyan secondly
46 Ol gl biswyiis softly.
47 o bas only
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48

3
4&\_)..4

SaraHah frankly
49 WK ?aSlan basically
50 [ 7asaasan basically
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Colloquial Levantine Arabic Adverb List

No. Adverb in Arabic Script Transliteration English Translation
1 padl 2ilyuwm today

2 el ?ams yesterday
3 Sk baakir tomorrow
4 T ?imbaariH last night
S Aa e ?imbaarHih last night
6 e 9aadatan usually

7 Ubsal 2aHyaanan occasionally
8 Lala daayman always

9 5 bakkyiir early
10 A %illylah this night
11 1l ?abadan never
12 Ll tamaaman completely
13 Ule Gaaliban often
14 Slad fi9lan indeed
15 diga Ha?i?atan truly
16 aa jad seriously
17 e ktiir alot

18 Lo pad xuSuwSan especially
19 Lo buwDuwH clearly
20 ic bsir9ah . rapidly
21 A pgans bishuwlih easily
22 Ly biS9uwbih with difficulty
23 Josally biDDabiT precisely
24 Y] fawran at once
25 La g3 yawmiyan daily
26 o ?2il?7aan now

27 dash faqaT only

28 haa jiddan very much
29 slad faj?ah suddenly
30 ke Tab9an evidently
31 L gl ?isbuw9iyan weekly
32 e $ahriyan monthly
33 L g sanawiyan annually
34 Sa halla? now

35 Cpadt 2ilHiin now

36 s huwn here

37 Ay g huwniik there
38 i aly bil?uwih with force
39 7y diGrii directly
40 oS kamaan also

41 gAY bidwyiig softly
42 (IR 7ariyban soon
43 1l 7axiyran at last
44 R 2awalan firstly
45 [ Baaniyan secondly
46 ey biTalaa?ah fluently
47 om bas only
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48 paily bittaHdiid precisely
49 Sl ?aSlan basically
50 L ?asaasan basically
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Colloquial Egyptian Arabic Adverb List

No. Adverb in Arabic Script Transliteration English Translation
1 aa gl ?innahardah today

2 s bakkyiir early

3 1S bukraa tomorrow
4 z e ?imbaariH last night
5 4a b ?imbaarHih last night
6 e 9aadatan usually

7 Ulal ?aHyaanan occasionally
8 Lafla daayman always

9 N badrii early
10 Ll ?illylah this night
11 fad ?abadan never
12 Ll tamaaman completely
13 Lle Gaaliban often
14 Sad fi9lan indeed
15 QGga Ha?i?atan truly
16 KEY gad seriously
17 K ktiir alot

18 Lagda Tab9an evidently
19 ey buwDuwH clearly
20 “c bsur9ah rapidly
21 A gy bishuwlah easily
22 e biS9uwbah with difficulty
23 ; Aol bibaSaTah simply
24 sy bittaHdiid precisely
25 Lo yai xuSuwSan especially
26 oW ?al?aan now

27 Lo yac 9umuwman generally
28 faa giddan very much
29 alad faq?ah suddenly
30 dopally biDDabT precisely
31 Lo 53 yawmiyan daily

32 Le saul 2isbuw9iyan weekly
33 Lo $ahriyan monthly
34 i gh dilwa?ti now

35 Lyl sanawiyan annually
36 La hinaa here

37 Sllia hinaak there
38 S duGrii directly
39 o bas only

40 Ly i ?ariyban soon

41 ol ?axiyran at last
42 Y ?awalan firstly
43 Lo Baaniyan secondly
44 Lai fa?aT only

45 Sl ?aSlan basically
46 [ ?asasan basically
47 oS kamaan also
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48 3 4l bil?uwah with force
49 U s bidwyii¥ softly
50 (BYY) - fawran at once
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Participants | Age Gender | Colloquial | Age of Nursery & | Current
ID Variety First Kindergarten | Educational
Exposure | Type Level
to MSA
1 GE101 13,1 | Male Gulf Early MSAI-P Secondary
Arabic School
2 Male Gulf Early MSAI-P Secondary
GE102 14,11 Arabic School
3 Male Gulf Early MSA I-P Secondary
GE103 13,9 Arabic School
4 GE104 13.2 Male Gulf . Early MSA I-P Secondary
, Arabic School
5 GE105 135 Male Gulf _ Early MSAL-P Secondary
Arabic School
-6 GE107 138 Male Gulf _ Early MSAI-P Secondary
Arabic School
7 GE108 13,8 Male Gulf Early MSA I-P Secondary
Arabic School
8 Male Gulf Early MSAI-P Secondary
GE109 13,7 Arabic School
9 GE110 147 Male Gulf . Early MSAI-P Secondary
Arabic School
10 GE112 14,5 Male Gulf Early MSA I-P Secondary
Arabic School
11 GE113 13.8 Male Gulf . Early MSA I-P Secondary
Arabic School
12 GE114 13,0 Male Gulf Early MSA I-P Secondary
Arabic School
13 o GE115 13,11 Male Gulf . Early MSA 1-P Secondary
- Arabic School
) -
14 2 | GE116 143 Male Gulf. Early MSA I-P Secondary
5] Arabic School
15 | « male Gulf Early MSAI-P Secondary
8 GE117 14,9 Arabic School
16 0 GE201 145 male Gulf _ Early MSA I-P Secondary
Arabic School
17 GE202 13.3 male Gulf . Early MSA I-P Secondary
Arabic School
18 GE203 14.1 male Gulf Early MSAI-P Secondary
Arabic School
19 GE204 135 male Gulf Early MSAI-P Secondary
Arabic School
20 GE205 132 male Gulf Early MSA I-P Secondary
Arabic School
21 male Gulf Early MSAI-P Secondary
GE206 13,1 Arabic School
22 male Gulf Early MSAI-P Secondary
GE207 | 146 Arabic School
23 male Gulf Early MSA I-P Secondary
GE210 13,11 Arabic School
24 male Gulf Early MSA I-P Secondary
GE211 13,6 Arabic School
25 male Gulf Early MSA 1-P Secondary
GE212 13,2 Arabic School
26 male Gulf Early MSAI-P Secondary
GE213 13,10 Arabic School
27 male Gulf Early MSA I-P Secondary
GE214 15,0 Arabic School
28 male Gulf Early MSA I-P Secondary
GE215 138 Arabic School
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Participants | Age | Gender | Colloquial | Age of Nursery & Current
ID Variety First Kindergarten | Educational
Exposure | Type Level
to MSA

29 male Gulf Early MSAI-P Secondary
GE216 13,5 Arabic School

30 male Gulf Early MSAI-P Secondary
GE217 13,0 Arabic School

31 male Gulf Late N/A Secondary
GL101 14,11 Arabic School

32 male Gulf Late N/A Secondary
) GL102 135 Arabic School

33 male Gulf Late N/A Secondary
GL103 14,8 Arabic School

34 GL104 14.2 male Gulf Late N/A Secondary
’ Arabic School

35 male Gulf Late N/A Secondary
GL105 14,10 Arabic School

36 male Gulf Late N/A Secondary
GL106 13,0 Arabic School

37 male Gulf Late N/A Secondary
GL107 15,9 Arabic School

38 male Gulf Late N/A Secondary
GL108 12,0 Arabic " School

39 male Gulf Late N/A Secondary
GL109 13,7 Arabic School

40 GL110 147 male Gulf Late N/A Secondary
: Arabic School

41 male Gulf Late N/A Secondary
\ GL111 14,0 Arabic School

42 a ‘ GL112 143 male Gulf ) Late N/A Secondary
] Arabic School

43 8 GL113 13,8 male gulf _ Late N/A Secondary
O rabic School

4 | « male Gulf Late N/A Secondary
O GL114 14,9 Arabic School

45 El) GL115 14.9 male Gulf ) Late N/A Secondary
! Arabic School

46 GL201 147 male Gulf Late N/A Secondary
i Arabic School

47 GL202 13.0 male Gulf Late N/A Secondary
’ Arabic School

A8 male Gulf Late N/A Secondary
GL203 13,10 Arabic School

49 male Gulf Late N/A Secondary
GL204 14,2 Arabic School

50 male Gulf Late N/A Secondary
GL205 | 152 Arabic School

51 male Gulf Late N/A Secondary
GL206 | 14,11 Arabic School

52 male Gulf Late N/A Secondary
GL207 14,0 Arabic School

53 male Gulf Late N/A Secondary
GL208 14,2 Arabic School

54 male Gulf Late N/A Secondary
GL209 | 14,1 Arabic School

55 male Gulf Late N/A Secondary
GL210 | 14,0 Arabic School

56 male Gulf Late N/A Secondary
GL211 146 Arabic School
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Participants | Age | Gender | Colloquial | Age of Nursery & Current
ID Variety First Kindergarten | Educational
Exposure | Type Level
to MSA

