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 This paper introduces Hidden Prior Knowledge (HPK) as a 

pedagogical and theoretical framework in Second Language 

Acquisition (SLA), designed to support nonnative learners 

encountering Arabic for the first time with no prior exposure. The 

framework is grounded in the premise that learners possess, from 

their native language, a structured and cognitively grounded 

reservoir of linguistic competence — termed Latent Prior 

Knowledge (LPK) — that is transferable and operationalizable in 

the target language, and which can be activated through Latent 

Cross-Linguistic Competence (LCLC), a construct deliberately 

distinguished from related notions such as cross-linguistic influence 

(CLI) and Cummins' Common Underlying Proficiency, to facilitate 

second language acquisition. Drawing on contemporary SLA 

scholarship (Mackey & Gass, 2023; Gurzynski-Weiss & Kim, 2022; 

Slabakova et al., 2024), the study proposes a methodological 

principle described as "Search for Commonalities," whereby lexical, 

morphological, and structural correspondences between languages 

are systematically identified and operationalized in curriculum 

design. Using Arabic as a case study, the paper demonstrates that 

lexical familiarity is not an isolated phenomenon but is grounded in 

the generative system of derivation and word formation, which 

functions as a "master key" enabling learners to expand vocabulary 

through semantic and morphological networks. The analysis further 

shows that structural features such as Yā' al-Nisbah and Idāfah 

reflect unified systems that correspond to distributed forms in 

English, French, and Persian, thereby reducing cognitive load when 

approached through cross-linguistic mapping. The study also 

highlights the importance of Vernacularism, particularly the role of 

Contemporary Standard Spoken Arabic — hereafter Arabī (CSSA) 

— and emphasizes the potential of corpus linguistics and artificial 

intelligence in uncovering latent linguistic commonalities. By 

reframing language learning as a process of recognition, activation, 

and generation, HPK offers a transferable, data-informed 

methodology that bridges SLA theory and classroom practice.  
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1. Introduction  
The challenge of teaching Arabic to learners with no prior exposure is not merely 

methodological — it is epistemological. It raises a question that lies at the heart of second language 

acquisition (SLA) theory: what does the learner already know, and how can that knowledge be made to 

work? The conventional answer has been: very little, and with great difficulty. This paper argues the 

opposite.  

In a landmark contribution to the study of multilingualism, Naderi (2025) demonstrates that 

Cross-Linguistic Influence (CLI) — long characterized in deficit terms as a source of interference, error, 

and confusion — is in fact a dynamic, cognitively rich, and fundamentally productive phenomenon. 

Drawing on Multicompetence theory (Cook, 1992), Dynamic Systems Theory (Larsen-Freeman & 

Cameron, 2008), the Scalpel Model (Slabakova, 2016), and the Cumulative-Enhancement Model (Flynn 

et al., 2004), Naderi repositions CLI as a core resource of multilingual competence, one that educators 

should harness rather than suppress. Her conclusion is unambiguous: "CLI should be seen not as a 

hindrance but as a valuable resource, offering multilingual learners cognitive flexibility and enhanced 

language proficiency" (Naderi, 2025, p. 1).  

The present paper accepts that conclusion and takes it further. If CLI is a resource, the question 

becomes: what kind of curricular architecture is needed to deploy it systematically, rather than leaving 

its benefits to chance? We propose that the answer lies in the framework of Hidden Prior Knowledge 

(HPK). Where Naderi establishes the theoretical legitimacy and cognitive reality of CLI as a cross-

linguistic resource, HPK provides the structured pedagogical mechanism through which that resource is 

identified, activated, and scaled into a principled approach to Arabic L2 curriculum design.  

The framework rests on a distinction between two related constructs. Latent Prior Knowledge 

(LPK) refers to the structured reservoir of linguistic competence that learners carry from their native 

language — a reservoir that is cognitively real but pedagogically invisible under conventional 

instructional models. Latent Cross-Linguistic Competence (LCLC) refers to the learner's capacity to 

activate LPK across linguistic systems in the service of L2 acquisition. HPK names the overarching 

pedagogical framework that makes both LPK and LCLC visible, measurable, and teachable.  

