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Abstract

This review examines instructional design principles from Behaviorist, Cognitivist,
Constructivist, and Contemporary learning inspired models within the landscape
of Arabic language education research. Specific characteristics from instructional
design models such as ADDIE, Morrison, Ross, and Kemp, ASSURE, and Rapid
Prototyping are explored within the context of the Arabic classroom that uses
technology integration. It will be shown that there is a need for more studies to
emphasize the importance of design within course development to benefit both
instructors and learners of Arabic. This synthesis of current research will be help-
ful to Arabic educators and researchers in determining best collaborative and
comprehensive strategies for designing effective Arabic language learning envi-
ronments to propel the field into the future.
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Online language teaching and learning programs have increased in many educational
environments throughout the world due to recent interest in online education (Paudel,
2021). Either as a natural outcome of technological innovation, as a result of the world-
wide COVID-19 pandemic, or both, there is a plethora of options to explore languages
in contexts such as fully online, asynchronous environments and hybrid courses (Levy &
Stockwell, 2006; Paudel, 2021). As such, Arabic teaching and learning has experienced
significant growth in the United States and throughout the world. Universities have seen
an increase in the number of students studying Arabic, and Arabic language programs
in government and in Islamic studies continue to expand (Husseinali, 2006; Nissim,
2004; Rahman, 2014). Globally, there are over 313 million speakers of Arabic, and 25
independent states and territories list Arabic as their native language (World Population
Review, 2021). This increase in interest as well as the shift to more online and blended
environments shape the future of Arabic education (Ryding, 2013; Weber & Hamlaoui,
2018). When considering how to organize an online Arabic language environment, the
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technological tools to achieve student success have been found to not be as import-
ant as the design and pedagogical practices applied to the instruction (Hamilton, 2013;
Moneypenny & Simon, 2017). Therefore, it is imperative to understand the importance of
instructional design of effective language teaching strategies and techniques and how
they can be applied to the online Arabic language environment.

Instructional Design is, “a discipline in which practitioners constantly look to the findings
of other disciplines (e.g., cognitive psychology, communication) to study and improve
methods of developing, delivering, and evaluating instruction and instructional practic-
es.” (Brown & Green, 2020). When designing instructional systems, design represents the
broad picture of how instruction will flow throughout the entirety of the course with the
overall emphasis on the learner. Effective design understands the needs of the learners
and the learning context and considers the perspective of the learner above that of the
content (Morrison et al., 2007; Naidu, 2013). Therefore, design features in the Arabic lan-
guage course (objectives, activities, and assessments) are developed and implemented
according to the pre-assessed needs of the learner (Morrison et al., 2007).

Although the process of instructional design is applicable to all courses, online language
course design includes additional characteristics that are unique to the learning environ-
ment, such as the format and delivery of the content (Vai & Sosulski, 2016). Authoring
systems are programs that allow users to create computer-assisted language learning
(CALL) products that appear commercially produced and enhance the look of the course.
Additionally, the LMS, as an integrated tool, is used to create and manage the online
course and provides a professional-looking application to deliver course content in one
“easy-to-use” template (Blake & Guillen, 2020; Czerkawski et al., 2017; El Mawas et al.,
2016; Pacansky-Brock, 2017). Instructional design in online language learning, which
includes the authoring systems and LMS, is therefore critical in developing a successful
and effective online Arabic language environment.

Instructional design must also be implemented within the framework of effective lan-
guage teaching strategies. Edward Anthony (1963), an American applied linguist, coined
three levels of conceptualization and organization of language teaching which were
termed approach, method, and technique. Anthony (1963) stated, “The organizational
key is that techniques carry out a method which is consistent with an approach” (p. 63).
Using this concept, a language instructor has a set of assumptions and beliefs about
language and language learning which are then turned into methods and put into prac-
tice according to a theory.

Another way to describe this organization of language teaching is what Ryding (2013)
refers to as the teacher language awareness (TLA) that informs, “management of class-
room instruction” (p. 3). As an example of these processes, Arabic instructors must
be aware of the ideological and philosophical beliefs about the importance of learning
spoken and/or written variants of the language and then establish procedures in the
classroom to address these factors. This is perhaps the most important issue to consid-
er when preparing to teach Arabic; it will define how to teach it through the design and
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procedures of the classroom. Richards and Rodgers (2014), describe design in language
teaching as the, “level in which objectives, syllabus, and content are determined, and
in which the roles of teachers, learners, and instructional material are specified” (p. 29).
Additionally, technique refers to “the level at which classroom procedures are described”
(Richards & Rodgers, 2014, p. 22). All levels of organization in teaching (approach, meth-
od, design, and technique or procedures) affect, and are affected by, the integration of
technology in the Arabic classroom.