57 male Gulf Late N/A Secondary
GL212 14,0 Arabic School

58 male Gulf Late N/A Secondary
GL213 132 Arabic School

59 male Gulf Late N/A Secondary
GL214 14,0 Arabic School

60 male Gulf Late N/A Secondary
} GL215 13,10 Arabic School

61 male Levantine | Early MSA I-P Secondary
LE101 13,02 Arabic School

62 male Levantine | Early MSAI-P Secondary
LE102 14,02 Arabic School

63 male Levantine | Early MSA I-P Secondary
LE103 13,05 Arabic School

64 male Levantine | Early MSA I-P Secondary
LE104 13,03 Arabic School

65 male Levantine | Early MSA I-P Secondary
LE105 13,07 Arabic School

66 male Levantine | Early MSAI-P Secondary
LE106 13,09 Arabic School

67 female | Levantine | Early MSAI-P Secondary
LE107 13,10 Arabic School

68 female | Levantine | Early MSAI-P Secondary
LE108 14,03 Arabic School

69 female | Levantine | Early MSAI-P Secondary
LE109 14,03 Arabic School

70 female | Levantine | Early MSA I-P Secondary
LE110 14,00 Arabic School

71 female | Levantine | Early MSAI-P Secondary
% LE111 14,00 Arabic School

72 8 LE112 14,00 female Il;cvgptme Early MSA I-P Secondary
O rabic School

73 male Levantine | Early MSA I-P Secondary
é LE113 13,07 Arabic School

74 | LE114 14 01 male | Levantine | Early MSAI-P Secondary
! Arabic School

75 LE115 14,02 | male Levantine | Early MSA I-P Secondary
Arabic School

76 male Levantine | Early MSAI-P Secondary
LE201 13,08 Arabic School

77 male Levantine | Early MSA I-P Secondary
LE202 14,03 Arabic School

78 male Levantine | Early MSAI-P Secondary
LE203 13,11 Arabic School

79 male Levantine | Early MSA I-P Secondary
LE204 15,03 Arabic School

80 male Levantine | Early MSAI-P Secondary
LE205 13,09 Arabic School

81 male Levantine | Early MSAI-P Secondary
LE206 | 13,10 Arabic School

82 male Levantine | Early MSAI-P Secondary
LE207 | 13,10 Arabic School

83 male Levantine | Early MSA I-P Secondary
LE208 13,08 Arabic School

84 male Levantine | Early MSAI-P Secondary
LE209 14,10 Arabic School
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Participants | Age | Gender | Colloquial | Age of Nursery & Current
ID Variety First Kindergarten | Educational
Exposure | Type Level
. to MSA

85 LE210 13,03 female IAer;/g?ctme Early MSA I-P gzhczgti'iaxy

86 LE211 14,00 female k:;/l?;glne Early MSA I-P Szrcizrcl’;iary

87 LE212 14,01 female k:;gme Early MSA I-P zzﬁzr;;iary

88 | LE213 14,00 male k:ls?gme Early MSAI-P gzgggcliary

89 LE214 13,07 male k:;/g?sme Early MSA I-P Szﬁgr;:iary

.90 LE215 14,01 female k:;gme Early MSA I-P gzﬁzgcliary
91 LL101 14,00 male k:ﬁ?;ne Late N/A gzﬁggiiary

92 LL102 13,03 male I‘;er:z?ctme Late N/A gzﬁgr;(liary

Q3 LL103 16,00 male k:g?ctme Late N/A gzﬁgg(liary

94 LL104 13.08 male I/;zg?ctfne Late N/A Szﬁgr;iary

95 LL105 13.07 male k:':;l:me Late N/A giﬁooz?ary

96 LL106 14.01 male I,;zg;:fne Late N/A gzgc::l:lary

a7 | LL107 13,10 male k:;lg?élne Late N/A Szﬁzgcl:lary

Qo8 LL108 14.03 male Ilii;/z?:me Late N/A gzﬁoogiiary

99 LL109 14.00 male I,;::?ctme Late N/A Sz}c:c;r:liary

100 % LL110 13,09 male k:;;]ctme Late N/A gzﬁggcliary
il Mol Gl
maie vantine ate econdary

103 § t:j :z : z': : male ﬁziiine Late N/A gg::s:::iary

! Arabic School

104 LL114 13.11 male Igzs?:ne Late N/A gzhcoogilary
105 LL115 13,04 male I;‘er;/s?ctfne Late N/A gz}c:grol;iary
106 LL201 13,10 male I‘;i;':?ctme Late N/A gz;oogiiary
107 LL202 13,04 male I:’:::?:ne Late N/A gzﬁzgiiary
108 LL203 14,00 male kerzg?élne Late N/A gzﬁc:);iary
109 LL204 14,03 male k:s?éine Late N/A Szﬁgrol;iary
110 LL205 13,08 male Il;i;/:?:ine Late N/A Szﬁggfary
111 LL206 14,01 male I‘;i;/;?:ine Late N/A gz}c:zz;iary
112 LL207 13,08 male ker;/;?ctme Late N/A gzﬁco)gilary
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Participants | Age | Gender | Colloquial | Age of Nursery & Current
1D Variety First Kindergarten | Educational
Exposure | Type Level
to MSA
113 male Levantine | Late - N/A Secondary
LL208 13,04 Arabic School
114 male Levantine | Late N/A Secondary
LL209 13,09 Arabic School
115 male Levantine | Late N/A Secondary
LL210 13,06 Arabic School
116 male Levantine | Late N/A Secondary
LL211 14,00 Arabic School
117 male Levantine | Late N/A Secondary
LL212 13,03 Arabic School
118 male Egyptian Late N/A High
EL101 159 Arabic School
119 male Egyptian | Late N/A High
EL102 | 16,6 Arabic School
120 male Egyptian Late N/A High
EL103 16,9 Arabic School
121 male Egyptian Late N/A High
EL104 17.8 Arabic School
122 male Egyptian | Late N/A High
EL105 18,9 Arabic ) School
123 male Egyptian Late N/A High
EL106 17,11 Arabic School
124 male Egyptian Late N/A High
EL107 18,5 Arabic School
125 male Egyptian Late N/A High
EL108 16,0 Arabic School
126 male Egyptian Late N/A High
EL109 17.9 Arabic School
127 male Egyptian Late N/A High
0 EL110 17.6 Arabic School
128 | © male Egyptian Late N/A High
O EL111 16,3 Arabic School
129 | 5 EL112 | 174 |made |Esyptian | Late N/A High
5 ! Arabic School
130 3 EL113 155 male igyp-tlan Late N/A High
3 rabic School
131 EL114 15.10 male Egyptian | Late N/A High
! Arabic School
132 male Egyptian Late N/A High
EL115 16 Arabic School
133 male Egyptian | Late N/A High
EL201 16,7 Arabic School
134 male Egyptian Late N/A High
EL202 16,11 Arabic School
135 male Egyptian | Late N/A High
EL203 | 163 Arabic School
136 male Egyptian | Late N/A High
EL204 17,5 Arabic School
137 male Egyptian | Late N/A High
EL205 17,3 Arabic School
138 male Egyptian | Late N/A High
EL206 17,4 Arabic School
139 male Egyptian | Late N/A High
EL207 17,0 Arabic School
140 male Egyptian | Late N/A High
EL208 18,0 Arabic School
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Appendix 3: Demographic Details of Participants in the Experimental Study

Participants | Age | Gender | Colloquial | Age of Nursery & Current
ID Variety First Kindergarten | Educational
Exposure | Type Level
to MSA
141 male Egyptian | Late N/A High
EL209 16,2 Arabic School
142 male Egyptian Late N/A High
EL210 | 15,1 Arabic School
143 male Egyptian | Late N/A High
EL211 16,7 Arabic School
144 male Egyptian | Late N/A High
) EL212 15.0 Arabic School
145 male Egyptian | Late N/A High
EL213 17,7 Arabic School
146 male Egyptian | Late N/A High
EL214 16.5 Arabic School
147 male Egyptian | Late N/A High
EL215 | 15.2 Arabic School
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Appendix 4: A.1 The AJT Cover Page (in Arabic)

(93 dagally ol W

CAS 13 a8 el e ¢ paomill g ped) Zalll (pn L3 e Jandl (o ot (5 s gl o3 b
o Jsal g candid sl e 503 g i) s0m o1 im (e i A e Janl 030

e 1e lax Bas B 2l sl (ans Ay faa 4y 2
Sl el Y Wolyie | Uphe | gdidandy 30 e
X +2 +1 -1 -2
FiA|
(Ban ol iy Al a3 2l )
@LE.J Y “laa ua Bua gl [ el paady 2 Mas Ay
Sl "Ll A yiia A s Ui gy sl U giia
X +2 +1 -1 2 St Qe
X +2 +1 - 2 A5
X +2 +1 1 2 SIAL S
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Appendix 4: A.2 The AJT Cover Page (English Version)

Instructions (Task 1)

In this task, you will see a number of single sentences in Standard Arabic. Please
judge whether the sentence is grammatically acceptable to you. Indicate your answer
by circling one of the options on the scale on your answer sheet. The scale is as

follows:

Can't decide

Very strange. | A bit strange. | Fairly good. Perfectly
Unacceptable. [ Notreally | Acceptable. good.
acceptable. Perfectly
Acceptable
-2 -1 +1 +2

Examples

(Does the sentence sound strange or good to you?)