Using Arabic as the primary case study, this paper traces the curricular implications of HPK 

across three domains: lexical knowledge, morphological architecture, and syntactic structure. It situates 

this analysis within the broader tradition of CLI research that Naderi's work consolidates, and draws on 

the methodological affordances of Vernacularism — a paradigm that grounds linguistic analysis in the 

full, living corpus of vernacular speech — and the computational tools of corpus linguistics and artificial 

intelligence to operationalize the "Search for Commonalities" that HPK prescribes.  

2. Theoretical Background  

2.1 CLI as Foundation: What Naderi Establishes  
Naderi's (2025) synthesis of CLI research provides the theoretical foundation on which HPK is 

built. She draws on three converging lines of evidence. First, psycholinguistic research demonstrates 

that multilingual speakers activate multiple language systems simultaneously and non-selectively (Kroll 

& Bialystok, 2013), meaning that the learner's L1 is never truly "switched off" during L2 processing. 

Second, Dynamic Systems Theory (Larsen-Freeman & Cameron, 2008) shows that language 

development is non-linear and emergent, shaped by the interaction of multiple variables over time — of 

which prior linguistic knowledge is among the most powerful. Third, the Cumulative-Enhancement 

Model (Flynn et al., 2004) provides direct empirical support for the claim that all prior languages 

positively influence new ones, positioning multilinguals as cognitively advantaged rather than 

cognitively burdened.  

Critically, Naderi highlights the Scalpel Model's (Slabakova, 2016) insight that CLI selectively 

targets learnable and transparent domains — morphosyntax, semantics, lexical structure — rather than 
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operating globally or randomly. This selectivity is not a limitation; it is a map. It tells curriculum 

designers exactly where CLI's productive potential is most concentrated, and therefore where HPK's 

intervention is most likely to yield measurable gains. 

What Naderi's framework does not provide — by design, given its theoretical scope — is the 

curricular architecture that converts these insights into structured pedagogical practice. That is the 

contribution of HPK.  

2.2 Hidden Prior Knowledge (HPK): Conceptual Foundations  
HPK is grounded in the premise that the adult L2 learner is never a blank slate. Every learner 

arrives in the Arabic classroom carrying a lifetime of linguistic experience: phonological intuitions, 

morphological patterns, syntactic expectations, semantic networks, and pragmatic conventions formed 

by their native language and any previously acquired languages. Under conventional instructional 

models, this experience is largely ignored — treated as irrelevant to the specific task of Arabic 

acquisition, or worse, as a source of interference to be overcome.  

HPK reframes this experience as an asset. The learner's LPK is not noise; it is signal. The 

pedagogical challenge is not to suppress L1 influence but to read that signal accurately — to identify 

which elements of the learner's prior linguistic knowledge correspond, at structural, semantic, or 

typological levels, to elements of Arabic. This is what the "Search for Commonalities" principle 

operationalizes: a systematic, corpus-informed process of mapping the learner's LPK onto the target 

language, identifying points of convergence, and designing instructional sequences that activate those 

convergences as entry points into Arabic.  

This approach resonates deeply with Cook's (1992) Multicompetence framework, which 

reconceptualizes the multilingual mind not as a collection of separate, competing systems but as an 

integrated whole in which languages coexist, co-activate, and mutually enrich one another. HPK takes 

this insight from cognitive description to pedagogical prescription: if the multilingual mind is integrated, 

then integrated curriculum design is not merely possible but obligatory.  

2.3 Vernacularism and the Full Corpus Imperative  
A distinctive methodological commitment of the HPK framework is its grounding in 

Vernacularism — an intellectual paradigm that insists on the full, comprehensive corpus of living 

linguistic practice as the only legitimate basis for linguistic analysis and pedagogical design. 

Vernacularism, as articulated in the context of Arabic linguistics (Hajjaj, 2024), holds that no single 

dialect or standardized variety can represent the full linguistic reality of a language community. Any 

curriculum that ignores the vernacular dimension of Arabic — its regional varieties, its oral traditions, 

its living morphological creativity — is working with an artificially impoverished dataset.  

For HPK, the Vernacularist imperative has a direct curricular consequence: the "Search for 

Commonalities" must be conducted across the full spectrum of Arabic as it is actually spoken and 

written, not only in its classical or standardized forms. This is where Contemporary Standard Spoken 

Arabic — Arabī (CSSA) — becomes centrally important. Arabī names the living, educated spoken 

variety that bridges classical written norms and vernacular oral practice, and it is in this register that 

many of the lexical and morphological commonalities with European and other languages are most 

readily accessible to the beginning learner.  