Technology can capture students’ attention, stimulate language exploration, and sup-
port second language (L2) learning (Blake & Guillen, 2020). Therefore, teachers are en-
couraged to increasingly utilize more digital technologies in the Arabic classroom. These
technologies are best utilized within an effective design that supports sound language
teaching strategies for student success (Naidu, 2013). Given that Arabic is a global lan-
guage and continues to grow in online offerings, it is imperative that researchers focus
efforts on how instructional design is being integrated into existing online and hybrid
programs to improve Arabic language education. Current research into this topic is not
represented well in the literature, and there is a real need to understand the current state
of design in online, hybrid, and traditional Arabic education. These important topics will
be explored by providing a comprehensive look at research into Arabic programs that
integrate technology in a variety of instructional settings. First, six prominent instruction-
al design models will be reviewed within the context of educational learning theories.
Next, the process to choose relevant studies will be discussed and each will be analyzed
based on how instructional design is utilized in Arabic research. Finally, implications for
practice and future research will be discussed.

Instructional Design Models in Arabic Education

Many traditional education learning theories such as Behaviorist, Cognitivist, Construc-
tivist, and Contemporary inform instructional design models (Levy & Stockwell, 2006;
Naidu, 2013; Ryding, 2013).

Behaviorist Models

Two models that fall within the ideals of behaviorism (Skinner, 1974) are The Dick and
Carey (1968) and the ADDIE (1975) models, which are both first generation models in
instructional design.

The Dick and Carey (1968) model is goal oriented and procedural in nature and contains
nine steps in the design process that culminate in the evaluation of instruction (Dick,
1996; Seel et al., 2017). In applying this design, the language instructor would first iden-
tify the skills and knowledge that the learner is expected to acquire, and then through a
series of analyses of the learners and language contexts, develop objectives to assess
the learner’s performance. The final step in the model is to design and conduct a sum-
mative evaluation of instruction to assess its effectiveness (Dick & Carey, 2009; Obizoba,
2015; Seel et al., 2017).
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Figure 1. The Dick and Carey, 1968, Model of Instructional Design

The ADDIE model (Analyze, Design, Develop, Implement, and Evaluate) (Russell &
Murphy-Judy, 2020) accounts for infrastructure within the language course, tech-
nologies, media, and of course, who the learners are in relation to the targeted lan-
guage instruction. The language instructor considers, “learning goals, philoso-
phies, approaches, and strategies for realizing the desired learning outcomes”
(Russell & Murphy-dudy, 2020, p. 4). Additionally, the students are actively partici-
pating in the instruction and interactions of the course toward communicative com-
petence in the language (Branch, 2009; Russell & Murphy-Judy, 2020). Engagement
strategies within this model encourage social interactions using the target language.
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Figure 2. The ADDIE (1975) Model of Instructional Design
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Cognitivist/Constructivist Models

Cognitive learning theory focuses on how knowledge is acquired, constructed, and rep-
resented in the mind of the learner. Constructivism draws on the works of Piaget, Dewey,
and Vygotsky (Levy & Stockwell, 2006; Richards & Rodgers, 2014) and learners con-
struct meaning internally through an active process of learning according to their own
personal reality (Ally, 2008; Richards & Rodgers, 2014). Two instructional design models
that fall under the umbrella of these learning theories are The Morrison, Ross & Kemp
(2007) model, and ASSURE (1996) (Heinich et al., 1996).

The Morrison, Ross, and Kemp (2007) model of instructional design consists of design
elements that are integrated within four fundamental design planning components: learn-
ers, objectives, methods, and evaluation (Morrison et al., 2007). This model considers
the design of the language learning environment, how to motivate the language learner
and instructional strategies to enable the learner to master the objectives of the course.
This instructional design model is flexible and learner-centered, making it an ideal model
on which to evaluate Arabic language courses that are conducted as online, hybrid, or in
person courses using integrated technologies (Bajracharya, 2019).
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Figure 3. The Morrison, Ross and Kemp (2007) Model of Instructional Design
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A final instructional design model that falls under cognitivist/constructivist learning theo-
ries is ASSURE (1996). ASSURE (1996) specifically addresses technology integration in
the classroom as it was developed to guide teachers in how to plan and deliver lessons
that effectively integrate technology, media, and materials into the language classroom
(Kim & Downey, 2016).

This model consists of a six-step design process:
1. Analyze learners,
2. State standards, and objectives;
3. Select strategies, technology, media, and materials;
4. Utilize technology, media, and material;
5. Require learner participation; and
6. Evaluate and revise (Smaldino et al., 2015).