Can't decide

Very strange. | A bit strange. | Fairly good. Perfectly
Unacceptable. | Not really Acceptable. good.
acceptable. Perfectly
acceptable.
Ex. 1 -2 -1 +1 +2
Ex. 2 -2 -1 +1 +2
Ex.3 -2 -1 +1 +2
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Appendix 4: B.1 The AJT Answer Sheet (in Arabic)

(Soun ol Ay 2 ol gag dlealh Ja)

S el ¥ L::j; o }:“ ‘:j'd":::f t;:;:j;);__
X +2 +1 -1 -2 1
X +2 +1 -1 2 2
X +2 +1 -1 8 ) 3
X +2 +1 -1 -2 4
X +2 +1 -1 2 5
X +2 +1 -1 2 6
X +2 +1 -1 -2 7
X +2 +1 -1 -2 8
X +2 +1 -1 -2 9
X +2 +1 -1 -2 10
X +2 +1 -1 -2 11
X +2 +1 -1 -2 12
X +2 +1 -1 -2 13
X +2 +1 -1 2 14
X +2 +1 -1 2 15
X +2 +1 -1 -2 16
X +2 +1 -1 -2 17
X +2 +1 -1 -2 18
X +2 +1 -1 -2 19
X +2 +1 -1 -2 20
X +2 +1 -1 -2 21
X +2 +1 -1 -2 22
X +2 +1 -1 -2 23
X +2 +1 -1 -2 24
X +2 +1 -1 2 25
X +2 +1 -1 2 26
X +2 +1 -1 -2 27
X +2 +1 -1 -2 28
X +2 +1 -1 2 29
X +2 +1 -1 -2 30
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Appendix 4: B.1 The AJT Answer Sheet (in Arabic)

&““" Y
Al

X

EaTl Bl B Bl B T B Bl Bl R o Bl I B B Bl I Bl e I I I I - I B I S I

S B g | el Gandy e laa Ay £
Lalard) i Uyia eI ie sy | gallyha e
+2 +1 -1 -2 3
+2 +1 -1 -2 32
+2 +1 -1 -2 33
+2 +1 -1 -2 34
+2 +1 -1 -2 35
+2 +1 -1 -2 36
+2 +1 -1 -2 37
+2 +1 -1 -2 38
+2 +1 -1 -2 39
+2 +1 -1 -2 40
+2 +1 -1 -2 41
+2 +1 -1 -2 2
+2 +1 -1 -2 43
+2 +1 -1 -2 44
+2 +1 -1 -2 45
+2 +1 -1 -2 46
+2 +1 -1 -2 47
+2 +1 -1 -2 48
+2 +1 -1 -2 49
+2 +1 -1 2 50
+2 +1 -1 -2 51
+2 +1 -1 2 52
+2 +1 -1 -2 53
+2 +1 -1 -2 54
+2 +1 -1 -2 55
+2 +1 -1 2 56
+2 +1 -1 -2 57
+2 +1 -1 -2 58
+2 +1 -1 -2 59
+2 +1 -1 -2 60
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Appendix 4: B.2 The AJT Answer Sheet (English Version)

(Does the sentence sound strange or good to you?)

Can’t decide

Very strange. | A bit strange. | Fairly good. Perfectly
Impossible. Not really Possible, good.

possible. Perfectly

possible
1 -2 -1 +1 +2
2 -2 -1 +1 +2
3 -2 -1 +1 +2
4 -2 -1 +1 +2
5 -2 -1 +1 +2
6 -2 -1 +1 +2
7 -2 -1 +1 +2
8 -2 -1 +1 +2
9 -2 -1 +1 +2
10 -2 -1 +1 +2
11 -2 -1 +1 +2
12 -2 -1 +1 +2
13 -2 -1 +1 +2
14 -2 -1 +1 +2
15 -2 -1 +1 +2
16 -2 -1 +1 +2
17 -2 -1 +1 +2
18 -2 -1 +1 +2
19 -2 -1 +1 +2
20 -2 -1 +1 +2
21 -2 -1 +1 +2
22 -2 -1 +1 +2
23 -2 -1 +1 +2
24 -2 -1 +1 +2
25 =2 -1 +1 +2
26 -2 -1 +1 +2
27 -2 -1 +1 12
28 -2 -1 +1 +2
29 -2 -1 +1 +2
30 -2 -1 +1 +2
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Appendix 4: B.2 The AJT Answer Sheet (English Version)

Can’t
decide

Very A bit Fairly Perfectly
strange. strange. good. good.

Impossible. | Not really | Possible. | Perfectly

possible. possible
31 -2 -1 +1 +2
32 -2 -1 +1 +2
33 -2 -1 +1 +2
34 -2 -1 +1 +2
35 T2 -1 +1 +2
36 -2 -1 +1 +2
37 -2 -1 +1 +2
38 -2 -1 +1 +2
39 -2 -1 +1 +2
40 -2 -1 +1 +2
41 -2 ~1 +1 +2
42 -2 -1 +1 +2
43 -2 -1 +1 +2
44 -2 -1 +1 +2
45 |, -2 -1 +1 +2
46 -2 -1 +1 +2
47 -2 -1 +1 +2
48 -2 -1 +1 +2
49 -2 -1 +1 +2
50 -2 -1 +1 +2
51 -2 -1 +1 +2
52 -2 -1 +1 +2
53 -2 -1 +1 +2
54 -2 -1 +1 +2
55 -2 -1 +1 +2
56 -2 -1 +1 +2
57 -2 -1 +1 +2
58 -2 -1 +1 +2
59 -2 -1 +1 +2
60 -2 -1 +1 +2

269

R R I Rl R I Rl Bl R e I R R T R e s R Rl Bl R R R B B Rl R e B R T B T e




Appendix 5: Test Sentences in the Acceptability Judgment Task

Sentence Type 1A: Object Relatives with Resumptive Pronouns:

1. ealdl & a1 3122t (o3I Clash Salal 3
qara?a  maajid-un l-kitaab-a 1-adii $taraa-hu I-7usbuw9-a 1-maaDii
read Majid-nom the-book-acc that-s.m. (he)bought-it the-week  the-past
‘Majid read the book that he bought last week’

2. gl el G Bl Gy This
HafiZa  nawaaf-un l-qaSiidat-a l-atii sami9a-ha  fii l-midyaa9
memorized Nawaaf-nom the-poem-acc that-sf  (he)heard-it on the-radio
‘Nawaaf learnt by heart the poem that he heard on the radio’

3. el catajabind alauul P E
qaada SaaliH-un l-sayyaarat-a l-atii sta%jara-ha mina l-maTaar
drove Salih-nom the-car-acc  that-s.f. (he) rented-it from the-airport
‘Salih drove the car that he hired from the airport’

4, Gl A Bl S el ALl Caitla
haataf-at faaTimat-u l-niswat-a l-aatii qaabalat-hunna fii l-suwg
called-s.f. Fatimah-nom the-women that-p.f. (she) met-them on the-mall
‘Fatimah called the women that she met with on the mall’

5. dwlad Al bgatad el il aay Al
salmaan-u  wajada  l-qalam-ayni l-adayni 7aDa9a-humaa }-laylata l-maaDiyah
Salman-nom found-3sm the-pen-d.m. that-d.m. (he)lost-them(d.) the-night the-past
*Salman found the two pens that he lost last night’

6. b3al Lagi€ sl L T dgd
fahad-un qara?a l-risaalat-ayni l-atayni kataba-humaa ?axuw-hu
Fahad-nom read the-letter-d..f. that-d.f wrote-them(d.) brother-his
‘Fahad read the two letters that his brother wrote®

xaalid-un  taHadda®a ma9a l-rijaali l-adiina qabala-hum fii 1-masjid
Khalid-nom talked with the-men that-p.m. (he) met-them on the-Mosque
‘Khalid talked with the men that he met at the Mosque’

8. plaall 8 4am o3 S Glef Sl
faamir-un  ?aGlaqga l-baab-a l-adii fataHa-hu fii 1-SabaaH
Thamir-nom shut  the-door-acc that-s.m. (he)opened-it in the-moming
‘Thamir shut the door that he opened in the moming’

9. Aupat g nclas L SO0 G Elata
HariStu ?an 7udaakira maa ta9allamtu-hu fii -madrasati

(1 was keen)-1s. that (I)study what (I) leamt-it  on the-school
‘] was keen to study what I have learnt at school’

. 3
10. 21950 dis i petd ) Omr cn Jf G S
7aradtu  7an ?uraHHiba bi-man ra%aytu-hum fii Hafli l-zawaaji
(1) wanted that (I) welcome with-who (I) saw-them on party the-wedding
‘I wanted to welcome whom I saw at the wedding party’
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Appendix 5: Test Sentences in the Acceptability Judgment Task

Sentence Type 1B: Object Relatives without Resumptive Pronouns:

10.

gealall § a6 510 gall sl Bl 8

qara?a  maajid-un l-kitaab-a I-adii Staraa I-?usbuw9-a I-maaDii
read Majid-nom the-book-acc - that-s.m. (he)bought the-week the-past
‘Majid read the book that he bought last week’ -

gLl 8 adl Nl Bapadll ity ks

HafiZa,  nawaaf-un  l-gaSiidat-a l-atii samiSa fii |-midyaa9
memorized Nawaaf-nom the-poem-acc  that-sf (he)heard on the-radio
‘Nawaaf learnt by heart the poem that he heard on the radio’

Madt e Salind a0l Ada s

qaada SaaliH-un l-sayyaarat-a l-atii sta?jara  mina }-maTaar
drove Salih-nom the-car-acc  that-s.f. (he)rented from the-airport
*Salih drove the car that he hired from the airport’

Byl o CLE SO 5 genill “Halald e

haataf-at faaTimat-u l-niswat-a l-aatii qaabalat fii l-suwq
called-s.f. Fatimah-nom the-women that-p.f (she)met on the-mall
‘Fatimah called the women that she met with on the mall’

Apcaball AL E Ll il kil 3ay Ll

salmaan-u wajada  l-qalam-ayni l-adayni ?aDa9a I-laylata l-maaDiyah
Salman-nom found-3sm the-pen-d.m. that-d.m. (he)lost the-night the-past
*Salman found the two pens that he lost last night’

byal S pallh il W1 8 5d

fahad-un  qara?a l-risaalat-ayni l-atayni kataba ?axuw-hu
Fahad-nom read the-letter-d. f that-d.f wrote  brother-his
‘Fahad read the two letters that his brother wrote’

xaalid-un  taHaddaBa ma9al-rijaali l-adiina gabala  fii l-masjid
Khalid-nom talked with the-men that-p.m. (he)met on the-Mosque
‘Khalid talked with the men that he met at the Mosque’

glaall g 78 g3 S Gslef S

Oaamir-un 7aGlaqa l-baab-a l-adii fataHa fii 1-SabaaH
Thamir-nom shut  the-door-acc that-sm. (he)opened in the-momning
“Thamir shut the door that he opened in the moming’