3. HPK in Arabic L2 Curriculum Design: Three Domains  

3.1 The Lexical Domain: The Master Key of Derivation  
The most immediately accessible dimension of Arabic LPK activation is lexical. Contrary to 

the widespread assumption that Arabic vocabulary is entirely opaque to learners of European languages, 

a substantial proportion of Arabic vocabulary has traceable correspondences with words familiar to 

speakers of English, French, Spanish, Persian, Turkish, and other widely spoken languages — 

correspondences arising from historical contact, borrowing, shared Semitic or Indo-European roots, and 

international scientific and technical vocabulary.  
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However, the HPK framework insists that lexical familiarity cannot be treated as an isolated 

phenomenon. It is grounded in the generative system of Arabic derivation and word formation — the 

trilateral root system that functions as what we term a "master key." Once a learner has recognized that 

the root ب-ت-ك   (k-t-b) underlies كتب (kataba), to write decreed, prescribed,  كتاب (kitāb), book, letter, 

record, certificate, مكتب (maktab), office/desk, department, directorate,  كاتب (kātib), writer, and  مكتبة 

(maktabah), library, book shelf, book case, they have not learned five words: they have unlocked a 

generative network. The morphological pattern, not the individual lexical item, is the unit of acquisition.  

This insight aligns precisely with the Scalpel Model's identification of morphosyntax as a 

primary domain of productive CLI (Slabakova, 2016). The derivational architecture of Arabic is not 

alien to learners whose languages also employ systematic word-formation processes — it is a structural 

parallel that LPK activation can exploit. HPK curriculum design therefore begins not with word lists but 

with root-pattern matrices, presented alongside cognate networks in the learner's L1, so that the 

generative logic of Arabic morphology is foregrounded from the first lesson.  

3.2 The Morphological Domain: Yā' al-Nisbah and Idāfah as Unified Systems  
Two morphological features of Arabic present particular challenges — and particular 

opportunities — for the HPK approach: the adjectival suffix Yā' al-Nisbah ( ي- , the nisba) and the 

genitive construct Idāfah. Both are typically introduced in Arabic pedagogy as sui generis features 

requiring rote memorization. HPK reveals them instead as unified systems with distributed structural 

equivalents in the learner's L1.  

The Yā' al-Nisbah operates as a systematic adjectival derivation suffix: مصر (Misr, Egypt) → 

 ,ʿilm) علم  ;(Lubnānī, Lebanese) لبناني → (Lubnān, Lebanon) لبنان ;(Misrī, Egyptian) مصري

knowledge/science) → علمي (ʿilmī, scientific). The structural logic is identical to the English suffixes -

ian, -ese, -ic, or the French -ien/-aise/-ique, and the Persian -ī. Once learners recognize that they already 

operate a productive adjectival-derivation system in their L1, the nisba ceases to be a foreign peculiarity 

and becomes a familiar operation in an unfamiliar phonological form.  Here the HPK framework reaches 

its most radical and clarifying claim: the English-speaking learner has not merely encountered the Yā’ 

al-Nisbah before — they use it daily, productively, and without conscious awareness. When an English 

speaker says Iraqi, Hindi, or Farsi, they are producing the Arabic nisba suffix /-ī/ in its exact 

phonological form, derived from the same geographical and cultural roots: Iraq → Iraqi, Hind هند → 

Hindi, Fars  فارس → Farsi. These are not borrowings that have been assimilated into English and 

disguised; they are transparent, living instances of the nisba operating in the English lexicon. The learner 

has been a user of Yā’ al-Nisbah all along. They simply had no name for it.  The phenomenon, moreover, 

is not confined to proper-noun derivations of Arabic or Persian origin. English deploys the same /-ī/ 

adjectival suffix — identical in both rule and sound to the Arabic nisba — across a wide range of 

everyday vocabulary: oil → oily, rust → rusty, sex → sexy, greed → greedy, cloud → cloudy, wind → 

windy. In each case, the suffix /-ī/ attaches to a noun base and generates a relational adjective by 

precisely the same morphological logic as Arabic • علمي (ʿilmī, scientific/knowledge-related) or •  رملي 

