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This article examines teacher ideologies and multilingual practices in teaching Arabic as a her-
itage language in the USA. Using indexicality and its nexus to language ideologies, it identifies
the key index values assigned to Standard Arabic (SA) and how these shape teacher position-
ing for teaching Arabic heritage. The article also analyzes the extent to which these ideolo-
gies are congruent or incongruent with their classroom practices. The findings of in-depth
semi-structured interviews showed teachers’ veneration of SA with representations that index
‘perfection’, ‘majesty’, ‘purism’, and ‘generosity’. Although teachers seemed tolerant of using
Arabic dialects strategically, their overall positioning supported teaching SA and minimized
teaching dialects. Drawing on data from a larger corpus of around 25 hr of classroom video
recordings, teachers showed ubiquitous multilingual and multidialectal practices in classroom
discourse. With its dual focus on language ideologies and practices, this article enriches the
discussion about the idealization of SA (fushatopia) as restricting the potential of Arabic dialects
as important resources for learning SA. It also disrupts the linguistic hierarchy between SA and
the dialects.

1. Introduction

Arabic is a world language that is best known as a diglossic language, with at least two
varieties existing side by side in most Arabic-speaking communities: Modern Standard Arabic
(MSA) and the dialects (Ferguson 1959; Badawi 1973). By virtue of its history, MSA occupies
a high and official status in Arabic-speaking countries, and it is often assumed to be the
common variety of the language and a proxy for national and sometimes religious identity at
home and in diaspora (Bale 2010; Albirini 2016). Arabic diglossia is conceptualized by scholars
as a continuum rather than a rigid standard-dialect dichotomy (Badawi 1973). It includes
practices that range from the most formal (e.g. literary heritage and Qur’'an) to the most
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colloquial (spoken varieties). Scholars agree that there is overlap between MSA and dialects in
these practices (Kaye 1994). For example, Alkhamees et al. (2019: 126) who examined diglossia
with native speakers concluded that with the emergence of new media, the classical notion
of diglossia has been ‘destabilized’ due to the translingual literacy practices that users engage
in. They have also argued that Arabic users are no longer regulated by the traditional under-
standing of diglossia, but rather they are ‘assigning these resources new values; resources
refer to the varieties they employ in communication’. Thus, it is important to contemplate
on what does this meaning for teaching and learning Arabic as a heritage language and what
ideologies are adopted for teaching it.

The context of learning Arabic as a heritage language is under-researched in the USA, although
the number of Arabic diasporas is increasing due to geopolitical changes such as labor migration
and wars. Current research in this context has focused on characterizing the linguistic profile
of heritage learners and how their Modern Standard Arabic is shaped by their dialectal compe-
tences (Albirini 2019). Another line of research has focused on the gains Arabic heritage language
learners (HLL) make when they employ their integrated linguistic repertoire, including the dia-
lects (Abourehab 2023; Abourehab and Azaz 2023). However, this current research has not exam-
ined K-12 teacher ideologies and belief systems and to what degree they reflect their practices in
the heritage context.

Using indexicality and its nexus to language ideologies (Woolard 2020), this article explores
the language ideologies of Arabic teachers in a community-based setting in which Arabic is
taught as a heritage language. It identifies the key index values assigned to Standard Arabic
(SA)* and how these shape teacher ideologies and orientations toward teaching Arabic as a
heritage language. The article also examines the teachers’ pedagogical practices and choices
to determine to what extent these practices are consistent or inconsistent with their ideolo-
gies. The article shows how these ideologies, as revealed in the indexical values, are loaded
representations of how and why SA should be the target for learning Arabic as a heritage
language. Teachers think that SA or fusha is a ‘must’ and teaching dialects has ‘no benefit’
to their heritage language. The indexical values actively link SA to the identities teachers
envision for their heritage learners. They could also shape the institutional policies for learn-
ing Arabic as a heritage language in the setting under study. Notably, while they defended
their strong position on teaching SA, a detailed classroom discourse analysis for one of
teachers who was carefully observed revealed multilingual and transdialectal practices that
tolerated Arabic dialects and English. It is argued that teacher’s ideologies were inconsistent
or paradoxical with their pedagogical practices in the classroom, and the teacher interviews
showed a merely idealized view of fusha. This idealization of Standard Arabic— fushatopia,
I call it— is a feeling of nostalgia that does not reflect the reality of how Arabic is taught
or used in this setting. To better contextualize this study and its methods, I first provide
relevant background on indexicality and its connection to language ideologies and teacher
multilingual practices.

2. Background
2.1 Standard language ideologies

Language ideologies are essential in shaping teacher and learner belief systems. They are often
conceptualized as ‘any set of beliefs about language articulated by the users [as] rationaliza-
tion or justification of perceived language structure and use’ (Silverstein 1979: 193). Some of the
language users’ beliefs are based on institutional, national, and global beliefs (Blackledge 2005).
Language ideologies are influenced and challenged by the sociocultural norms imposed by fam-
ily members, school, peers, and the media (Park 2021). As such, dominant ideologies impact the
speaker’s beliefs and attitudes toward language varieties and their use. Another perspective on
language ideologies is tied to the concept of ‘investment in language’ (Darvin and Norton, 2015)
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and how language intersects with identity, cultural capital, and social beliefs. Investments in lan-
guage learning are usually motivated by individual and societal viewpoints about which varieties
should be assigned status and prestige.

Standard language ideology is a pervasive ideology in the fields of language education and
language policy. As Lippi-Green (1994: 166) puts it, standard language ideology is ‘a bias toward an
abstracted, idealized [emphasis added], homogeneous spoken language that is imposed from above
and which takes as its model the written language’. These beliefs are common in global lan-
guages like English, French, and Spanish. Arabic, as one of the world languages, shares the same
ideologies. Among Arabic speakers, MSA is perceived to be the most shared and prestigious lan-
guage variety, although this contradicts speakers’ attachment to their own dialectal variations.
Paradoxically, these varieties are also deemed less important or valuable. Language ideologies
are also essential to understand the motives of the selected language varieties in social contexts.
Stressing the social role of language, Heath (1989: 53) identifies language ideologies as an orien-
tation towards the ‘roles of language in the social experiences of members as they contribute to
the expression of the group’.

The work of Woolard (1998: 3) highlights the connections between language ideologies and
other non-linguistic dimensions. In this regard, language ideologies are not necessarily about
language; instead, ‘they envision and enact ties of language to identity, to aesthetics, to moral-
ity, and to epistemology’. Through these connections, they emphasize linguistic use as well
as the individual and social group, such as religious affiliation, socialization, schooling, and
other social associations. In addition, Woolard (1998: 3) further defines language ideologies as
‘[rlepresentations, whether explicit or implicit, that construe the intersection of language and
human beings in a social world’. With these critical orientations, language ideologies are viewed
as the nexus between the linguistic practices and the social contexts of language learners and
users (Schieffelin et al. 1998; Kroskrity 2000). They are not simply about language but also
involve social and cultural conceptions of personhood, citizenship, morality, quality, and value.
Although these ideologies have material effects on the world and are thus particularly impor-
tant to understand, they do so in the interest of a particular, usually powerful, social position
(Farr and Song 2011).

Another dimension of language ideologies, which is of relevance to this article, is the ideology
of language purity. A central tenet in this regard is that standard languages (namely national lan-
guages) need to be protected from any ‘foreign’ languages (or varieties) that could disrupt them
(Blommaert et al. 2012). In the same vein, the one-nation-one-language ideology indexes the idea
that one common language creates national unity. Such monolingual ideologies are normalized
where multilingual practices are not encouraged. These normative monolingual ideologies are
often promoted by individuals, institutions, and states (Fuller 2018).

2.2 Indexicality

In the study of language ideologies, indexicality and indexical order have been important ana-
lytical tools that reveal teacher values and their meanings, and how they shape their overall
belief systems. Language ideologies are not always articulated; they may be inferred from
speakers’ embodied dispositions in activities and practices. As an analytical tool, indexicality
refers to the linguistic expressions and signs that convey meaning within a particular context
(context-dependent). These expressions point to or ‘index’ beliefs, attitudes, and ideologi-
cal stances about linguistic and social orientations. The interpretation of these meanings in
discourse or narratives is socially situated and draws on cultural and contextual knowledge
(Gee 2011). As Gal (2023: 5) puts it, it is essential to distinguish between ‘meanings conveyed
by signs as referential’ and ‘meanings as indexical, that is, pointing to or in existential con-
nection with some feature of the context in which the signs occur’. These signs may index
something that is expressed through gestural or lexical choices, dialects, and registers, among
many others. In other words, the situation where the signs occur is associated with the social
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and linguistic context in which they are contextualized and compared. Some scholars define
this process as social indexicality (Gal 2023). Blommaert (2007) also conceptualizes indexicality
as a connector that links language to cultural configurations that reflect multilingualism and
multiculturalism. As such, individuals’ beliefs about language and its users are indexed in
their discourse.