PRI B JUNN ) PR ! FCRONER
HariStu %an Pudaakira maa ta9allamtu fii l-madrasati

(I was keen)-1s. that (I)study what () learnt on the-school
*] was keen to study what I have learnt at school’

o dis 8 Sl e G S

7aradtu  7an 7uraHHiba bi-man ra%aytu fii Hafli l-zawaaji

(I) wanted that (I) welcome with-who (I) saw on party the-wedding
‘I wanted to welcome whom I saw at the wedding party’
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Appendix 5: Test Sentences in the Acceptability Judgment Task

Sentence Type 2A: SV sentences with human collective subjects + plural
agreement

Lo aldiiae 8730 5l e g Al sl Sl ,
|-naas-u yaxaaf-uwna I-xuruwja mina I-manzili laylaan fii hadaa l-balad
the-people-nom fear-3pm  going out from the-house at night in this the-country
‘People avoid going out at night in this country’

2. sl o508 (08 Al ST G gl Ua Syl
l-naas-u hunaa yufaDDil-uwna 7akla 1-faakihata gabla quduwmi |-masaa?i
the-people-nom here prefer-3pm eating the-fruits before the-coming-of the-evening
‘People here prefer eating fruits before evening time’

3. peald il Jgn Bl G50 pea s O pians
|-naas-u ya%ii§-uwna yawma-hum duwna qalagin Hawla mustagbali ?ayaami-him
the-people-nom live-3pm  day-their  without worry about future days-their
‘People live the day without worries about their future days’

4. PAalt e Al S0 S 5 8l Sla) & gy
|-naas-u yaqD-uwna 1-7ijaazaati fii ziyaarati ?amaakina muxtalifatin mina I-9aalam
the-people-nom spend-3pm the-holidays on visiting  places different from the-world
‘People spend holidays on visiting different places of the world”

5. oAVl Gealaial i il g DS ey S
l-nisaa?-u yaqD-iina |-kaBiira mina l-waqti fii ?ihtimaami-hinna bi-?awlaadi-hinna
the-women-nom spend-3pf the-lot from the-time on care-their with-children-their
‘Women spend a lot of time on taking care of their children’

6. Aidandill Lol sl aal y (38 9o e ) g835) Caall
1-9arab-u Zitafag-uw 9alaa mawqifin waHidin tijaaha I-gaDiyyati I-filisTiiniyyah
the-arabs-nom agreed-3pmon  stance one toward the-case  the-Palestinian
‘ Arabs agreed to take one position toward the Palestinian case’

7. Aaa WVaSh (Bllia alaad CRLESTA a1 4TS M
l-basar-u tamakkan-uw min ?istik§aafi mu9Zami manaaTigi |-kurati 1-?arDiyyah
the-humans-nom (could)-3pm from explore mostof areas the-global the-earth
‘Humans succeeded in exploring most of the global earth’

8. Aol kil oSl s ot e 1 gaaal 2l
l-gawm-u 7ajma9-uw 9alaa muGaadarati ?amaakini l-xaTari fii l-baadiyyah
the-folk-nom agreed-3pmon  leaving places of the-hazard on the-desert
*The folks agreed on leaving hazardous places of the desert’

9, (pallu pliall 138 pgiald) Sie )1 gla y 3l
I-wafd-u waSal-uw  %ilaa maqarri ?iqaamati-him hadaa I-SabaHi saalimeen
the-delegation-nom arrived-3pm to  the place of stay-their this the-moming safe
“The delegation arrived to their place of residence safely this moming’

10. M\@Mlb}.‘ih\ﬂuﬁwl \,,\J\.LL_.\.-_:]\
1-3a9b-u Taalab-uw |-mas?uwliina bi-diraasati qaDaayaa l-baTaalati fii l-balad
the-nation-nom demanded-3pm the-responsible people with-studying issues the-unemployment in the-country
“The nation asked officials to study the unemployment issues in the country’
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Appendix 5: Test Sentences in the Acceptability Judgment Task

Sentence Type 2B: SV sentences with human collective subjects + no
plural agreement

1. abdiaa 6730 5 e 7 gpadt Galas A
I-naas-u taxaafu l-xuruwja mina I-manzili laylaan fii haoaa l-balad
the-people-nom fear-3sf  going out from the-house at night in this the-country
‘People avoid going out at night in this country’

2. elaall e 8 Al Job Qi tia il
I-naas-u hunaa tufaDDilu 7akla 1-faakihata qabla quduwmi |l-masaa?i
the-people-nom here prefer-3sf eating the-fruits before the-coming-of the-evening
‘People here prefer eating fruits before evening time’

3. e i Om (35 (90 L s Ol |
|-naas-u ta%iisu yawma-hum duwna qalaqin Hawla mustagbali ?ayaami-him
the-people-nom live-3sf day-their  without worry about future days-their
‘People live the day without worries about their future days’

4. Pllall e dilind BI85 B il Jlai) e Sl
I-naas-u tagDii 1-%ijaazaati fii ziyaarati ?amaakina muxtalifatin mina |-9aalam
the-people-nom spend-3sf the-holidays on visiting places different from the-world
‘People spend holidays on visiting different places of the world’

5. oaa¥ sk Gealaial A i gl (e SN i 2L
I-nisaa?-u taqDii I-kaBiira mina l-waqti fii ?ihtimaami-hinna bi-?awlaadi-hinna
the-women-nom spend-3sf the-lot from the-time on care-their with-children-their
‘Women spend a lot of time on taking care of their children’

6. Aidaudill L adl slag aal g cif ge o cainl &l
1-9arab-u 7itafag-at 9alaa mawqifin waHidin tijaaha l-gaDiyyati l-filisTiiniyyah
the-arabs-nom agreed-3sf on  stance one toward the-case  the-Palestinian
‘ Arabs agreed to take one position toward the Palestinian case’

7. Apca V1S Sllia aliad CRLASLL e 2SS A0
l-basar-u tamakkan-at min ?istik3aafi mu9Zami manaaTiqi I-kurati |-?arDiyyah
the-humans-nom (could)-3sf from explore mostof areas the-global the-earth
*Humans succeeded in exploring most of the global earth’

8. Lol & jlall oSlis e Lo Cueaal 2 gl
}-qawm-u 7ajma9-at 9alaa muGaadarati ?amaakini l-xaTari  fii l-baadiyyah
the-folk-nom agreed-3sfon  leaving places of the-hazard on the-desert
“The folks agreed on leaving hazardous places of the desert’

9, Ll rluall i 4548 Tia Y Joay a8l
l-wafd-u waSal-a %ilaa maqarri 7igaamati-him hadaa I-SabaHi saaliman
the-delegation-nom arrived-3sm to the place of stay-their this the-moming safe
“The delegation arrived to their place of residence safely this moming’

10. Al & el Llad 4 oy Gl gl Cellda Cun2ll
1-8a9b-u Taalab-a l-mas?uwliina bi-diraasati qaDaayaa l-baTaalati fii 1-balad

the-nation-nom demanded-3sm the-responsible people with-studying issues the-unemployment in the-country
“The nation asked officials to study the unemployment issues in the country’

48 Although the issue here is the agreement/disagreement in number between the preverbal collective
noun and the following verb, there is a discrepancy in relation to agreement in gender: while in
sentences 1-8, the gender feature of the verb is feminine, in sentences 9 & 10, it is masculine. I
ckecked the literature to see why the gender changes with these particular collective nouns ( 23, ‘the
delegation” & <l ‘the nation’, in 9 & 10, respectively), but I could not find an explanation.
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Appendix 5: Test Sentences in the Acceptability Judgment Task

Sentence Type 3A: Distractor Sentences (Grammatical)

1. Sh\}lu)hqjg‘,uhﬂ&\_}g_auﬁmb:ﬂu
xaalid-un  wa  ?aHmad-u ta9allam-aa mahaaraat I-Haasuwbi fii madrasatin waaHidah

Khalid-nom and Ahmad-nom leamt-3dm skills the-computer in schoo one
'Khalid and Ahmad learnt their computer skills at the same school' -

2. @JJ‘%A(A—LAC)A;L:&.“F‘JLLS):—:‘&AD
9aliy-un  3$taraa Ta9aama l-9a%aa?i min maT9%amin mujaawirin li-bayt-ih

Ali-nom bought-3sm food the-dinner from restaurant next to-house-his
'Ali bought dinner from a restaurant next to his house'

?ibraahiim-u lam yadhab li-HuDuwri zawaaji ?axii-hi l-laylata ]-maaDiyah
Ibrahim-nom Neg go-3sm to-attend  wedding brother-his  the-night the-past
'Ibrahim didn't go to attend his brother's wedding last night'

4, Gudloda paills S gy S Jaidl 2 4
fariig-ii  l-mufaDDal faaza bi-buTuwlati kurati l-qadam haadihi l-sanah

team-my the-favourite won-3sm with-tournament ball the-foot this  the-year
'My favourite team won the football tournament this year'

5. o ol louall 13 Ly Y 536 afaa
Mu9allim-ii qadima  7ilaa bayti-naa haadaa l-masaa?  li-liqaa?i ?7ab-ii

Teacher-my came-3sm to  house-our this the-evening to-meet father-my
"My teacher came to our house to meet my father this evening'

6. L B il s jlal eluail 5l @jils
saafar-at Tusrat-ii li-qaDaa?i ?ijaazati 1-Sayfi fii faransaa
travelled-3sf  family-my to-spend holiday the-summer in France
‘My family went to spend the summer holiday in France'

7. el Y Saa Ll gally g
i§taraa waalid-ii Ju9batan jadiidatan li-Tuxt-ii I-SaGiirah
bought-3sm father-my toy new for-sister-my  the-young
'‘My father bought a new toy for my little sister’

8. idlada ol pealay Sl ayan Jital
7iHtafala jamee9u ?aSdigaa?-ii bi-najaaHi-him I-diraasiyi haadihi l-sanah
celebrated-3sm  all friends-my with-success-their the-educational this  the-year
'All my friends celebrated their studying success this year'

9. zlual aa iSLs i il s
tanaawala 7ax-ii ?ifTara-hu baakiran haadaa l-SabaaH
ate-3sm  brother-my breakfast-his carly this  the-moming
"My brother ate his breakfast early this morning’

10, #lumal 128 5350 iy W af ctine
7a9add-at umm-ii la-naa wajbatan ladiidatan haadaa l-masaa?
prepared-3sf mother-my for-us meal delicious this  the-evining
My mother prepared a delicious meal for us this evening'
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Appendix 5: Test Sentences in the Acceptability Judgment Task

Sentence Type 3B: Distractor Sentences (Ungrammatical)

10.