(ramlī, sandy, from  رمل raml, sand). The English learner who produces “oily” has already mastered the 

morphological operation; what Arabic instruction adds is only the conscious recognition of what they 

have always done. Even a form such as army — from arm → army — carries the fossil of this suffix, in 

a lexical history that parallels Arabic’s own pattern of noun-to-adjective-to-substantive derivation.  This 

is the deepest expression of HPK’s pedagogical logic: the learner’s relationship to the Yā’ al-Nisbah is 

not one of acquisition but of recognition. The instructional act is not to teach a new morphological rule 

but to name an existing one — to hold a mirror up to knowledge the learner already possesses, and to 

redirect that knowledge toward Arabic. In doing so, HPK transforms what is conventionally presented 

as one of Arabic’s most alien morphological features into a point of immediate, affective, and cognitive 

contact between the learner and the target language.  

The Idāfah — the genitive construct by which noun-noun relationships are expressed through 

adjacency and case rather than preposition — similarly maps onto distributed structures in the learner’s 

L1. English expresses the same relationships through the Saxon genitive (the king’s sword), the of-

construction (the sword of the king), and compound nouns (swordsmith). French uses the de-
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construction. Persian uses the ezāfe. Each is a different surface realization of the same underlying 

relational logic. When HPK curriculum design foregrounds this cross-linguistic mapping, the Idāfah’s 

cognitive load is substantially reduced: the learner is not learning a new relationship but a new form for 

a relationship they have always known.  Here again, however, the HPK framework presses further than 

typological analogy. The English-speaking learner does not merely possess a structurally equivalent 

system in the abstract — they produce Idāfah-identical constructions every day, in proper names so 

deeply embedded in American and English geographical and institutional life that their Arabic syntactic 

logic goes entirely unnoticed. Consider the naming conventions of United States military installations: 

Camp David, Camp Victory, Camp Liberty, Camp Justice. In each case, the structure is precisely that 

of Arabic Idāfah: the head noun (مضاف, mudāf) precedes the specifying noun ( مضاف إليه, mudāf ilayhi) 

with no preposition, no article on the second element, and no inflectional marker — only adjacency. 

 معسكر  ) ,(Bayt al-Ḥikma, House of Wisdom بيت الحكمة) ,(Kulliyyat al-Ḥuqūq, College of Law كلية الحقوق)

 Muʿaskar al-Naṣr, Camp Victory): the syntactic architecture is one and the same.  The pattern النصر

extends across the geography of the Great Lakes region and beyond. Lake Michigan, Lake Erie, Lake 

Superior, Lake Huron — in every case, the generic head noun (Lake, (مضاف  precedes the specifying 

proper name (Michigan, Erie,  مضاف إليه) in a construct that an Arabic grammar would recognise without 

modification. The same logic governs Fort Campbell, Fort Bragg, Fort Mayor: the institutional head 

(Fort) precedes its specifying complement through bare nominal adjacency alone. Mount Everest, 

Mount Sinai, River Thames — the same construction, the same word order, the same relational logic of 

 — What the English speaker experiences as an unremarkable naming convention  .مضاف إليه and مضاف

a transparent feature of geographical and institutional nomenclature — is, from the perspective of Arabic 

grammar, a fully realised Idāfah. The learner has been constructing genitive noun phrases in Arabic 

word order throughout their entire literate life. HPK’s pedagogical task is therefore, once again, not to 

introduce a new syntactic structure but to name an existing one: to make the learner conscious of the 

Idāfah logic they already command, and to extend that command from the frozen lexical forms of proper 

names into the productive syntactic system of Arabic as a whole. Recognition precedes generation; and 

recognition, in this case, is already half accomplished before the first Arabic lesson begins.  

This is a textbook application of what Naderi (2025), following Jessner (2008), identifies as the 

role of metalinguistic awareness in CLI: the capacity to reflect strategically on structural 

correspondences across linguistic systems, and to use that reflection as a scaffold for new acquisition. 

HPK makes that reflection systematic and curricular rather than incidental and learner-dependent.  

3.3 The Structural Domain: Cross-Linguistic Mapping and Cognitive Load  
Beyond the lexical and morphological domains, HPK addresses the structural level of Arabic 

— its verb-subject-object (VSO) default word order, its system of grammatical gender, its dual number, 

and its case endings. These features are routinely presented in Arabic pedagogy as the most challenging 

for learners of European languages, and there is empirical support for this characterization (Rothman, 

2010; De Angelis, 2007).  