Additionally, scholars argued that linguistic signs and expressions occur in a structured and
ordered way. The concept of ‘indexical order’ refers to the indexical meanings that occur in pat-
terns (Silverstein 2003). For instance, in any linguistic interaction, the register that is employed
may index the speaker’s dialect and social identity. These indexical meanings are not fixed but
are imbued within a specific sociocultural context. In a recent study, Tseng (2021) found that
language could be an index of culture and identity. This indexical relationship conveys the ethnic
and cultural associations and ideologies towards using a non-dominant language. For example,
ideologies of language correctness and status often place a linguistic hierarchy among not only
different languages but also the dialectal variations within one language. Previous research has
also shown that the idealization of native-like expectations and correctness might discourage
heritage learners from using their language (Bradley 2013; Tseng 2021). Similarly, in the case of
Arabic as a multiglossic and multidialectal language (Bale 2010; Albirini 2016), the assumption
or belief that the standard variety of Arabic is the ‘correct’ or ‘pure’ variety is a manifestation of
monolingual ideologies that conflate language correctness and purity with the power and status
of one variety over another.

3. This study

In the very few studies on multilingual practices in Arabic, Oraby and Azaz (2022) found
translingual and transdialectal practices in teacher-learner and learner-learner interactions
in which these practices enhanced the meaning-making process and deviated from the
language-content divide in language education. They also argued that these transdialectal
practices mobilized all the varieties in the classroom and destabilized the standard lan-
guage variety. The multilingual practices in study abroad Arabic programs have been also
examined among university-level learners (Trentman 2021). These studies provided insights
on multilingual practices inside and outside the classroom among college-level students.
Many scholars agree that Arabic bilingual education in the USA is underfunded (Zakharia
2016), and few studies focus on preparing K-12 bilingual Arabic teachers (Bale 2016; Deiri
2021). To this end, there has been less attention given to teachers’ ideologies or attitudes
toward teaching fusha and/or dialects, particularly in K-12 settings. This study focuses on
teachers’ ideologies and pedagogical practices in a K-12 community-based school. In the
next section, I describe the community-based context of the study and my positionality
as an Arabic speaker and researcher with the community-based teachers. In addition, I
discuss the methods used for data collection and analysis. Participants profiles will also
be characterized.

4, Methods

4.1 Context

This study was conducted at a community/heritage Arabic language school at a Muslim
community center in a southwestern state in the USA. The center’s vision aimed at the
maintenance of MSA as a community/heritage language and in teaching basic Islamic stud-
ies. Learners of all ages come to learn Arabic for one hour per week on Sundays. Adolescent
learners represent immigrant and ethno-linguistically diverse groups from the Middle
Eastern, North Africa, East and West African regions, and in some cases Asia, mostly from
Pakistan, Malaysia, and Indonesia. Learners speak English and often a dialect of Arabic. I
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refer to the learners as HLLs for two purposes. The first is to amplify the community-based
context where they are learning Arabic as a heritage language. The second is to highlight the
dimension of learning Arabic heritage that is deeply rooted in Islamic history and culture. In
this context, most of them come to learn Arabic for religious purposes and particularly to
read the Qur'an. Nevertheless, there are a plethora of dialects that continue to support the
varieties spoken by Arabic HLLs in this school. The curriculum is designed in MSA specifi-
cally for learners who are good at English and live in North America. As announced by the
director of the center, there is an MSA/fusha-only policy that requires teachers to use only
that variety in the classrooms.

4.2 Positionality

As a researcher and fluent Arabic speaker, I adopted a reflexive process (Heath and Street 2008;
Glesne 2016) throughout the interviews with the teachers. To ensure an accurate interpretation
of the data, I carefully examined the elaborations and responses by participants to the interview
questions. I adopted an emic view to aid the analysis and to provide thick descriptions (Geertz
1973) of the social and cultural practices and perspectives shown by the participants. I doc-
umented the observations in weekly inquiry logs to record any methodological decisions and
insights to help trace this reflexive process.

4.3 Data and participants

The data analyzed in this article came from a corpus of a larger ethnographic study that consisted
of 25 contact hours of instruction, an hour per session, that were audio- and video-recorded from
Fall 2021-Fall 2022. It also included in-depth interviews conducted with four Arabic teachers. The
teachers were identified through snowball sampling (Noy 2008; Woodley and Lockard 2016). They
were recruited after reaching out to the school principal to help identify Arabic teachers. Their
consent forms were used for the classroom recording, observation, and subsequent interviews. In
the context of this article, the focus is on the perspectives of two teachers who taught the same
Arabic level and taught the same students in previous years according to what they shared in
the interviews.

The first teacher is Ustaadha Farah (UF), a female teacher from Palestine. She has been in the
US for 18 years. She taught Arabic at (and also directed) the Saudi School (which used to be a
school in the southwestern part of the USA) for two years. In total, she has been teaching Arabic
and Islamic studies for ten years, and only for one year in the setting under consideration. She
is also a mother of three Arabic HLLs. The second teacher, Ustaadha Wafaa? (UW), is a Yemeni
female teacher who has been teaching Arabic for more than twenty years. She holds a master
in Arabic linguistics from Yemen, and she is a professional poetess. Like UF, she taught Arabic at
the Saudi School. She was also the Sunday school principal, and she has been teaching Arabic
for ten years in the USA. Given her linguistic training, she taught the advanced classroom at the
Sunday School.

For specificity, I carefully present and analyze the pedagogical practices from UF’s interme-
diate/advanced Arabic classroom. UW also taught the same Arabic levels in previous years,
but she was not teaching at the time of the study after she became principal. The interview
excerpts in this paper help identify her ideologies about teaching Arabic as a heritage language
and also showcase her school’s policy. The Arabic HLL participants (n = 5, two females and three
males) were adolescents whose grades ranged between the 7th and 10" grades and their ages
ranged between 13 and 16 years. Their heritage dialect distribution was as follows: two Iraqi,
two Libyan, and one Jordanian. They were all at the intermediate/advanced level in MSA, as
demonstrated by analyzing language samples when they were asked to write and speak only
in MSA.

To analyze teachers’ ideologies and practices, an in-depth semi-structured interview (Seidman
2006) was conducted with UF after the first classroom observation to discuss the practices that
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were observed in the classroom. The goal of the interview was to characterize her perspectives
and practices and delve more into the multilingual practices to understand their scope and the
benefits she thinks these practices offer. Another goal of the interview was to uncover the ideol-
ogies that motivate these practices. The structure of the interview consisted of three parts: edu-
cational and professional background (four questions); pedagogical practices (21 questions); and
opinions (3 questions). The second part delves into two categories of practices. Here, I focus on
one, which is the multidialectal, translingual, or transdialectal. This part of the interview uncov-
ered teacher practices and beliefs about the strategic use of Arabic dialects, Standard Arabic, and
English and other languages. The same interview questions were also conducted with UW. Both
interviews took place on site. Questions that ran counter to some beliefs were asked in the inter-
view to tease apart and sometimes to challenge teacher views and perspectives. For example, if
the teacher showed flexibility with including dialects in the Arabic class, she was probed with a
follow-up question to explore this belief such as ‘do you think that students should learn a dia-
lect other than their home dialect?’

Following participant language leads, the interviews were conducted in Standard Arabic (any
dialect) and/or English. The interviewer used her native Egyptian dialect if the participants pre-
ferred the interview to be in Arabic, but the participants were given the freedom to respond in
whatever language or variety they felt comfortable. Their responses were translingual in nature;
they responded in their native dialects but used English and SA as well. The interview lasted for
an hour. Through constant comparative analysis and thematic analysis (Braun and Clarke 2006;
Xu and Zammit 2020), the emerging themes were coded, and repeated patterns were identified
using an inductive coding process, such as multidialectal awareness, functions of dialects, beliefs,
and challenges.

Data analysis used open coding of data to allow for possible emerging themes that relate to
teacher ideologies and multilingual practices. To distinguish the varieties used in the interaction,
these abbreviations were used: PA (Palestinian Arabic), JA (Jordanian Arabic), IA (Iraqi Arabic), and
MSA (Modern Standard Arabic). An italic font was used consistently for the translation/glossing
of the utterances. Arabic transliteration symbols were also used consistently (see Supplementary
Appendix). Special attention was given to the use of trans/multidialectal practices and patterns
of alternation as bridges to learn the linguistic feature in hand. These practices were used as
resources that the teachers deployed in the interactions when learners could not speak the
standard variety. The learners were given pseudonyms.