PO, O (s 2l dialy i€ 3

Tax-ii katab-at  waajiba-hu |-madrasiya bi-?itqaanin taam
brother-my  wrote-3sf homework-his the-school with-perfection completely
'My brother wrote his school homework perfectly’

DU A g ity SR g GO prea L1 Cpaaly

yanSaH-na ?al-?aTTibbaa%-u jamii9 1-Tullaabi  wa l-Taalibaati bi-tanaawuli wajbati [-?ifTaari
advise-3pf the-doctors (3pm)-nom all the-students.pm and the-students.pf with-eating meal the-breakfast
‘Doctors advise all students to have their breakfast meal’ ’

?aT-Taalibat-u 7ajaabuw 7alaa jamii9 I-7as?ilati bi-?ijaabaatin SaHiiHatin
the-students(3sf)-nom answered-3pm on all the-questions  with-answers correct
*The female students answered all the questions correctly’

T Loall Ll el il s (paaaiad daal

7aHmad-u tista9dad-na jayyidan li-duxuwli imtiHaani 1-luGati . 1-9arabiyyiati Gadan
Ahmad-nom prepared-3pf well for-entering exam the-language the-Arabic  tomorrow
*Ahmad prepared herself well for taking the Arabic Language exam tomorrow”

Z RN B A jall gl il Ll fae

Gadan  faaTimat-u saafarat ma9a ?axii-ha li-l-diraasati fii Ixaariji
tomorrow Fatima-nom travelled-3sf with brother-her for-the-studying on abroad
‘Fatima travelled with her brother for studying abroad tomorrow’

Lapdl dal sl glac il Cige Lol L 3

fii l-laylati l-maaDiyasawfa yaltaqii 9iSaam-u  ?aSHaaba-hu fii saaHati I-madrasati
on the-night the-past will meet-3sm  Essam-nom friends-his at yard  the-school
‘Last night, Essam will meet his friends in the schoolyard®

Lodlal) il HLa2¥1 pa aali §ge 5 BN e 52

kaTiirun mina l-Tullaabi  zara9-uw  1-9adiida  mina 1-?a$jaari l-sanata l-qaadimah
alot of the-students planted-3pm the-several from the-trees the-year the-coming
*A lot of students planted several trees next year’

apcall Uy e s paea Ui ylma T

Gadan HaDDar-naa jamii% mustalzamaati riHlati 1-Saydi
tomorrow  prepared-1p all stuff trip  the-hunting
*Tomorrow, we have prepared all what we need for the hunting trip’

ol glaall 138 Ciall 3y pladll caad
dahaba  I-mu9allimu wa }-Tullabu  1-Saffi  haadaa i-SabaaHi 7ayna?

went-3sm the-teacher and the-students the-class this momning  where
‘Where did the teacher and his class students go this morning?

*uﬁ&j&;qﬁ@dﬂ\&b\y@uw

ta9allam-at jamii9a Hayawaanaati 1-Hadiiqati tanZiifa HaZaa%iri-hinna kayfa?
learnt-3sf  all animals the-garden cleaning bam-their how
*How did the zoo animals learn cleaning their bams
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Appendix 6: Content of the Conversation Role-Play (CR-P) Task

Please note:

o This task was completed by participants in Arabic only.
e English content is provided here for the sole purpose of translating the Arabic
content.

o The film shown in this task is the first clip “at the barber shop’ of an episode
titled ‘Hair by Mr. Bean of London’. This can be found in Mr Beans’ official
YouTube channel by the title at: http://www.youtube.com/show/mrbean?s=1

Al

aabe clinal (o gei mla Ll aald J8Y1 21 g8 deal aale Jga allay 2eaf o Bitaa 38
Aale dlina Jya seal ae Coat dBtadl oda i alla a0 candin il 4l G jiall

Conversation’s Context:

'This is a conversation between Ahmed and Salih about Majid. Ahmad is Majid’s
elder brother, and Salih is Majid’s close friend. You will play the role of Salih in this
conversation talking to Ahmad about your friend Majid.'

dagalt plal citall )

 PYON LTI o PP

y Aaal Gua 36 i 0303
iall B LAY il )y Aalidl Satiall 8 clalSl agan |a Lo

B s Y5l lind i A geia S 3800 LS Y o (Blial) 3 Zalidl) S pnand (8
aladl

LeiisS Al Aaally et il ol el el Caad 1yl
Task’s Instructions:
'Please do the following to complete this task:

First: Read Ahmed's speech.

Second: Read all the words given in the available boxes, and the
instructions for

selection above each box.

Third: Use the words available in the boxes according to the given
instructions to form a sentence in your mind first that suits the
context of the conversation.

Finally: drag the words of the sentence that you have formed in your

mind successively to fill in the blanks.'
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Appendix 6: Content of the Conversation Role-Play (CR-P) Task

sl (5 giaa

The Dialogue’s Content:

e Lyl sloe s daal
Ahmad: Good evening, Salih
G o wctile ial Paaly A il daaly S il I H H ” IE‘L‘
L (9 o
2aal lina ]
&
Salih:[ I L j I | I ] choose 1 word . choose 1 word choose as you like
the-light hello oh
the-good-things evining-of Ahmed
to-you
Ahmad: How are you today?
e e eI o | | o
.;.JL; It iyl
iy o s
Salih:[ ] [ J l IL j L —| ? choose 1 word choose 1 word  choose as you like
fine | Oh-Ahmed
okay my-state and-you

er)}“ A_;Lc ‘.};‘ ,_;l) d& _eULJ u‘ Ag)‘ ‘ém_‘,...! ")S..: c(;_,_..\“ '5.\_.‘\.; Z.!L“LJ :-\Aai

Ahmad: I am good today, thanks for asking. I want to ask you: did anybody see
Majid today?
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Appendix 6: Content of the Conversation Role-Play (CR-P) Task

N A I O | O I N U
GialS jzal daaly LIS cad b gl
ul &y EWRTR
asle e o
e sl gluall
Ay )2 134

Salih (Conv01): Yes,| | | | [ | | | | { | |

choose as you like

choose 1 word

choose 2 words

The-school saw-1s |
in attended-3ms Majid
The-moming saw-3ms Ali
this his-lessons

e i g aale amly (i alad a cplaall 130 Call )l 3 45 4o "l S o 1 s
il

Ahmad: this is good, I was worried about him as he didn’t come home this evening,
do you know how he usually spends his free time?

bl gaazt e [ JC I JC 0 Jode qpuiipha
A jaall alial
Baady LS sal Ol Cal b il
o i Gyl
BOF sl o
s » i
TS ol o
il Gl
Al
Salih (Conv02): Yes, usually] I I | |1 I I ls

when he finishes his school homework

choose as you like

choose 2 words

choose 1 word

the-market the-going like-3ms
in Majid prefer-3ms
the-house he read-3ms
to the-staying visit-3ms
the-park the-stories
his-friends
I L I JE 3 I Jess
Calla yial saaly AdlS il saaly Kyl
= ) dipd
A 13l Al s
eIk e JLJ
[X7Y
L3
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Appendix 6: Content of the Conversation Role-Play (CR-P) Task

But [ [ JL JLJL _JC JC ]

choose 1 word choose 1 word choose as you like
the-question why about
your-question why about-him
ask-2ms what-reason that
this
?

4l S of alas b i€ el Lo aie 3y el Gioed ol gl (il aale (Baaa dlif alef :daal
e o d (e S0 OIS () of SaLY1 030 A0S,
Ahmad : I know that you are a close friend of Majid, and I want to know more about

him to find out where he is, do you know if he has a problem these days, or if he is
complaining about something?

N I § I | N N O v~
il b Sl OfalS il daaly A el

ol gle W oy

o A S

% saa g iw o

aale
Salih (Conv03): Yes,L I 1[I [ [ ]
choose 1 word choose 2 words choose as you like
like-3ms the-noise the-house
complain-3ms he in
to-be-alone alot

Majid

o a8 b canle A2 "M aal o W1 1Sl A Gdas Y o Cragd Ul e 138 ; 3aal
ey b el

Ahmad: this helps, I understand why he doesn’t stay home, and now I’ d like to solve
Majid’s problem, would you like to help me on this?
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Appendix 6: Content of the Conversation Role-Play (CR-P) Task

faaly 2 ) Baaly il Jal ol o saaly | H | | (e
Y (P9 s
el gl sac Ll
Sl
Salih Z[ ] I I I ] choose one, if you want to choose 1 word choose 1 word
that sure want-1s
helping definitely (D-will-help-you
certainly

dae i€ a cadlalaialy aduadd o TG sale e 3 3l S O dl S 03 caslie 1 daal
. "
.uM J

Ahmad: Great, then I'd like you to tell me more about Majid so that I know more
about his personality and interests. Were you together yesterday?

| P
w..ls);.t Baaly LKl Canl o wala et
sl < s (1Y
s Ll Lealdt
aalay Ul {ae
REAIKIA a

Salih (Conv0d): Yes, [ |[ [ 1 1 1 1]

choose as you like, if you want to choose 1 word choose 2 words
together ate-1p football
the-past played-1p we
together Majid-and-I
this-night the-dinner

U s L€ Ladie 2af I Gioad (¢ Jlas ;daal

Ahmad: excellent, did he talk to anybody when you were together?