HPK does not deny the challenge. It reframes it. The claim is not that English or French speakers 

have identical structural systems to Arabic, but that they possess structural intuitions — formed through 

their experience of L1 grammar — that can be activated and redirected. A French speaker who has 

internalized grammatical gender in two-way systems (masculin/féminin) has cognitive infrastructure 

that is directly relevant to Arabic's two-gender system, even though the assignment of gender to specific 

nouns differs. A Persian speaker whose L1 uses the ezāfe to mark genitive relationships has structural 

intuitions about head-modifier sequencing that are directly relevant to Arabic Idāfah. A Latin student 

who has studied case endings has metalinguistic awareness of case as a grammatical category that HPK 

can activate in the Arabic context.  

The principle is consistent: find the structural analogues, make them explicit, and use them as 

cognitive bridges. This is the pedagogical operationalization of what Dynamic Systems Theory (Larsen-

Freeman & Cameron, 2008) identifies as the non-linear, interactive nature of language development — 

and what Naderi (2025) identifies as the productive potential of CLI when leveraged rather than 

suppressed.  
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4. Corpus Linguistics and Artificial Intelligence in HPK Implementation 
The "Search for Commonalities" principle that HPK prescribes is not a matter of intuition or 

anecdote. It requires systematic, empirically grounded identification of cross-linguistic correspondences 

across large datasets — a task for which corpus linguistics and artificial intelligence are ideally suited.  

Corpus linguistics provides the methodological infrastructure for mapping the lexical, 

morphological, and structural landscape of Arabic in its full vernacular range — including Arabī (CSSA) 

— and for identifying systematic correspondences with target learner languages. Frequency-ranked 

root-pattern lists, cross-linguistic cognate databases, and collocational networks can all be derived from 

corpus analysis and translated directly into HPK curriculum materials.  

Artificial intelligence extends this capability in two directions. First, AI-powered natural 

language processing tools can identify latent commonalities at scale — detecting morphological 

parallels, semantic overlaps, and structural analogues across language pairs at a level of granularity and 

comprehensiveness that no individual researcher or curriculum designer could achieve manually. 

Second, AI-driven adaptive learning platforms can implement HPK principles at the level of the 

individual learner, dynamically identifying each learner's specific LPK profile based on their L1 and 

prior linguistic experience, and tailoring the "Search for Commonalities" to that profile in real time.  

This technological dimension of HPK resonates with Naderi's (2025) call for pedagogical 

strategies that leverage CLI constructively, and with her broader argument that the multilingual mind's 

integrated architecture demands integrated, linguistically responsive instructional design. AI does not 

replace the human teacher or the theoretical framework; it operationalizes them at the scale that modern 

multilingual education requires.  

5. Educational Implications  

5.1 Curriculum Design Principles  
The HPK framework generates a set of concrete curriculum design principles for Arabic L2 

instruction. First, curricula should begin with a learner LPK audit: a structured assessment, informed by 

corpus data, of the lexical, morphological, and structural resources that the learner brings from their L1. 

This audit is not a test of Arabic knowledge; it is a map of prior knowledge that can be activated in 

Arabic acquisition.  

Second, instructional sequencing should follow the gradient of CLI productivity identified by 

the Scalpel Model (Slabakova, 2016): morphosyntax and semantics before phonology, and root-pattern 

networks before individual lexical items. The derivational architecture of Arabic should be introduced 

early and explicitly, as the generative engine that makes vocabulary acquisition systematic rather than 

piecemeal.  

Third, structural features such as Yā' al-Nisbah and Idāfah should be introduced through explicit 

cross-linguistic mapping — not in isolation, but in relation to their L1 equivalents — so that the learner's 

existing structural intuitions are activated and redirected rather than ignored or suppressed. This is what 

Naderi (2025) means when she advocates for "pedagogies that recognize and leverage the linguistic 

resources of multilingual learners" (p. 1).  

5.2 Teacher Training and Institutional Policy 
The implementation of HPK principles requires a significant reorientation of Arabic language 

teacher training. As Naderi (2025) observes, many educators lack the training to identify or support CLI 

constructively — a gap that is particularly acute in the Arabic L2 context, where the dominant 

pedagogical tradition has been shaped by assumptions of learner ignorance rather than learner resource. 

Teacher education programs must therefore incorporate content on HPK theory, CLI mechanisms, cross-

linguistic mapping methodology, and the use of corpus and AI tools in LPK-informed curriculum 

design.  