In the next section, I discuss the findings from the teachers interviews with close atten-
tion to the ideologies that were indexed. I also showcase the classroom interactions from
UF’s Arabic class to understand how consistent or inconsistent the practices were with her
ideologies.

5. Findings
5.1 Teacher ideologies

The scripts of the interviews reflected multiple perspectives vis-a-vis the idea of using multi-
ple languages in the classroom. Overall, the teachers’ responses reflected a strong position that
supports teaching Standard Arabic and some evidence of their raised awareness of learners’ lan-
guages as important resources for language learning. However, there was some variation in the
way they demonstrated these positions.

5.1.1 Excerpt 1: reverence of teaching standard Arabic as a sacred mission

This excerpt is taken from the opening part of the interview between the researcher-interviewer
(RI) and Ustaadha Farah (UF). The context of the extended exchange is a dialogue about why she
wished she had been trained as a teacher of Arabic and Islamic studies (she got her degree in
Mathematics). This exchange was initiated after I asked her about how many years, she has been
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teaching Arabic. She responded saying that she has been volunteering as a teacher of Arabic for
ten years and if the time is to go backwards, she would get a major in Arabic. I asked her why, and
the important part about her ideology just came as the response in which she equates ‘Arabic’
with the ‘Quran’:

Speaker Original & Transliteration Translation

UF:

Volunteering tabSii hawalii 10 ?isneen fil-sunday school,
kuluh Sarabii w qura?an ... ?dhaa barji§ bil-zamaan, kunt
tkhasasit Sarabii muush riyaadiiaat w bil-shariiSah kamaan.
i alS (JoSu glaiiall b Gt \+ Gllga o Volunteering
Gdoyydillig Ciliialyy la e Cuauall CAS (Olaylly gy 13) wee(Ylyhy

I have been volunteering for around
10 years in the Sunday school, all
that time was for Arabic and Quran.
If I were to go back in time, I would
have been majored in Arabic, not in
Mathematics, or even Islamic law.

JOles
RI: wi-liih kuunti [tifadalii] dah? Why would you have preferred this?
o [liadt] IS agly
UF: li?an ma-fiish ahlaa min il-Sarabii, ma-fiish ahlaa min il- Because there is nothing better than
qura?an. Arabic. There is nothing better than
<Ol (o ol (s Lo cguyall go Glaf Glus La 2 the Quran.
RI: uuliilii kamaan hahaha Tell me more, (laughing) ...
weragm GlaS Glilgd
UF: ma-fiish ahlaa min inik t?rii il-qura?an bil-Sarabii ?ilii ?intii There is nothing better than you read
fahimtiih. lamma adrus Sarabii w ashuuf shuu hadaa w shuu the Quran in the Arabic that you
hadaak, laa bahtaaj wa-laa li-tafsiir jambii. adal a?raa wa- understand. When I study Arabic,
ashba$ wa-a?hut ?albii Salaa alqura?an. Allah biihkii ma€ii, and see this and see that, I do not
wa?na fahmaa. a?raa wahfaz shii? wa?fthamuh,wa?adar need an interpretation (book) to be
atakhiialuuh wa?rsimuuh wa-?aSmiluuh, wibihis haalii taairah. next to me. I continue to read and put
my heart on the Quran. God is
f Lol eauamls (.29 T s oo B speaking to me, and I understand it. I
gireiousiial sagCaih ol o) guiatsio Uil ¢33 E5) Ganrisl ol read; I memorize, and thanks God, I
daaly gy 1ysf Jial opran sauiil g Zliay A ccllam g lalm gii gililg ize. It’s impossible for me to
L all saally canafy 1557 . asmls Lty (g0 oSay alil .olyil Gie @us  understand and memorize anything
RC IR ol £od Bl 3ol (s San (oo Lo o Lad or to understand it, or to imagine it
asiggayiiete 9 Ll fopetlaadl ghald . ordraw it and implement it [in the
Bytla Jlla guag calacly  Qyran without Arabic]. I feel myself
flying (rejoiced).
a?na bafakir a?sajil iishii jidiid bil-jamSaah, aruuh adruus, bas  I’m thinking of registering for
bakhjal min hadha alwad€, yimkin bil-draasaat alsharq something (course) new on campus,
al?awsaatiiaa [...] nifsii something something tidaSam hadhaa o go and study, but I feel shy of this
alkalaam. a?na wilaadii kilhum ?itkharjuu t?riiban, dalah situation, may be in Middle Eastern
Qandii bintii bil-high school. Studies. I hope to do something to
@iagll 1am (30 Jady gt couyal zol camolally ayan Gl Jaud ySay 1 support this point. All my kids almost
something, something guas [..] dybaugd 1 Gyl Eilaulyally Sy f::g:;m"d’ only one girl still at high
< high iy iy gaie alia duy lsasall agls gads Lil -@dSH [an acat ’
school
UF: idhaa bidii afmul ishii, bidi afmul ishii linnafsii Yashaan If I want to do something, I want to

aftham qura?ani wi-Sashaan a?dar afahim ghirii. ya-riit kunt
Qirifit hadhaa alkalaam min al?awil, makunaash Sarfiin.

3238 Glificg Uy pgdl Yl puiail il Jocl gay il Jael gay faf
+ Oabyle GHS Lo (JoHl (o @S (Al Cibye CUS Sy Ly g3l gl

shuu haiiatnaa kanaat mithil kul muslim fii hadha albalaad
salaah wi-giiaam. bahis in-nighaar San diinaa wi-qura?anna
[...]hataa maSaah awlaadi ma?darish to express myself about
these things li?an bikunuu...maSa inii rabiithuum
alahmdulillah. bas Sashaan between two cultures bitkuun it is
really hard sometimes bil-zabit tikhalithum related to what
you raided §alih wihuma raised Slaa ishii taan, safib inn
yithamuh shuu intii bit?suddii.

O il Of puas spliiag B3a bl am B alus JS Jlo LIS LA ol
to express myself about these (liyadia gadal go ia of+e] Lilyg Lia
between two Oliic (us calt saan Aelasy Ol @0 +- 1949y OX things

related «aeslali iy it is really hard sometimes (e<is cultures

O ueia (O Gl Sleraised Lemg atleto your what you raised

cGuaiTy I gl lgaghy

do something for myself to be able to
understand my Quran and to
understand the others. I wished I had
known this point earlier, but we did
not know.

Our life in this country was like the
life of any Muslim: prayer and
Jasting. [ feel that we should be
jealous [guardian] for our religion
and our Quran, [...]. Even with my
kids, I cannot express myself about
these things although I raised them
up well, thanks God. But because
they are here between two cultures, it
is really hard sometimes. It's exactly
you make them relate to what you
raised to do on, but they were raised
to do something different, it becomes
hard for them to understand what
you mean.
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UF in underlined parts in the exchange associates ‘Arabic’ with ‘the Quran’. Although she
never used Standard or fusha in her narrative, it is very likely that she uses Arabic to index
the Standard variety of Arabic. It's very uncommon for dialects (Palestinian in this case) to
be associated with the functions she elaborated on. The narrative gives up a close window or
access into her ideology in three capacities: a speaker of Arabic, a teacher, and as a mother of
Arabic HLLs. There are three important things about her responses: the central status of SA
as the medium to understand the Quran and interpret God’s message. In being the medium
to God’s message, there is nothing ‘better than’ Arabic. She does not need an interpretation
since God is speaking in SA. Proficiency in SA helps her to ‘understand’, ‘memorize’, ‘imagine’,
and ‘implement’ what is in the Quran. The central status and functions of SA in her narrative
are evident. With that, she wants to seek further opportunities to consolidate her knowledge
in Arabic throughout further academic studies in Arabic. Importantly, the later part of her
narrative elucidates the scared mission of promoting for SA for her children and learners. With
children growing in “between” two cultures, maintaining SA is the means to establish the links
to their own (Muslim) culture and heritage. In her own words, this scared mission is part of her
“being jealous” to be a guardian of religion. With these views, one would legitimately expect her
teaching practices to reflect a monolingual ideology that venerates SA in the classroom, but we
will see in the next section that this does not consistently hold true in her teaching practice.
These comments show the crucial role SA holds in the Islamic rituals and scripture and the
Quranic recitations. Also, it shows the connection the teachers establish between Arabic lan-

guage and the learners’ identity.
UW also demonstrated the same attitude towards SA. But to her, reverence of SA is associated
with its qualities as a Semitic language. This is how she exquisitely expressed it:

UW:

wi-?illugha ?il-€arabiyya? ?il-lugha ?il-Sarabiyya, ?il-
lugha ?il-Sarabiyya lugha fakhmah, fakhmah. Lugha fiiha
shimmuukh fii ilfushaa, a?na athadath San alfushaa, fiiha
kathiir min ilshimmuukh, wi-fiiha iStizaz. hataa waqit
tigra?ii ilqura?an ilsound bitaa$ ilqura?an yaasmuu bikii,
fitha simmuu, fahiiaa min ?il-lughaat ?ilsaamiyya.
shuufii... tihissii fiiha kida wi-?ntii tiqra?iin nas Sarabii,
qasiidah Sarabiyya ... ?il-lsuut il-Sarabii suut raaqii
saammii. mish bas hatha, la?an-nuuh kathiir min
ilmaSannii fii kathiir min ilkaramm, ?ihnaa kurammah fii
kul shii?... kadhalik kaanit almuffradaat al-Sarabiiaa
zakhiiraah. ?andinna muSjamman al-Sarabii zakhir bil-
muffradaat.. fii lughatnna almaSnna luh fiddaat
muffradaat, wil-mufraadah laaha Yiddaat maSaannii. iish
hatha? hatha karam lughaah karriimah!
Gal.3eAb (Aedd dal Aluyell Zall Elyyell dall Shyall dally
0 1S Lash pasaill e Eaadl L (pauaill o ¢ gadiLoud
1 gLis sound 1 GTyan .._,I,z: Cidg Ea iyLel Lgsdy (Foaddl
e g « Baluddl CLAL (30 (4D (g Lgad ¢Ss gausy GTyEN

Cigaall .. Giype Bagad (paye gald (ki yal Cilg 05 Lgxh ual
o iaall (3o ypudS 4l (fam) gu e « ol Bl Cigua upall
Cilayhall COLS ELAS .. el IS o GapS Lial (a3l (30 34dS
Liad (e oSiaphally y51) ipall Lagas Linic 5yaf) dasya
23S fam Sham (sl +ihas Bac Lgl Basdally (ilayha Sac al haall
ViayyS 24l

The Arabic language? The
Arabic language, the Arabic
language is a statelier/majestic
language. A language that has
loftiness or superiority in the
Standard variety. I'm speaking
about the Standard variety. It
has a lot of superiority, it has
pride. Even when you read the
Quran, the sounds in the
Quran transcends/uplifts you.
1t has superiority. It's one of
the Semitic (supreme)
languages. Look you feel this
in it when you read an Arabic
text, an Arabic poem. The
Arabic sound is a
superior/supreme sound. Not
only this, in a lot of meaning
there is a lot of generosity, we
(the Arabs) are generous in
everything. So are the Arabic
vocabulary. Our Arabic
dictionary is rich in
[abounding in many items... in
our language, the meaning has
many items, and the item has
many meanings. What is this?
This is a generous language.
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This excerpt was her response to which varieties (Standard or the dialects or both) should
be taught in school. She went on to justify why the Standard variety should be the focus. To
her, SA is a ‘superior language’ (the word saammiyya means Semitic, but she means superior).
As a poet and experienced Arabic teacher, UW used the word ‘Semitic’ to denote the status
of the language as ‘superior’ as well as the value of the Arabic sounds as ‘supreme/superior’.
It is important to also note that, as a poet she intentionally used the two words ‘saammiyya’
and ‘saammii’ to connote the superiority of SA. In addition, she associated this with the
Arab character. SA has its pride that was conventionally associated with the Arab character.
This pride is denoted by its sound system as demonstrated in the Qur'an and poetry. She
also associates the rich lexicon/dictionary of Arabic with the generous Arab character. It
is known that the Arabic dictionary depletes with many synonyms that have multiple and
different meanings, but the connection she made interestingly indexed how ‘generous’ the
Arabs. Whatever the connections are, it is evident that her attitude towards SA resonates
with that of UFE.

5.1.2 Excerpt 2: reverence of standard Arabic as a spoken variety

The exchange below is taken from the beginning of the second part of the interview in which UF
was asked about her use of SA and the dialects of her students. She took the question to be about
her language practices of Arabic as a speaker, and not much as a teacher.

RI:  ?uliilii bi-tistakhdimmii ?ilfushaa ?aktar wa-llaa bit-

UF:

UF:

istakhdimmii lahjitik aw lahjit ?al-tallabah?

Sagliall dagl of cling! Gasdiuiy g yisl Gauadll Gesdiuiy (luled
fii ?il-balaad haathii ?ad maa titkalmmii bil-fushaa badik
tihaawlii, ... il-lughaah €indii bahibb ?atkalimm il-lughah
il-Sarabiiaa, kitiir bamuut Salaa illughaah al-Sarabiiaa.

o gake dalll .. (lglad ¢lay auadlly LalS Le 2B ki aldl
JGgpall GALN Gle Cigay y4iS (Gasyall Gl atsl
yaSnii ?intii bithawlii tistakhdimmii ?il-fushaa?
Sl gash i ey ST yins
?anaa mara bab€at li-2ukhtii wi-binihkii bil-lahja ?il-fushaa
fa-bit?uulii ya-Siinii Saliikii wi-?intii bitihkii bi?lfushaa. fa-
ba?uul haad ?illii mafruud nihkiih sarahatan. la?iit haali
ghasib Sannii bihkii hikaayaat bi?il-fushaa. Sometimes
lamaa bithibii tiSabarii Sann nafsiik ?aktar bitihkii bil-
fushaa.
S e bt Sloiieh aiail daglly (Sl GIAY Ciagy Syelif
ey — = gy e L
@yal ualy Lal SOMELMES +auadlly Slisa (Say ic cual Gla
il Sady st el e

Tell me, do you use the Standard
more or your dialect or the
dialects of the students?

In this country, you want to

should) try to speak in Standard
drabic, ...As for the language
Jfor me, 1 like to speak Arabic, I
very much like Arabic.

Do you mean that you use try to
use Standard?

Once (I remember) that I sent to
my sister, and we spoke in the
standard variety. She said how
great you are when speaking in
Standard. 1 said this is what we
should be speaking, to be honest.
1 found myself telling her
everyday stories in Standard
spontaneously. Sometimes when
you would like to express
yourself well, you speak in
Standard.

She continues to demonstrate her tendency to use SA to her best in this country. The

phrase ‘this country’ indexes the diaspora in the USA that speaks Arabic. She underscores her
endeavors to speak SA to her best saying ‘In this country, you want to (should) try to speak
in SA. When she was asked again to comment on her attempt to use Standard, she gave an
interesting example in which she is now using SA when she communicates with her sister in
Palestine. Her sister, surprised as it seems, shows astonishment and awe for her speaking in
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SA: ‘She said how great you are when speaking in Standard’. More importantly, she further
demonstrates her ideologies for the use of Standard by using the phrase ‘what is supposed to
be’, and ‘honestly’. To her, this is what native speakers (and not only her) should be speak-
ing as noted in the excerpt which indexes a collective solidarity with Arabic speakers. Also,
she finds herself using SA spontaneously to tell her sister some everyday events. It's very
interesting that her linguistic practices highlight her use of SA to better express herself. This
surprisingly contradicts what is known about native speakers of Arabic who tend to use their
native dialects spontaneously when they talk to each other. This point arguably shows that
the linguistic profile and repertoires of some teachers who work with the heritage communi-
ties are dynamically changing given their tendency to use SA as a marker of their religious
identity in the diaspora.

5.1.3 Excerpt 3: orientation toward standard Arabic as a common denominator for
HLLs

RI: lamma mathalaan bit-darrisii ?illughaa ?il-Sarabiyya ?il- When you teach Standard
fushaa lil-tullaab ?intii kalimtinii San ilqra?aah wil- Arabic for the student, you
kitaabaah. bil-nisba lilkalaam, ?izaaii bi-iiddarbuu Salaa talked about reading and

UF:

?inuhuum yi-istakhdimuu illughaa dii fii ilkalaam? ?iih al-
activities?

Belyill (e (iralS (Ll vodliall Gauadll Guyall ZAU uwjaiy Xie Lol

B @3 Galll Igaaiiu gl (e lg43akuy @l (@S Gpudlly GAISIg

factivities —JI agl S

laazim nihaawil zaii ma ?aalit teacher Khadija, nihaawil
nitkalim illughaa il-Sarabiiaa il-fushaa, alqaaf qaaf, aldaad
daad, wil- zaa? zaa?. mathalaan /z/ yaSnii “al?arz” (badlaan
min /d/) Sriftii. ma-fiish mani¥ inuu yi-?ulhaa maraah wa-
laa marit-tiin, bas izaa yiSrifhaa Sshaan lamaa yijii yiqra?
alqur?aan mai?uulsh mathalaan “wa-laa alzaliin” [...] zaii
?iish “al?arz” ?iah, bii?uluu hiak.