280



Appendix 6: Content of the Conversation Role-Play (CR-P) Task

N N § O N | § N N U oy

iasly AdS ia OalS il caile jal
Gada Glaka o jla )
il aala &
e
Salih (Conv05): Yes, [ [ [ J[ [ J[ [ ]
choose as you like  choose 2 words choose 1 word
as-we your-neighbour Salman phoned-3ms
(we)-were Majid met-3ms
when your-friend Omar
together

$Eu3a (e Lagiu la 13ka g 1 2aa)

Ahmad: and what did they say?

N N N | O A P
il “_;\'.I fanly Al Soady RS il
b sty o
(PSS e gl o
ot e
La iy
Salih: actually,[ 11 I I | ] |
choose 1 word choose 1 word choose as you like
to (I)-don’t-remember a-thing-acc.
from (I)-didn’t-listen their-talk
(I)-didn’t-listen a-thing-dat.
their-dialogue

Ahmad: well, did Majid tell you about anything he is planning to do tody?
T O oS dy odais o oY pllaa

Caidla yial daaly S il el il
e o Sy »
L oo 4
o =l

el anly
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Appendix 6: Content of the Conversation Role-Play (CR-P) Task

Salih (Conv06): no, he didn’t; oh I remembered now, | 1 | || |[

choose 2 words choose 1 word choose as you like
he will-buy-3ms today
his-books will-write-3ms the-library
Majid ’ in
his-homework

.L’-M"ll:!_)d“l!)“-\i)‘ Qg_, sa)ﬁ)dﬁud&;}&ﬂh‘ U-Y\ cua 12 :.Lt&‘

Ahmad: this is good, now we know a possible place where he could be, but I want to
know more if you don’t mind.

Y LE S Y | | | P
oY s
il gial Baaly LK taaly 4Kl
2 palt ‘,.“ Gt
U & uj
ag 13
O
&
T
]
Salih: But, | I || T | |1 | ! It seems that we
know now where he is.
choose 1 word choose 1 word choose as you like
finish-1p didn’t-(we) the-more
want-2ms why knowing
why yet
from
the-questions
?

Lalee da . dmal OV Q8 J lasa o2 Al Sl (S Y i oAl cfliial apoal saaall
Sl AL Al ¢ G

Ahmad: to determine other possibilities; he might not be necessarily at that place you
have mentioned, now tell me...did you two do anything else last night?

C I I I Jeiptia
Baaly LS il Baady L sl el i
iyl ul i O
ot Laall Ll
i) i
Gyja aalay Ul
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Appendix 6: Content of the Conversation Role-Play (CR-P) Task

L]

Salih (Conv07): Yes, |

choose 2 words

choose 1 word

choose 1 word

JJL ]|

we read-past-1p interesting
film-acc watched-1p terrific
story-acc thrilling
Majid-and-1 sad
3 I I | I =t

calle sl faaly Al faaly LKyl

1 da ETIN

O |9 [RWH]

o s

"

A,

aala

¢

but, [ ] J[

| S O |

\

choose 1 word

choose 1 word

choose as you like

will-benefit-3ms Q-word this
the-benifit what from
how in
a-thing
problem
Majid
?

$iad il ge fhaill & Saalt S35 Ja Wy cagia o b o Ul 08 2 glaa gl o g 23 Y 1daa]

Ahmad: you never know, anything may lead to something useful, now, do you
remember what the story was about?

Il

sl ln

OialS st faaly Al aaly LKyl
Baal S (5
i s Qe
Slaal 4y

Il

]

Salih (Conv08): definitely,

choose 1 word choose 1 word choose 2 words
sad-3ms narrate-3fs events-acc
scientific-3fs weave-3fs the-story
sad-3fs the-events

scientific-3ms

imagination-acc
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Appendix 6: Content of the Conversation Role-Play (CR-P) Task

Tidle glaile g panalll o g5l 138 Ja g 2 el

Ahmad: good, is this the type of stories that you usually like?

I | N | N § N N I
faaly LK il Baalg LK il cisle ial
Snaii Lo g el
g dely 138
]
e

saih:[ | JC 1 JC _JC 1

choose as you like choose 1 word choose 1 word
the-thing your-question what-you-mean
this (I)-don’t-know strange

some
with-your-question

VoA ge Cull i oeliy pie g 3ala 4y el Loy A3 3gd 5S; 8 1aaal

Ahmad: this may have something to do with how Majid feels these days and, hence,
not staying home that much lately.

I A O N N N N
daaly H :| Cu:! Aal daal .;;J )&l
S i sl

[t OV

¢

sain:__ ] I JLJC L I ]

choose 1 word choose as you like  choose 1 word
that if how
more your-coutesy explain
from
allow-past-2ms
?
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Appendix 6: Content of the Conversation Role-Play (CR-P) Task

Lenae Cudl el gaf i pae g aale Wlla 580 Gacadll 6 gindd (5% 36 13aal

Ahmad: the content of the story may have an impact on Majid’s state, and which
keeps him out of home. ‘

za\,’«.ls):siv saaly A 5 saaly LKl
oW Ciagd i
b2 el 2l
o= ol

Salih: Yes, | [ 1l ] Yes, we like to read or watch this type of stories.

choose 1 word choose 1 word choose 1 word

your-aim understood-1s now
what-you-mean understand-1s with-this
the-reason became-clear-3ms

$aake ge il lad 553 of 3 5 da 1aaal
Ahmad: do you want to tell me anything else about Majid?
; Bana 4 SELe (5% S (i 1plea
Salih: Yes, what you are thinking might be correct.
K P PRV J  PEYVEY

Ahmad: what do you mean? Why do you say this?

| O N | N N |
YA Cilla jal aaly LK il
il a3 Een s
» e Loy
}..'.“ PXTS
aple 3%
Salih(Convo9): Il Il JL U L J[ |
choose 1l word  choose as you like  choose 2 words
write-3ms lately the-poems
listen-to-3ms the-days he
these the-poetry
a-lot Majid
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Appendix 6: Content of the Conversation Role-Play (CR-P) Task

Ahmad: and is the content similar in type to that you mentioned earlier?

I I 0 ol s dh s Sl ¥ €1 6 n

faaly 4K il saaly LIS i CalS il
o - T
Ladly $oad Vs

day i§ yiad
Laas

Salih (Conv10): I don’t remember exactly, oh I think I remembered now;

I |

choose 2 words choose 1 word choose 1 word
the-poems narrate-3fs sad-fs
imagination-acc contain-3fs broad-ms
the-content . weave-3ms
stories-acc

Al 8 oSy cdie Gl Caldiliesd (@ilSha (e dna Giaatlly 2ale pa Goglall (e aY 4l aiie s aaal
. b o o T et o Sy

Ahmad: I think I need to sit with Majid and speak to him about his problem, so let’s
go to look for him, but before we do this, I want you to do something if you don’t
mind.

Salih: what is it?

el ) Lad (Alapeny Lagay i S5 il o syl g ¢ ySall @l il @ daal

Ahmad: I have noticed that you forget things repeatedly, and I'd like to test your
memory with a simple task, what do you think?

s e ¥ il
Salih: no problem.

A e e 8 Gl Sl fe Jas Lo S Q8 cCadball dlill e addil 138 0L 3] 2 aaal
clill Cladd eland (a ST gl dal gt lagen L a2l 6 AW Ce Ly JH03 Lgia 3aaly S
QA (il o (el g M oA g M (BN (s 2l
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Appendix 6: Content of the Conversation Role-Play (CR-P) Task

Ahmad: Okay, please watch this clip from a silent film, and then write what
happened in 10 complete sentences; all the sentences should use one name or more
of the characters in the film. The names are (Mr. Bean, The barber, the young
costumer, the old costumer, the mother, the child).

:

Salih:

R A N

9
.10
el e linad 7 S8y (8 ol S0 o il 88 cpllaly Jes ;daal

Ahmad: excellent, Salih. You have proved that your memory is good, and thanks
for talking to me today.

oo JS el i dat Ul aaad | el @l ) K3 1t

Salih: thanks to you, Ahmad; I learn from you everyday.
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Appendix 7: Post-Pilot Study Questionnaire

Dear Participant,

Please choose from 1 to 10 to rate your answer to the following questions based on
your experience of completing the two tasks of this study:

1. Did you find the pre-test training useful and helping to understand how to
complete task one (AJT)?

Not useful Very useful
1 2 3 4 5 6 7 8 9 10

2. Did you find the pre-test training useful and helping to understand how to
complete task two (conversation role-play)?

Not useful Very useful
1 2 3 4 5 6 7 8 9 10

3. Did you find written and oral instructions on how to complete task one (AJT)
clear and detailed enough to understand what you should do in this task?

Not clear Very clear
1 2 3 4 5 6 7 8 9 10

4. Did you find written and oral instructions on how to complete task two
(conversation role-play) clear and detailed enough to understand what you
should do in this task?