At the institutional and policy level, HPK has implications for curriculum standards, proficiency 
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frameworks, and assessment design. A HPK-informed Arabic proficiency framework would measure 

not only what learners can do in Arabic but how effectively they are activating and integrating their 

prior linguistic knowledge — a fundamentally different and richer conception of L2 development. This 

aligns with Cummins' (2007) argument for inclusive assessment systems that validate the full linguistic 

repertoire of multilingual learners, and with Ortega's (2009) call for pedagogical approaches that 

challenge deficit-oriented perspectives on language transfer.  

5.3 Vernacularism and the Scope of the Curriculum 
A HPK curriculum for Arabic must resist the reductionism of treating Arabic as a monolithic, 

standardized system. Vernacularism insists that the living linguistic reality of Arabic — its regional 

varieties, its oral traditions, its vernacular creativity — is not a departure from "real" Arabic but its 

fullest expression. The Arabī (CSSA) register that HPK foregrounds is not a compromise between 

classical and colloquial: it is the register in which educated Arabic speakers actually communicate across 

regional boundaries, and it is the register in which the cross-linguistic correspondences most relevant to 

the beginning learner are most accessible.  

This has direct implications for corpus design, for the selection of instructional materials, and 

for the definition of learning objectives. A Vernacularist HPK curriculum does not aspire to produce 

learners who can read classical Arabic texts or navigate formal written registers alone; it aspires to 

produce learners who can participate in the living intellectual and communicative life of the Arabic-

speaking world — and it takes the fullest possible corpus of that life as its dataset.  

6. Discussion  
The relationship between HPK and CLI is not one of competition or supersession. HPK does 

not replace CLI theory; it builds upon it. Naderi's (2025) synthesis establishes, on firm theoretical and 

empirical grounds, that CLI is an inescapable feature of multilingual cognition — one that operates 

whether or not educators acknowledge it, and one whose effects are predominantly positive when the 

conditions for positive transfer are present. HPK names and creates those conditions.  

The move from CLI as cognitive phenomenon to HPK as pedagogical framework parallels a 

broader shift in SLA theory that Naderi's work exemplifies: the shift from monolingual-centric, deficit-

oriented models to multilingual-inclusive, resource-oriented ones. Cook's (1992) Multicompetence 

theory initiated this shift by reconceptualizing the multilingual mind as a uniquely integrated system, 

not a failed approximation of monolingual competence. The Cumulative-Enhancement Model (Flynn et 

al., 2004) extended it by showing empirically that prior languages enhance rather than impede new 

acquisition. Naderi consolidates these lines into a coherent pedagogical argument. HPK translates that 

argument into a structured curricular practice.  

The Arabic L2 context is a particularly instructive test case for HPK precisely because Arabic 

is so often positioned as uniquely challenging for learners of European languages. This positioning, we 

argue, is partly a product of the instructional failure to activate LPK — a failure that HPK is designed 

to correct. When Arabic is introduced through cross-linguistic mapping, root-pattern architecture, and 

Vernacularist corpus analysis, the opacity that has characterized conventional Arabic pedagogy 

dissolves, not because Arabic is simple, but because the learner is no longer approaching it as a stranger.  

Future research should pursue three lines of empirical inquiry. First, longitudinal studies should 

track the acquisition outcomes of HPK-informed Arabic L2 curricula against conventional instructional 

approaches, measuring both the rate and the depth of acquisition across the lexical, morphological, and 

structural domains. Second, learner profile studies should investigate how the specific LPK profile of 

learners from different L1 backgrounds affects the productivity of different HPK strategies — pursuing 

the fine-grained, learner-specific analysis that Naderi (2025) identifies as a priority for future CLI 

research. Third, corpus and AI studies should develop and validate the computational tools needed to 

implement HPK at scale: cross-linguistic root-pattern databases, LPK audit instruments, and adaptive 

learning platforms calibrated to the Arabic derivational system.  
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7. Conclusion 
Naderi's (2025) reconceptualization of CLI as a fundamental resource of multilingual 

competence is a contribution of the first order. It clears the theoretical ground on which a positive, 

resource-oriented approach to Arabic L2 pedagogy can be built. This paper has attempted to build on 

that ground, proposing Hidden Prior Knowledge (HPK) as the curricular architecture that translates CLI 

theory into structured instructional practice.  