Gygpall dalll @ISy Jolad « teacher Khadijacdls L ) Jotad @34
Geday) "Byl ey B Mie ol AAlallg clia S (GBLD GALAN Al
Oldic Lgbymy 1] (uas (paisn Ao 330 Lodody adf pika lud Lo +lbye (02
aul " BRI sl @[] 'Outlia Hg' Mia lidgdi Lo GTyaN Iy o Lad
el lgloduy

writing. As for speaking, how
are the students trained to use
this language in speaking?
What are the activities?

We must try, as teacher
Khadija (pseudonym) said, to
use Standard Arabic: qaaf
should be qaaf (not a glottal
stop or /j/ in some dialects),
daad should be daad and the
/z/should be /z/. For example,
“al-Parz” (land, earth) instead
of /d/, you know._I do mind if
they sqy it once or twice, but
they must know it because
when they come to read the
Quran they do not say, for
example ‘03BN Y §' (the
Qur'anic reading in the verse
is odual Y ") as they read
LYY, yes, they say this.

Despite the celebration of learner dialects, the orientation toward SA is structured again within
the liturgical purposes it performs. In this part of the interview, I asked UF to elaborate on the
use of SA as a spoken variety. As the excerpt reads, she thinks that ‘we’, that indexes the Arabic
teachers, must try to speak in SA, and the reason she provides is contextualized in liturgical
purposes. The interesting part of this exchange, I think, is her fear that the sound variants in
the dialects make their way in reading the Quran. She gave two examples from North African
dialects in which the emphatic/z/ substitutes the emphatic/d/. In her take, the learners should
know how to differentiate between these two sounds and use them properly in the Quran. But
again, she is not strictly against the use of the dialects, and this tolerance was indexed when
she said, ‘I do not mind if they say it once or twice’.

G20z |Mdy 0z uo Jasn euoziy Jo AusiaAiun Aq 600/289//9s09ewe/undde/s601 01 /10p/80nle-soueape/lijdde/woo dno olwapeose//:sdiy Woll papeojumo(]



Y. Abourehab | 11

5.1.4 Excerpt 4: ideologies about dialects as ‘hard” and ‘common’

RI:  ?izaaii biddarisiihum? How do you teach them?
Sy gl
UF: fii ilbalaad haathii ?ad maa titkalimmii b?il-fushaa badik In this country, you want to
tihaawlii, barduu timashii ?illii yiSrafuu il-accent. ilSraqqiiaa (should) try to speak in
saSbah wil-masriiaa mash-huurah min il-aflaam ?illi kunna Standard Arabic, but also to
nishufhaa. accommodate to those who

Igbyny Ul odiali g3y i glati Elay auadlly alSitLe 3B @hla alll ;b know the dialect. The lragi

& ine Gz cien o . dialect is hard and Egyptian
s I LIS I I I . ||
olgdguicy gl.l ‘om (0 By9gdie dupiaally dunua Gublyall .accent Arabic is known/common from

the movies we see.

bafid 20 sanaa, ba?dir ?afhim ?aii lahjaa, mish mushkilaa, ... After 20 years, I can
mabitfri? maSaiia. understand any dialect, there is
< Lias oliByaTy Le (alSdie lia (Gagd of agal yady Gl ¥+ any... 70 problem, it does not matter
Sor me.

Despite UF's conceptualization of Arabic tobe ‘Standard Arabic’,she now gets to another component of
herlinguistic repertoire, which is her transdialectal competence. She states that sheis able to ‘accom-
modate’ to those who know Arabic accents (she means dialects), but she acknowledges some differ-
ences among these dialects. To her, Iraqi Arabicis ‘difficult’ and Egyptian is ‘common’ because of the
movies she uses to watch. Concluding her comments on these dialects, she states that after 20 years
(oflivingin the diaspora), she can understand any dialect. With that statement, UF leaves the question
open of whether she can speak/utilize themin her teaching practices. Thisis the point I examine next.

5.1.5 Excerpt 5: use of the standard Arabic, dialects or English based on learner repertoires

UF: shufii ?ihnaa hunn fashaan al-Sarabii as a second language, Look, because here Arabic is a
?anaa bat?kid nistakhdim alfushaa. fii al?ashiiaa? al{amiiaa second language, I make sure
?illii hiiaa al?ashiiaa? albasitaah illii hiiaa maa ismuka? kaiifa  that we use Standard. In the
haaluka? kaiifa agbhit? mataa alsalaah? yaSni hadaa kalimaat  basic colloquial things, which
biSrifuuhaa da?imaan bil-lughaah takaad takuun bil-fushaa. are simple such as: what is
padiu astiy f cas a second language guyad Gldic o s« dedi  your name? how are you? how

s » i L . .. areyou this morning? When is
Siasalbe g g8 Sl A Al g AN sy 8 st the prayer time? All these

Ladls Lingyass CilalS lam (iny SMall (ie SCiapal GausS S8a GuS  y50ds the know them in almost
waiaally (yeSh oSS Galy  Standard Arabic.
zaii maa ?ultilik, izaa wahid ?amriikii mutSalim ?illughaa al-  As I told you, if there is an
Carabiiaa fushaa nit-hadath il-fushaa. izaa kaan Sarabii yit- American who learned
hadath ?ilinjiliziiaa first language wi-saraat al-Sarabii second  Standard Arabic, we talk in
language mumkin akhalat biin biin. ?ihnaa hinaa ma-iiSrfuush  Standard. If there is an Arab
il-lahjah ?ahiianaan, fa-bihathaa alhaalaah adtar ahkii bi- (learner) who speaks English as
?illughaa al-fushaa aw bil- ?ilinjiliziiaa the most. a first language and Arabic
spaiaill &3all yauad duiye dalll alale gs,mf aalg I3 «ellilg e )  became their second language,

second (pall Cigliag first language giatadll &aaly e OS] Zz:‘::o'::: ::':;‘ie,;g:s :;'V:

agsd digal Gaglil Ghighyny Lo Lim Liaf o (s (s Jall 9S00 language  dialects sometimes. In this case,

ooty of auaill Gall GSal paday Likh . auaill Saf yiaial atau [ have to speak in Standard or
the most ™ English the most.

Paradoxical as it seems, UF expressed flexibility in using SA for basic communicative phrases that are
usually rendered in the dialects. She supports this position by saying that they usually know these in
Standard Arabic. This is an indication that some of the learners use these in Standard Arabic. Also,
she is fluid enough to use Standard Arabic with ‘an American who learned Standard Arabic’. She can
‘mix between the two’ with heritage learners who speak English as a first language and Arabic is their
second language. She has to use SA or English if they do not speak a dialect of Arabic.
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12 | It's an Imagined Fushatopia

5.1.6 Excerpt 6: teacher resistance to teaching Arabic dialects

RI:  hal shaiifah ?inn almafruud iltullaab tit{lim kazaa lahjah ghiir Do you think that it is supposed
lahjit-hum? Jor the learners to learn a dialect

Sagiagd yuk Gagd 135 alall cidlall yagyaall ) dadd ya  Other than their own?
UF: la? 1a?!! lazim yitSlimuu il-?illughaa il-fushaa. ?amaa lahjah, = No no!!! they must learn

la? la?!! mish raah yistafiduu ?ishii. bas 2ana lahizit ?inn Standard Arabic. As for the
almuslimiin iljudd ?illii biiruhuu_Samagir $shaan nikuun next  dialect, no no!! They will not

to Azhar aw biiruhuu Salaa aljaza?ir aw biiruhuu fransaa learn anything. However, I
haduul bitfalimuu il-lahjah almasriiaa iza fiimasir aw illahjah  noticed that new Muslim
almaghribiiaa fii alshamaal algharbii fii shamaal afrikiiaa. converts who travel to Egypt to
fayikuum easier Salihum yitSalimuu lahjah. bas ?ana bil- be next to Al-Azhar they learn
nisbaa ?illii yariit ?illughaa al-Sarabiiaa ilfushaa. Egyptian (when they come back)

and those who go to Algeria, or
il lgagaiuy o1y o 1N X cAagd Lol o oauaill Zilll lgalaly o WYY France they learn Moroccan
52 e wn o onadl S5l AN 1 (when they come back). It is
Bekbioaet gt e gllisted L easier for them to learn a dialect.
dypiaall dagll lgalaiss Joam Luciyd Iga ey of yilsall e tgases of 383 Byt for me I hope they would
095 gyl Jladi b (updll Jladdl b Gusphall Gagll of paaa 1)  learn Standard Arabic.
Gypall Gl Sy by U Gaadlly Uil guuy gl lgalaliy agulc easier
sgasaall