Not clear Very clear
1 2 3 4 5 6 7 8 9 10

5. Did you find the test sentences in task one easy to understand?

Very difficult : Very easy
1 2 3 4 5 6 7 8 9 10

6. Was the length of the pause between sentences in task one enough for you to
make a judgment?

Very short pause long enough
1 2 3 4 b} 6 7 8 9 10

7. How easy and clear did you find the context and the flow of the conversation
in task two?

Very difficult Very clear
1 2 3 4 5 6 7 8 9 10




Appendix 8: A.1 Study Information Sheet for Adult Participants (in Arabic)

el A pad) A3l A ) claglll Aaatie Gluas) sdad) ol gis

O bl A jall oo la glaa

k_aXUa g.u...u)“ cﬂ...au.\‘.‘a\.ug.\aU\\.q_:‘._,n‘;m w\u\‘).\“ PRV QJASJL.\AH‘_L_,&.\L:!
Ll A g dmdla AL alll o glall g dalll 8 8ol g0

Gl alasind Llal Jea Qi el (e 500500 Aglas o Aulpll sda e Cingdl sdadyall e disght
Aualt Gl Gilis ol Whaaty ) aaill 4y pall

e Logd opiling (pfaga b SRS/ L2 o) Dl dlia Gl (Bl ) o3a 6 2AS LA LS
O lia Gl 8 AL e o yad "Dlaa (/s i o oW Aagdl B aaill Dy el Ay
por ot e apnat li€apn | nally € 1 Cua (e il A e Lgia Baad y JS il 1 La (g 1/
Of i Gl Al dagall 8 LY &y b dalie Sl s ae e il JLall Jga 5500
Boladl & el Ll o jeafin dliegs 4 5€a Llelis Bilae b oiiaial aal 0 oalijali
)s'y\ Galaidl o geae olld any dalle Golica Bae e Jeall sda LS LT I3 e 445 Jeay
lia & ySom Luduﬁcac&uaﬂwjmuw):am;‘uume: nal e 3Ll
‘_,\_\L.A,\;\c..«..\ A e pla) AS LA (g pema/ pmad Lasie algall obad) LiS 520 daial y AL
.°-\=‘J‘\°L~u‘.»5‘ B Ay O

ol ks 38 13a y (el L) Ll Lzl agd 8 adlodi asll 138 2305 sAud 41 (e 3 g2 pall Bililh
il 8 ARl plasy (g 05 (3 5k gk

b Al all ada 8 A LA/ LA W Sy Al a2l il gladdl pran i ;8 LAl dia guad
AT il Y £ oy A g e

Oy g 4 1y Leare (e A LA AL 8 Gl JalS ol SAS LAWY cre ulaiV g 45 Ll
il 093 (e iy gl A Al gl e 5/ S Gl elll (Al el sda A AS AN liaii/cliais
E5 gl o ctlse Ll agay o L

Gl g gl g Al e Jlitad g Jge b bl S 13 sAL i Galdl Jea it
A ) G Ala o e idle Galdl ae Jeal gl ga gl lages
.(ssa501@york.ac.uk
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Appendix 8: A.2 Study Information Sheet for Adult Participants (English Version)

Research Project: Acquisition of Modern Standard Arabic by Speakers
of Different Colloquial Varieties

Information for Participants

You are invited to participate in a research project conducted by Sami Alresaini, a PhD
student in the Department of Language and Linguistic Science, University of York.

® Purpose of the project
- This research project is part of my PhD studies. The purpose of the project is to try to find out

more about the patterns of usage of Modern Standard Arabic that is spoken across the Arab
World.

® Procedures
You will be asked to participate in two tasks related to Arabic language. In the first task, you

will see sentences presented on a screen, and you will be asked about each sentence whether
it is acceptable to you. You will be able to indicate your judgement on an answer sheet, by
circling a number on a scale. In the second task, you will be asked to take part in a play-role
game. You will be asked to play the role of one of the speakers in a written conversation.
Your job will be simply to fill in blanks with complete sentences by choosing words from
available boxes. Then, you will be invited by the other speaker to watch a short film, and then
you will be asked to narrate the story of the film in 10 complete sentences. Clear examples of
how to complete the tasks will be given on the day. Completion of the two tasks, along with
instructions, will take less than one hour.

® Potential benefit of research
The results of this research will contribute towards a better understanding of how we acquire

languages. This may lead to new teaching and learning methods in the future.

® Confidentiality
All data obtained via your participation in these tasks will be anonymized and will not be

associated to your identity. This anonymous data will be used and discussed in my PhD
dissertation. If you chose to provide your e-mail address, you will receive a summary of the
research output. :

Any other information that may lead to your identity, like your participation consent form and
your e-mail address, will be kept separately and will not be associated to your participation in
the research tasks. Your e-mail address will be deleted once used to notify you with the
research output and will not be shared with anybody.

® Participation and withdrawal
You can choose whether to participate in this project or not. If you volunteer to participate in

this project, you may withdraw at any time without giving any reasons and without any
consequences of any kind. If you decided to withdraw at any time, all data related to your
participation will be removed from the research project.

® Questions about the investigators or the research
If you have any questions or concerns about the research, please feel free to contact the

researcher: Sami Alresaini, ssa501@york.ac.uk
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Appendix 8: B.1 Study Information Sheet for Young Participants (In Arabic) .
" Aaadll L jadt A3 4y al) cilagth  Aaae QLuSI o giay duale A ja A4S LEall 3 g s
Al Cﬁ ila glaa

AI UGV R PRS- P EQU G Y\ 1N VAU [T PRPY TG  Rpn WOw B O o
§ el Sy Ja oy pall el e Lt jalt ade 3 48 LAl dligen 523

bl BV Al eia Jacd Ul acl 3l of Sl A ) (a6 e o8 At pall 028 SAut Al o Le
gl Olagll 8 il Lhaats Sy aail) D pall il e ST i e

o Aol Al e LSS (a8 SRS o el S48 Lball/dl Lball (e iglhalt L
Li flgle dll) paiygsnie & A Glo B D G s (oY1 Lagd)
Sanaty a5 Al it/ i Lol Ll 3 A pde j2 ol S Slea Lihany 0 il a3/ 3 ad
aal ) gs Cpalin/aalin Al Legall 8 a1 38y 8 Dalie Sl LA Sae (e casdiall JEAYI e
Gliega Ui e lehinde dal 22S A2 Lo 45 580 Ddlaa (0 /s sl Ay 538 Lilaa b Claaial)
o3 LS SLaaly lld g LS Jaay 80 g2 gall el DLE/ASy Giaidl ol dlis Las/das of
& b ae talid dgean QAT Cuatd) s Sl Guaall oy L dalie 3ilia (e Jaall
O/ Lasie e gf IS8 Slealt 03a 0T S oyl e e UG Al G all B deaa Ly

Saa W1 e Aol e (5 jat ol i€ Ll A5 Ll

. \ -
O shaad Al (i€ Gl Jumil JS2 pgild el ¢ Laxie L) ol o2a St jalt (e BN L
el alad g G 0 B (3 ke 4y el Lae L (o Sadll

O Y A plea ( ila) e iy e il o) Ll pasl/asls (il Lo guad
oda A AS i e Qg A8, o elend 1€ lia Gkl LY 43y o et A0S elia Qb
o3 gl A jaa i/ i ) Tad LAY A Aaiije e §Si Dl el o<1 il
@l a8 LAl (g pemat/ pmad Lavie g SN Sy Gl sie 3 S/l cans Lagd Ll
Y asdal ol 5 p80e Al Dl ) 3y (58I ey o gl el Laf Gay qoll 2ada

A dd Al ads

Ay ga il oS Al eaa A LA 3 e e ol et A LA /0 5 JA
o o ey 13 L pamd i/ 5 o S AS ) o e 5 Y S 1Y s
JUF RN RPSE B0 R PRS- PR QU RIFEN 7 W 51 [ - L0 P KPP DV R U IR L WA

Al il (e SIS aaaa italid claah ) 8 of L

3, e aa Joal gl A Al 03a o ST il cpy i/ S ) 8 il daie
ssa5S01@york.ac.uk s IV 2 lh ; Jalh 5y sSIy

e is
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Appendix 8: B.2 Study Information Sheet for Young Participants (English Version)

Research Project: Acquisition of Modern Standard Arabic by Speaker's
of Different Colloquial Varieties

Information Sheet for Young Participants
Can you help me?

My name is Sami Alresaini. I am a student at the University of York in
“the United Kingdom. T would like to invite you to take part in this
research about Arabic language, so can you help me?

What is it all about?

This research is part of my doctorate studies. I am doing this because I
want to know more about Standard Arabic and how it is spoken generally
across the Arab world.

What would you have to do if you take part?

I want you to do two tasks for me, both related to Arabic Language. In
the first one, you will see simple sentences on the screen and tell me
what you think of them; you just need to tell me whether you find them
good sentences of Arabic or not. You do this by drawing a circle onan
answer sheet around the number that best matches your opinion. In the
second task, you take part in a role-play game. You will see a written
conversation between two speakers on the screen. The speech of one of
these two speakers is in the form of blanks. Your job is to imagine
yourself being that person and fill in the blanks with complete sentences
by choosing words from available boxes. After a little while of talking to
the other speaker, he will invite you to watch a short funny film and then
tell him what happened by writing 10 sentences. I will show you how this
works more clearly on the day. This should not take more than an hour of
your time.

What is the benefit of this?

When this research is done, it will hopefully help in having better
understanding about how we learn languages. Also, this may help to try
new ways of teaching and learning languages.
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Appendix 8: B.2 Study Information Sheet for Young Participants (English Version)

It's private and confidential

I would like to assure you that neither I nor anybody else will know who
you are by your answers because I will not ask you to write your name on
your answer sheets. However, you will write your name on a separate
paper to tell me that you agree to take part in this research, but this
will be kept separate from your answer sheets and they will not be

" connected to each other. Also, if you want to know about the results of
this research, you can write for me your e-mail address on a separate
paper and I will send you a message later on to tell you about that, and I
will delete your e-mail address right away and will not give it to anybody
else.