The core argument is straightforward: every learner who walks into an Arabic classroom carries 

with them a structured, cognitively real reservoir of linguistic competence — their Latent Prior 

Knowledge. That reservoir has been formed by their L1 and any previously acquired languages, and it 

contains, at lexical, morphological, and structural levels, resources directly relevant to Arabic 

acquisition. HPK is the framework that makes those resources visible, activates them through the 

principle of "Search for Commonalities," and scales that activation into curriculum design, teacher 

practice, and institutional policy.  

By grounding this framework in Vernacularism's insistence on the full living corpus of Arabic, 

and by harnessing the analytical power of corpus linguistics and artificial intelligence, HPK offers a 

methodology that is both theoretically principled and practically realizable. Language learning, in this 

framework, is not a journey from ignorance to knowledge. It is a journey of recognition — a progressive 

discovery of what the learner already, unknowingly, knows.  

 

References  
1. Bialystok, E. (2009). Bilingualism: The good, the bad, and the indifferent. Bilingualism: 

Language and Cognition, 12(1), 3–11.  

2. Cenoz, J. (2013). The influence of bilingualism on third language acquisition: Focus on 

multilingualism. Language Teaching, 46(1), 71–86.  

3. Cenoz, J., & Gorter, D. (2011). A holistic approach to multilingual education: Introduction. The 

Modern Language Journal, 95(3), 339–343.  

4. Cook, V. (1992). Evidence for multicompetence. Language Learning, 42(4), 557–591.  

5. Cummins, J. (2007). The relationship between language proficiency and academic achievement. 

In C. D. Johnson (Ed.), Teaching English as a second language (pp. 47–63). Pearson.  

6. De Angelis, G. (2007). Third or additional language acquisition. Multilingual Matters.  

7. Flynn, S., Foley, C., & Vinnitskaya, I. (2004). The cumulative-enhancement model for language 

acquisition. Second Language Research, 20(1), 65–93.  

8. Gurzynski-Weiss, L., & Kim, Y. (2022). Interactional feedback and second language 

acquisition. In A. Mackey & S. M. Gass (Eds.), The Routledge handbook of second language 

acquisition (2nd ed., pp. 211–225). Routledge. 

9. Hajjaj, N. (2024). Arab Vernacularism [Al-Mahalliyya al-ʿArabiyya]. Amazon Kindle.  

10. Herdina, P., & Jessner, U. (2002). A dynamic model of multilingualism. Multilingual Matters.  

11. Jarvis, S., & Pavlenko, A. (2008). Crosslinguistic influence in language and cognition. 

Routledge.  

12. Jessner, U. (2008). Teaching third languages: Findings and challenges. The Modern Language 

Journal, 92(1), 57–73.  

13. Kroll, J. F., & Bialystok, E. (2013). Understanding the consequences of bilingualism for 

language processing and cognition. Annual Review of Psychology, 64, 376–394.  

14. Larsen-Freeman, D., & Cameron, L. (2008). Complex systems and applied linguistics. Oxford 

University Press.  

15. Mackey, A., & Gass, S. M. (2023). Second language research: Methodology and design (3rd 

ed.). Routledge.  

16. Naderi, F. (2025). Cross-linguistic influence (CLI) in multilingual learners: Implications for 

education. International Journal of Advanced Research in Humanities and Law (IJREL), 2(2), 

42–48. https://doi.org/10.63053/ijrel.54  

17. Odlin, T. (1989). Language transfer: Cross-linguistic influence in language learning. Cambridge 

University Press.  

https://doi.org/10.63053/ijrel.54


 

 

 
International Journal of Advanced Research in Humanities and Law (IJREL), 3(2): 1-9, 2026 

9 

 

18. Ortega, L. (2009). Understanding second language acquisition. Hodder Education.  

19. Rothman, J. (2010). On the typology of transfer. Bilingualism: Language and Cognition, 13(2), 

1–13.  

20. Schmid, M. S., & Köpke, B. (2017). First language attrition. Cambridge University Press.  

21. Slabakova, R. (2016). The scalpel model of third language acquisition. International Journal of 

Bilingualism, 20(3), 255–269.  

22. Slabakova, R., Leal, T., Liskin-Gasparro, J., & Lacorte, M. (2024). Second language acquisition 

(2nd ed.). Routledge.  

 

 

 