Sticking to her ideological stance that admires SA, she resists the position of teaching student a
dialect other than their own. This resistance is marked by her use of a serious straight ‘no’ followed
by an exclamation and a repetition of the same confirmatory note. To her, this would not help
them, ‘they must learn Standard Arabic’. However, those who come back from Egypt or Morocco
can be enrolled in a class that target these dialects upon their return. But again, to her, she hopes
that ‘they would learn Standard Arabic’. She confirms the same attitude when asked whether she
would have introduced an additional dialect other than Palestinian, she thinks that this is not
possible because each family has their own dialect. It is the standard variety that can facilitate the
understanding of the Quran and it is the medium through which all the problems can be solved.
Similarly, UW as the school principal, she thinks that SA must be used:

uw il-lahjaat mukhtalifa. shuufii lahjaat iltalabah Sandinna The dialects are different. Look,
mukhtalifa fi-ilbiiuut liidhalika bil-ta?kiid ituuhiid. ituuhiid il- the students’ dialects at our
lahjah abr il-fushaa. nahnuu laa-buda an-natahadth il-fushaa School are different at home,
therefore ‘unification’ is
sl el g b dalide Lisic duliall Glagl hodi «dalida Clagll necessary. It's the unification of
oauanll &aalh of 3N Gad .pamdll yc Gagll axagiiiaxagill  the dialects through Standard. We
must speak “Standard”’.

However, she thinks that SA has a ‘unifying’ function in the school. Since the dialects are dif-
ferent at home, it is challenging to celebrate all these dialects. She believes in a unified language
policy and that ‘we’ (referring to teachers) ‘must speak fusha (or SA)’. This ‘unification’ is the
ultimate goal of the school.

5.2 Multilingual practices in classroom interactions

In this section, multilingual practices are taken to refer to the use of Standard Arabic, Arabic
dialects, and English. The transcripts of teacher-learner interactions illustrate how these mul-
tilingual practices are used in the classroom meaning making and negotiation. The community
school had one advanced Arabic classroom and Ustaadha Farah (UF) was the primary teacher
for this class. For specificity and space limitation, I present one artifact, which is map, and two
extensive excerpts from Ustaadha Farah’s class observations. Her goal throughout the lessons
was to employ her heritage learners’ resources strategically. The excerpts show that trans-
languaging as a multilingual practice was used as an elicitation and scaffolding strategy. She
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shuttled between English, MSA and the Palestinian dialect (PA) most of the time. The context for
each excerpt will be introduced with an explanation of the translanguaging practices in lesson
delivery. The original utterances and translation are provided. The translation of the utterances
is in italics. Particular focus was given to the use of the written and spoken modes employed.

5.2.1 Excerpt 1: knowledge construction and scaffolding

In this excerpt, UF was introducing a lesson on the geographical location of Palestine on the map
and the countries on the borders. She used a white board and markers. She began the lesson by
drawing a map of Palestine and wrote on the board only in Arabic (see Figure 1). However, the
map in the textbook was labelled in English.

She started the lesson by expressing her identity. In line 1, she shared her religious identity with
the students to show solidarity by saying ‘as Muslims’ and then she added her own ethnic and
national identity ‘as Carab’ (as Arabs) and ‘as filistiinniyya’ (as a female Palestinian). She continued
to highlight her national pride by repeating ‘wi bikuul fakhir’ (with all pride) twice as she was writ-
ing the word ‘Palestine’ in Arabic on the board. The multiple modes utilized in this excerpt were
writing, drawing, and changing in tone of voice and pitch. These modes indexed the message of

e — — .

- ".

Figure 1: Map focus of the lesson. A picture of the teacher drawing a map and labeling it in Arabic on the
whiteboard.
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14 | It's an Imagined Fushatopia

pride of her national identity and served as an affective mode of self-expression. In line 5, she shut-
tled between English and PA. The lexical and phonological choices she made indexes her dialect
such asin ‘biyaakhdo’ (they take) and ‘ni?uul’ (let’s say). Her dialect was reflected in the change of/
dh/ sound to/d/ in the first word and the change of/q/ sound to/?/ which typically happens in some
dialects. She also shifted to English to elicit information from learners. For example, she asked ‘how
about il-januub?’ As we see, she used English to check if the student would understand the word

‘south’. In line 6, Jana responded by providing the correct answer in Jordanian Arabic (JA).

Speakers Utterances Translation
1. UF: ?ihna as Muslims, as Srab, as filistiniiaa [referring to We as Arabs, as Muslims, as
herself], ?ihna ni?uul ?inha ?ish. khalina niktubha wi_ Palestinian, we say it is, let’s
bikuul fakhir, wi bikuul fakhir (higher tone) shuu write it_with all pride, with all
filistiin. khalina nuhut il-nuun (writing on the pride we say Palestine. Let’s put
whiteboard). khalina nishoof ilmantiga haii ?ihna the letter ‘niin’. Let’s look at this
sa?lna San alshamaal, khalina nishoof ilshamaal. region. We asked about the
Olfiesl Lg3] Jodu Lial cdgibauwld as wupcas as Muslims liat  north. Let's look at the north.
doad Lida oGl d Joil gii 330 JSug 35D JSsg Lesis Linls
Liels Jladill O Ll Lial gl Gitaiadl Ghgudis Ligla ol
oSt ooty
2. Haala: Lebnaan Lebanon
Ol
3. UF: lebnaan. fii shuaii min wiin? Lebanon. And there are some
Torute o gods (pB Oligd Jrom where?
4. Haala: nin suuriiaa From Syria
Liyguu (o
5. UF: shiiwaiiaa min suriiaa wi lebnaan. lebnaan wi suuriiaa. Parts of Lebanon and Syria.
idhaa bitsma€§ San shu ?ismuh hadabit aljulaan fi Lebanon and Syria. If we hear
suurya. huma biyakhdo nusaha aw talaat-terbaSaha about what is called Golan
ni?ul.(PA) How about il-jannuub? Heights in Syria. They [the
ansul gl (e @aaisiy 15] JLyyguug Olisd +Olisly Liyouu (o Gueds Israelis] took half of it or three
cdadisl 2515 of Losa’ fasal L . - quarters of it let’s say. How
e i i a2d e s ham B Glsadl about the south?
How about weiadi?
6. Jana: masir (JA) Egypt
a0
7. UF: masr. teSraf belzabit specific ?ish min masr januub Egypt. Do you know specifically
filistiine specific? belzabit specific? Jana, fi mantiqa what from Egypt is south of
belzabit belzabit 2ismuha shibh jaziirit sinaa(PA) wi Palestine specifically? Jana,
il-Sagaba algariib min il-Sagabaa. mantiqit al-Saqaba there is a specific region that
idhaa nazarna (MSA) shuaii lil-kharta shibh jazirat called Sinai Peninsula and Gulf
sinaa?. biinaa wi biin masr mantigqa ?ismahaa of Agqaba. The Aqaba region if
aiidhan, if you know exactly what’s the name, we look at the map, Sinai
?ismuha rafah. hadhaa rafah huua albaab alra?isi bain Peninsula, between us [she
masr w bain filistiine. rafah mashi? halla hakina means Palestinians] and Egypt
lebnaan wa suryya w halla nakhod ilgharb. ilgharb. is this region, if you know
yalla ni?uul ilgharb (higher tone). exactly the name, it is called
SSpecific fagdailly Gulawls cigia yaes (o Olud lasaty Rafah. Rafah is the main door
ific dhymi - between Egypt and Palestine.
L  SPECHNC =A% Rafah, okay? Now we talked
Gpdally sligu 3y ardi Loasul ladilly ladally dilaia B <A gbout Lebanon and Syria and
asd Gl Al o Lipkas 3] dudall Gilaie Jdsdall Ge cundll  nOw let’s take the west. West.
T it Uiy oslisau B33 if you know exactly Let’s say the west? (higher tone).
what’s the name,téaf Lot
+OAOULD (34t) 3a8 (bt ittt Il il 9 ey Iam < ay Lgauul
Joid Myl cayiadl AALS DU Lyyguug (lisd LisSa xn.g&u =b
Spiadl
8. Jana: ilgharb il.. ilbahr ilabiiaad West is.. the White Sea.
RSl Al el apidt
9. UF: ilbahr... (writing on the board and saying it with high The sea.. (writing on the board
pitch) and saying it with high pitch)
10. Haala: ilbahr almutauuasit alabiiaad. The Mediterranean Sea. (Not in
asdl lawgiall yaut  the correct noun-adjective order
in Arabic)
11. UF: .. ilabiiaad almutauuasit The Mediterranean Sea (Writing
(Writing on the board and saying it) on the board and saying it)
Touugioll sl .
12. Amr: Is this the Mediterranean?
13. UF: The Mediterranean Sea.
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UF continued to use PA and English throughout this excerpt. In line 7, she mainly used her
dialect, but with inserting MSA words such as ‘aiidhan’ (too) and the phrase ‘idhaa nazarna’ (if we
look at). Then, she asked the students what was on the west border. Here, instead of using English
(as in line 5) to elicit the answer from the learners, she used PA ‘Now let’s take the west. West.
Let’s say the west’ This demonstrates the teacher’s objective of this lesson which was to teach
the directions on the map in Arabic and this was emphasized in the repetition of the word ‘west’.