Do you want to take part?

I hope you will want to take part in this research, but it is completely
your choice. If you do not want to take part, it is OK to say no. Also, if
you decide to take part now and changed your mind later, you can
withdraw at any time and I will not ask you why. If you decide to
withdraw at anytime I will also not include your answers in my research.

1

Any questions?

If you would like to talk to me more about this research, or if you have
questions about it, you can always contact me using the following e-mail
address: ssa501@york.ac.uk.

Thank you very much
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Appendix 8: C.1 Study Information Sheet for Parents of Young Participants (in
Arabic)
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Appendix 8: C.2 Study Information Sheet for Parents of Young Participants (English
Version)
Research Project: Acquisition of Modern Standard Arabic by Speakers

of Different Colloquial Varieties

Your son/daughter is invited to participate in a research project conducted by Sami
Alresaini, a PhD student in the Department of Language and Linguistic Science, University
of York.

® Purpose of the project

. This research project is part of my PhD studies. The purpose of the project is to try to find
out more about the patterns of usage of Modern Standard Arabic that is spoken across the
Arab World. -

® Procedures
Your son/daughter will be asked to participate in two tasks related to Arabic language. In the

first task, the participant will see sentences presented on a screen, and he/she will be asked
about each sentence whether it is acceptable to him/her. The participants will be able to
indicate their judgement on an answer sheet, by circling a number on a scale. In the second
task, the participants will be asked to take part in a play-role game. The participants will be
asked to play the role of one of the speakers in a written conversation. The participants’ job
will be simply to fill in blanks with complete sentences by choosing words from available
boxes. Then, they will be invited by the other speaker to watch a short film, and then they
will be asked to narrate the story of the film in 10 complete sentences. Clear examples of
how to complete the tasks will be given on the day. Completion of the two tasks, along with
instructions, will take less than one hour.

® Potential benefit of research
The results of this research will contribute towards a better understanding of how we acquire

languages. This may lead to new teaching and learning methods in the future.

® Confidentiality

All data obtained via your son/daughter’s participation in these tasks will be anonymized
and will not be associated to his/her identity. This anonymous data will be used and
discussed in my PhD dissertation. If you or your son/daughter chose to provide an e-mail
address, you will receive a summary of the research output.

Any other information that may lead to participant’s identity, like the participation consent
form and the e-mail address, will be kept separately and will not be associated to your
son/daughter’s participation in the research tasks. E-mail addresses will be deleted once used
to notify you with the research output and will not be shared with anybody.

® Participation and withdrawal
You can choose for your son/daughter whether to participate in this project or not. If you

agree that your son/daughter volunteer to participate in this project, you may decide for
him/her to withdraw at any time without giving any reasons and without any consequences
of any kind. If you decided for your son/daughter to withdraw at any time, all data related to
his/her participation will be removed from the research project.

® Questions about the investigators or the research
If you have any questions or concerns about the research, please feel free to contact

the researcher: Sami Alresaini, ssa501@york.ac.uk
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Appendix 8: D.1 Consent Form for Adult Participants (in Arabic)
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Appendix 8: D.2 Consent Form for Adult Participants (English Version)

Consent to Participate in Research

Working title of Project:

Acquisition of Modern Standard Arabic by Speakers of Different Colloquial Arabic
Varieties

Investigator: Sami Alresaini, MA; PhD student, Department of Language
and Linguistic Science, University of York

Please initial box

1. I confirm that I have read and understand the information sheet for the above
study and have had the opportunity to ask questions. Also, I confirm that my
questions have been answered satisfactorily by the researcher. D

2. T understand that my participation is voluntary and that I am free to withdraw at
any time, without giving any reason. Also, I understand that if I decided to
withdraw at any time, all data that I provided will be removed from the research

project: D

3. Tunderstand that my answers to the tasks of this research will be anonymous and
I am not going to be identifiable as an individual in any of the research project
outputs. Also, I understand that providing my e-mail address is for the sole
purpose that I will be contacted to be given a summary of the research output and
it will be deleted once used for this purpose.

4. I agree to take part in the above study. :

Name of Participant Date Signature

Sami Alresaini

Researcher Date Signature
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Appendix 8: E.1 Consent Form for Young Participants (in Arabic)
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Appendix 8: E.2 Consent Form for Young Participants (English Version)

Consent Form for Young People

Working title of Project:

Acquisition of Modern Standard Arabic by Speakers of Different Colloquial Arabic
Varieties '

_ Investigator: Sami Alresaini, MA; PhD student, Department of Language
and Linguistic Science, University of York

Have you r‘éad, or has someone read to you, the 'Information Sheet for
Young People’ about this research? YesONoOd

Do you understand what the research is about and what taking part
involves? Yes (0 No (O

Did you have a chance to ask questions about this research and did the
researcher give you clear answers to your questions? Yes (0 No (J

Do you know that you can choose not to take part, and that if you decide
to take part and later changed your mind, you can withdraw at anytime
without giving reasons? ‘ Yes ONo O

‘ ‘
Do you understand that all your answers to the tasks of this research

will not be connected with your name, so that no one will be able to know
who gave them? Yes ONo O

Do you know that if you chose to provide your e-mail address, it will be
used only to inform you about the results of this research and will be
deleted once used and will not be given to anybody else?

Yes O No O
Would you like to take part in this research project? Yes 0 No

Please write your name here

Please Sign your name here Date

If you are aged 17 or less, a parent/guardian also needs to read the
attached sheet and give consent

Name of the researcher: Sami Alresaini

Signature Date
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Appendix 8: F.1 Consent Form for Parents/Guardians of Young Participants (in
Arabic)
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Appendix 8: F.2 Consent Form for Parents/Guardians of Young Participants (English
Version)

Consent to Participate in Research

Working title of Project:

Acquisition of Modern Standard Arabic by Speakers of Different Colloguial Arabic
Varieties

Investigator: Sami Alresaini, MA; PhD student, Department of Language
' and Linguistic Science, University of York

Please initial box

1. I confirm that I have read and understand the information sheet for the above
study and have had the opportunity to ask questions. Also, I confirm that my
questions have been answered satisfactorily by the researcher. :

2. I understand that my son/daughter’s participation is voluntary and that I am free
to decide for them to withdraw at any time, without giving any reason. Also,
I understand that if I decided for my son/daughter to withdraw at any time, all
data that he/she provided will be removed from the research project.

3. I understand that my son/daughter’s answers to the tasks of this research will be
anonymous and he/she will not be identifiable as an individual in any of the
research project outputs. Also, I understand that providing any e-mail address is
for the sole purpose that we will be contacted to be given a summary of the
research output and they will be deleted once used for this purpose. :I

4. 1 agree to that my son/daughter takes part in the above study. D

Name of Participant’s Parent/Guardian ~ Date Signature

Sami Alresaini

Researcher Date Signature
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Appendix 9: A. Participants Personal Information Form (in Arabic)
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Appendix 9: B. Participants Personal Information Form (English Version)

Personal Details

1. Date of birth (dd/mm/yyyy):..ccvevinrininiinininness
2.Gender: M F

3.  What is (are) your native 1anguage(s)? ....coeveeurniiniiiininimniiiiniieniennae
4, What variety of Arabic do you speak at home?

O Egyptian Arabic [ Gulf Arabic [ Syrian Arabic [ Other ...............
5. How old were you when you started going to school (including kindergarten)?

0O Before 3 years [1 3 years [0 4 years O S years [ 6 years (primary school)
6. What is your current level of education?

O Elementary [0 Intermediate (G 7-9) O High school (G10-12) O Undergraduate

O postgraduate
7. Please tick any of the following that apply to you:
When‘ I was a child:
O I went to a kindergarten in which children speak Standard Arabic only.

O I went to a kindergarten in which children speak the local colloquial variety
of Arabic.

0 1 did not go to a kindergarten before primary school.
[ I went to a primary school in which children speak Standard Arabic only.

00 I went to a primary school in which children speak the local colloquial

variety of Arabic.

8. If you went to a kindergarten in which children speak Standard Arabic only,

what is the NAMeE Of that SCROOI?  aeveeeeiieeectiteeeeecreeeeeeeeesrercersesesssessneseeeassssnsesees

9. If you went to a primary school in which children speak Standard Arabic only,

what is the name of that SCHOOIT eevevvviieeeiieirreeccereereereesssseeene
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Abbreviations

AJT Acceptability Judgment Task
» AoA Age of Arrival
AoE . Age of first Exposure
ASL American Sign Language
CA Colloquial Arabic
CEA Colloquial Egyptian Arabic
CGA Colloquial Gulf Arabic
CLA Colloquial Levantine Arabic
CR-P Conversation Role-Play task
CPH ‘; Critical Period Hypothesis
Ccv Colloquial Variety
E-CEA speakers of Colloquial Egyptian Arabic with Early exposure
E-CGA speakers of Colloquial Gulf Arabic with Early exposure
E-CLA speakers of Colloquial Levantine Arabic with Early exposure
L1 first language
LI1IA first language acquisition
L2 second language
L2A second language acquisition
LAD the language acquisition device
L-CEA speakers of Colloquial Egyptian Arabic with Late exposure
L-CGA speakers of Colloquial Gulf Arabic with Late exposure
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Abbreviations

L-CLA speakers of Colloquial Levantine Arabic with Late exposure
LDC Linguistic Data Consdrtium
. MSA Modern Standard Arabic
MSA-IP Modern Standard Arabic Immersion Program
SA Standard Arabic
SEA Standard Arabic spoken in Egyptian region
SGA Standard Arabic spoken in Gulf region
SLA Standard Arabic spoken in Levantine region
UG Universal Grammar
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