The interaction between UF and learners in lines 8-13 exhibited a meaning-making episode.
The teacher was writing on the board and the students were responding. The literal equivalent
translation for the Mediterranean Sea in Arabic would be the ‘the average/middle white sea’. In
line 8, Jana responded in Arabic saying ‘ilbahr ?il?abyad’. Then, Haala, in line 10, articulated the
complete answer ‘ilbahr ?almutawasit ?ilabyad’ but not in the correct noun-adjective order in
Arabic. UF corrected her and said “ilabyad almutawsit’ as she was writing on the board. Last,
Amr asked in English if this means the Mediterranean and teachers confirmed by saying ‘the
Mediterranean Sea’. The meaning negotiation and meaning making present in these lines showed
how learners were constructing meaning together using their full linguistic repertoire. The mul-
tiple modes that traversed the meaning-making process were in the teacher’s pitch and use of
gestures as she pointed to locations on the map. Thus, the multimodal and translanguaging prac-
tices in this excerpt illuminate how the dialects were mobilized and employed in instruction.

5.2.2 Excerpt 2: negotiation of meaning

In excerpt 2, UF had a one-on-one dialogue with Yasin and Yassir. The exchange here was about
describing the weather and the lexical variation in specific words to describe the weather in
Arabic. Similar to excerpts 1, she used the same elicitation strategy utilizing MSA, PA and English.
In lines 1-3, she started by asking ‘kiif iltags hunaak? (PA) kiif’ iltags?’ in which she emphasizes
on the word ‘iltags’ (weather). She asked Yasin to describe the weather using his own language
by saying ‘uusiflii bi-lughatak if it's cold, madhaa ?2aquul ya Yasin? ?idhaa ?iltags cold, maadhaa
?aquul? (MSA)'. In this same utterance, she used MSA and English to elicit the corresponding
Arabic word for ‘cold’. Yasin responds in Libyan dialect and says ‘baardah’. She confirms by
repeating the word in line 3, and followed up by asking in MSA ‘wi-?idha kannat hot, madhaa
?aquul?’ (And if itis hot, what do I say?). Yasin responds by saying ‘saakhinah’ (hot) in his dialect.
The teacher clarifies in line 5 the distinct usage for two equivalent Arabic words ‘haarrah’ and
‘saakhina’. This is an interesting meaning-making conversation because the word ‘hot’ in Arabic
can be expressed in two ways depending on the noun the adjective modifies.

1. UF kiiff iltags hunaak? (PA) kiiff iltags? yaSni iltags What is the weather like there?
altaqs? uusiflii bi-lughatak if it’s cold, madhaa ?aquul ~ What is the weather? I mean the
ya Yasin? idhaa iltags cold, madhaa ?aquul? (MSA) weather weather. Describe it in

Spudiall cags Setim uilall dysS(PA)  your language. If it's cold, what
AL o Lianal ocsuiiall csudiall <5 do I say Abdullah?
¢ if the weather is cold, what do 1
S s Ly Jo3i I3k (if it’s cold say?
SJsdf 13k cold gudtalt 31 (MSA
2. Yasin baardah (LA) Cold (in LA)
Bayls
3. UF baardah. wi-idhaa kannat hot, madhaa ?aquul? (MSA) Cold. And if'it is hot, what do I
(MSA)SUs3f 5ke chot LS 1alg <Bagly  Say?
4. Yasin sakhiinah (LA) Hot (in LA dialect)
aialw
5. UF haarrah. lil-weather haarrah. lil-material sakhinah. wi- Note: “sakhina” and “harra™ are

?idhaa bain bain between, madhaa ?aquul?
«o3la weatherMd «ojla
-diaLw material 4
SUol 13ke between (s (s 3o

two words for “hot” in Arabic,
but they have different usage.
Hot. For the weather hot. Hot is
Jor material and if it is in
between, what do 1 say?
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6. Yassir Warm.

7. UF aiiuuah aiiuuah bilSrabii. ?ihna aSdiin nihkii Srabi Yes yes, in Arabic. We are here
$shan ni?uuii lughatnaa al-Srabiiaa. iltaqs kama qaal to talk in Arabic to strengthen
baarid aw harr wi-?idhaa (MSA) bain bain (PA) our Arabic language. The
between madhaa ?aquul? (MSA) weather like he said cold or hot

Lilal godlu Gldie (uye (Salt (yacld Lial wguyally Soul Soul  and if it is in between, what do 1
Jasyall say?
Ot Ot OS (39 3k gl 3gks B LaS uiball § Joiaf ala(MSA)
between
8. Yassir zain(IA) Good (in 1A dialect)
O

9. UF Barduu mashii bakhudlak ya hiluu. di zain Sragiiaa Okay I will take it sweetie. Zain
ahibahaa kilmmit zain hiadii.(PA). bas t?dar t?uul is Iraqi. I love this word zain.
(PA) kilmmit “mu€Staddil”. nismmiih mu€Staddil. But can you say the word
(MSA) il-iStidaal... “balanced.” We say

<ol Ly ELIAALY oy opdiile 193y “balanced.” Balance
Uit 3285 uy (PA) v a4 (i) GalS Lgsal Gullye Gy g
(MSA) JlaZedl o Jaing areuss «Jaine dals
10. Yassir That’s called balanced.

11. Jana Balanced
12. UF Balanced. Not much. Hot not much.

The meaning negotiation in lines 5-12 is another example of making distinctions to describe a
warm weather. UF asked in MSA and English to request the Arabic equivalent for ‘warm’. Yasin did
not know the answer, and Yassir responded in English. In line 7, she reminded the students to use
Arabic by saying “?aywa ?aywa bilCarabii. ?ihna ?aaCdiin nihkii ¢arabi €ashan ni?awii lughatnaa
al-Garabiyya. 2iltags kama qaal baarid aw haar wi-?idhaa bayn bayn between madhaa ?aquul?’
She shuffled between PA and MSA in this example which again shows her flexibility in using dia-
lects in the classroom. In line 5, Yassir responded in Iragi Arabic (IA) by saying ‘zain’. The teacher
praised him for using his dialect and expressed her satisfaction with reiterating the Iragi word
‘zain’. She followed up by providing the MSA word ‘mu€taddil’ which literally means ‘moderate’
or ‘balanced’ in English. In line 10, it was clear that Yassir knew the meaning of the Arabic word
‘mu€tadil’ to the English word ‘balanced’ and was surprised to learn that this would be used to
describe a warm weather. The rich meaning-making moments in this excerpt allowed for mean-
ing negotiations by employing the full linguistic repertoire of HLLs. This underscores the critical
role of utilizing a fluid multilingual approach in teaching HLLs in this context. UF’s recognition
of the home language as a valuable asset in the classroom connotes her deliberate appreciation
for HLLs language proficiencies. However, this really contradicts her perspectives and ideologies
expressed in the interview about using all their linguistic repertoires; she had a strong position
that does not support teaching Arabic dialects.

The pedagogical practices of UF exemplified translanguaging and multidialectal practices.
She fully utilized HLLs full linguistic repertoire for meaning making and meaning negotiation
in this advanced class. The lesson’s topic (in excerpt 1) might have sparked her interest to bring
in her own lived experiences as a Palestinian which were indexed explicitly and implicitly in the
classroom discussions. She employed multiple communicative modes to facilitate and scaffold
instructions and vocabulary.

6. Discussion

Using language ideologies and indexicality, this article identified teacher ideologies and belief
systems about teaching Arabic in a community-based setting. Using indexicality as a notion,
the analysis of the interviews with the two teachers focused on the indexes teachers attach to
the standard variety of Arabic, the dialects, as well as the use of these along with English. In this
context, Standard Arabic (SA) renders visible intersections between ideologies of language purity,

G20z |Mdy 0z uo Jasn euoziy Jo AusiaAiun Aq 600/289//9s09ewe/undde/s601 01 /10p/80nle-soueape/lijdde/woo dno olwapeose//:sdiy Woll papeojumo(]



Y. Abourehab | 17

identity and agency. The idealization of SA or fushatopia is a feeling of nostalgia rather than an
indication of teachers actual teaching practices. As illustrated in the interviews and the class-
room practices, the teacher’s beliefs may have been influenced by this nostalgia but not necessar-
ily demonstrated in teaching ‘pure’ SA. The evidence presented that the teachers demonstrated
a strong belief about SA while using it minimally in practice contributes to the literature on lan-
guage and identity in bilingual and multilingual settings (Hornberger and McKay 2010) and the
literature on Arabic teaching and Arabic community-based schools. The characterization what
teachers think of these varieties is essential for enhancing the teaching practices in a way that
meets learner expectations.

Analyzing the teacher interviews also showed how the two teachers recognize SA as a marker
or index for values that go beyond the linguistic use. Van Hoof (2013) argues that some indexical
associations are gaining strength, while others are weakening. The discourses of the two teach-
ers displayed strong indexical associations with the standard variety. It is the variety that has
‘loftiness’ or ‘superiority’ and ‘pride’. These loft values assigned to it are directly connected to
being the language of the Quran, as UF said ‘Because there is nothing better than Arabic. There
is nothing better than the Quran’. In her perspective, Arabic and Quran are intertwined. In con-
tinuation of the same index matrix, the majestic values assigned to Arabic is derived from the
sounds of its linguistic system as ‘the sounds in the Quran’ and as part of ‘the semitic (supreme)
languages’. As UW mentioned, you feel this in [Arabic] when you read an Arabic text, an Arabic
poem’. Importantly, part of these values is associated with the nature of the Arabic sounds, ‘The
Arabic sound is a superior/supreme sound’. Reading in SA makes UW as if she is ‘flying’. This
ecstatically emotional status in which she ‘puts her heart on the Qur'an’ has been a common
index in the interview which illuminate the bond she has with the religious text. These nostalgic
feelings or imagined fushatopia seem to be part of the lived experiences of Arabs and Muslims in
the diaspora due to their connection to Standard Arabic as a language that is rooted in literary
and religious heritage (e.g., Quran, poetry, and prose).

Another index that is gaining strength in the interview is how generosity—that is a social Arab
value—is embedded in the linguistic system of Arabic. Interestingly, UW indexes Arabs social
value in terms of the richness of the Arabic lexicon when she stated that there is generosity in
a lot of meanings and the Arabs are generous in everything (excerpt 1). In her perspective, this
generosity comes from the rich Arabic dictionary where one item could have multiple meanings.
This indexicality that connects SA to other values appeared in the interview with UF in a very
different but interesting way. Contrary to the common notion that SA is a written language, she
thinks that it is the variety that needs to be spoken in the diaspora (excerpt 2). These signifying
indexes help draw the characteristics of language ideologies for the two teachers. Woolard and
Schieffelin (1994: 163) define language ideologies as follows, ‘[t]hose cultural presuppositions and
metalinguistic notions that name, frame and evaluate linguistic practices, linking them to the
political, moral and aesthetic positions of the speakers, and to the institutions that support those
positions and practices’. For the two teachers, some specific language features entailed specific
presuppositions about the users of those language features hierarchizing those language fea-
tures and varieties. This hierarchizing meant that they gave the priority to teaching SA in the set-
ting. The Standard variety, most often conceptualized as a written variety, was discussed by the
two teachers as the variety immigrant families should be speaking in the diaspora. Remarkably,
the varying difficult levels of Arabic varieties and lack of mutual intelligibility were discussed as
motives to focus on SA for teaching HLLs. Although the two teachers seemed a bit tolerant of
using Arabic dialects in the classroom for socio-psychological functions, and they were familiar
with multiple Arabic dialects, their overall attitude favored teaching the Standard variety and
minimized teaching the dialects.

The classroom observations examined in this study embodied translingual practices and pro-
vided a lens to whether the ideological stance that the teacher affirmed in the interview were
congruent or incongruent with the pedagogical practices. In the advanced Arabic class in the
community-based setting, UF as the instructor for this class demonstrated translanguaging
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practices that celebrated HLLs full linguistic repertoire including their dialectal backgrounds
(Iraqi, Libyan and Jordanian). The classroom discourse exemplified various examples of these
translingual and transdialectal practices that focused on meaning making and negotiation and
building lexical knowledge in learning Arab. The transcripts of the teacher-learner exchanges
indicated the flexible and integrated use of learners’ repertoires. These practices appear to be
incompatible and inconsistent with UF’s ideology expressed in the interview. Her goal was to
facilitate comprehension and scaffold instruction by utilizing her students’ full linguistic reper-
toire and linguistic resources. She used the standard variety, the Palestinian dialect, and English
strategically. As scholars have argued, while translanguaging pedagogy disrupts the linguistic
hierarchy between languages (Otheguy et al. 2015), it might not be practical to not name students
languages (Turner and Lin 2020). Speakers’ idiolect (lexical and structural features) is based on
their desire to use a named language. The teacher in this study was cognizant of her students’
dialectal backgrounds and complimented it during the lesson (excerpt 2). Additionally, she main-
tained an interpersonal connection with them through the usage of her dialect. Her practices
legitimized and encouraged students to employ their dialects and English simultaneously.

Furthermore, the multimodal expressions presented in the teacher-learner exchanges exam-
ined the functions of intonations, gestures, and visuals as modes of communication. These modes
stressed the objective of the lesson. For example, the teacher focused on repetition of certain
words and used a rising intonation and pitch along with hand gestures (such as pointing on the
board, as seen in Figure 1) to facilitate meaning-making. It has been argued that multiple modes
afford HLLs to make meaning and contextualize their learning of the content which supports
their ‘transcultural competencies’ (Amgott 2020). Using this map in its visual mode contributed
to the learners’ understanding of the focus of that lesson.

The critical multilingual setting awareness and literacy practices embedded in UF’s pedagogi-
cal practices in this study are important. They help promote for learners’ different dialectal back-
grounds and various identifications (Krulatz et al. 2018). As seen in the interview with UF and the
classroom discourse, she was mindful to the diversity in the classroom and considered the func-
tion of students’ home dialects and English from psychological and humanizing perspectives to
teach basic literacy skills in SA. This approach is also in line with the Arabic literacy development
research which reported that home spoken dialects support the development of literacy in MSA
(Maamouri 1998; Schiff and Saiegh-Haddad 2018; Vaknin-Nusbaum and Saiegh-Haddad 2020).
Second, the literacy multilingual practices manifested in the classroom discussions on critical
topics supports and affirms their multilingual and multidialectal identities (Krulatz et al. 2018).
This was illustrated in the exchange in which maintains an interactive dialogue with learners in
teaching them about the history and geographical location of Palestine. Therefore, the critical
pedagogical practices such as translanguaging are argued to support the development the lin-
guistic and cultural competencies for heritage learners.

7. Conclusion

The findings from this study suggest a disconnect between teacher ideologies and pedagogical
practices in Arabic heritage language programs. The teachers’ interviews promoted the use of
Standard Arabic, and there was some tension around using English or students home dialects in
the classroom. The teacher’s pedagogical practices asserts that there were nurturing practices
that celebrated students’ translingual repertoire (Arabic dialects particularly). However, teachers’
pedagogical practices that were reflected in their ideologies were curated from their professional
and personal experiences. As perceived from a teacher participant, this was revealed in how
heritage language teachers’ ideologies are sometimes influenced by naming languages as ‘first’
or ‘second’. Therefore, there is a need for engaging teachers in critical pedagogical reflections to
value the full linguistic repertoire of all heritage learners (Arab and non-Arab). Future research
may consider challenging teachers’ beliefs through retrospective reflective interviews that focus
on the critical teaching practices that seem to be asymmetrical to the overtly stated beliefs.
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Through critical pedagogy that embraces teaching and learning as a dialogic process
between individuals where action and praxis are encompassed, teachers’ reflections and pro-
fessional development on these practices (strategies, methods, or techniques) can support and
address the multiplicity embedded in Arabic for the target community of HLLs. Based on this,
this article promotes the use of translanguaging and transdialecting pedagogies in Arabic.
Also, it advances the position of the functional integration of their linguistic repertoires (dia-
lects and English) in teaching SA in institutional settings. With the increase of Arabic HLLs in
the United States, this study makes pedagogical implications of how to better address their
needs in the Arabic curriculum in community-based settings and in world language programs
more broadly.
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