In this six-step process, the model helps the instructor to, “select, use, and evaluate tech-
nology and instructional resources as important parts of the systematic design process
(Kim & Downey, 2016). The Morrison, Ross, and Kemp (2007) model and ASSURE (1996)
models represent design approaches that were born out of cognitivist and constructivist
education movements and remain popular instructional design models currently used.
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Figure 4. The ASSURE (1996) Model of Instructional Design
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Contemporary Models

Reflective models emphasize the experience of creation and encourages designers to
be cognizant of the current conditions in the design of instruction and to reflect on how
it will influence those impacted, such as the students and instructors. Recursive models
are those that allow designers to reflect on and address issues or problems many times
throughout the design process in a more creative manner (Willis, 1995). Two models that
represent these more contemporary ideas toward instructional design are R2D2 and
Rapid Prototyping models.

R2D2 encourages the integration of four elements — recursive, reflective, design and de-
velopment, and disseminate — that serve as focal points during the instructional design
process. In language learning, use of blogs, interactive conferencing tools, collaborative
writing, and other group learning activities and technologies help to assist in this creative
model of learning (Bonk & Zhang, 2006).
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Figure 5. The R2D2 Model of Instructional Design

Rapid Prototyping (1985) is a model that stems from similarities instructional de-
signers share with software designers to create effective material. The model is ar-
ranged for parallel processes to be carried out simultaneously. In language learning,
this model can be used to test a tutorial software program on willing language stu-
dents, to design a full system for later use in a larger cohort of language users (Tripp
& Bichelmeyer, 1990). Both R2D2 and Rapid prototyping (1985) represent mod-
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els developed more recently with the advent of computer technology, and are heav-
ily influenced by other fields, especially in computer and other hard sciences.

Assess needs and analyse content Set objectives
Construct prototype (design)
Utilize prototype (research)

Install and maintain system

Figure 6. The Rapid Prototyping (1985) Model of Instructional Design

Method of Review

This review was guided by one central question: What are the principles found across the
empirical research on instructional design in Arabic language education within Behavior-
ism, Cognitivist/Constructivist, and Contemporary learning theories?

Study Inclusion Criteria

Focusing on in-person, hybrid, and fully online Arabic language learning classes that
integrate technology in the administration, instruction, and/or assessment of language
content, the research includes hybrid university classes, military language classes, and
instructors and students of Arabic in grade school levels K-12. The studies presented in
this review offer a wide scope of the Arabic language landscape.

Literature Search Process and Analysis

The studies for this review were located using three search strategies. First, electron-
ic searches were conducted in the following databases: ERIC, ProQuest, and JSTOR.
Keywords used in the initial database and journal searches included general terms (e.g.,
“online education,” “language learning,” “language teaching,” “e-learning,” “virtual
learning”) as well as more specific terminologies (e.g., “Arabic,” “technology,” “CALL,”
“blended learning,” “Arabic as a second language,” “Arabic as a foreign language,” “in-
structional design in Arabic education”).

Second, peer-reviewed journals on language learning, language teaching, and integra-
tion of technology in language education were manually reviewed (e.g., Modern Lan-
guage Journal, Studies in Second Language Acquisition, Language Teaching Research,
Language Learning and Technology, Computer Assisted Language Learning, CALICO
Journal, Studies in Second Language Learning and Teaching, Language and Education,
International Journal of Bilingual Education and Bilingualism, International Journal of Ap-
plied Linguistics, Journal of Language Education, L2 Journal, Foreign Language Annals,
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and Journal of Education). Third, reference lists of several collected studies on Arabic
education were mined for other compatible studies, especially those that emphasized
CALL or technology integration in the Arabic language classroom. Although the litera-
ture search was open to all years, the earliest study was published in 1999 and the most
recent in 2020.

Findings

The focus of this review was to explore the landscape of research on instructional design
principles in Arabic language education. A total of 25 empirical studies were included in
this review with a time span of 1999 to 2020. A majority of the studies (84%) were pub-
lished in the last decade, from 2011 — 2015 (40%) and 2016 — 2020 (44%). The research
studies on Arabic education were presented equally as qualitative studies (48%) and
quantitative studies (48%) and only 4% were presented as mixed methods (Table 1).

Most of the studies reviewed (60%) targeted beginning and intermediate levels of Arabic
instruction to adults at university programs. A total of 32% of the studies were in the
United States, 28% were in Middle East North Africa (MENA), 12% were in Malaysia, and
12% were in other online/worldwide locations such as Indonesia and Palestine. Military
and government personnel were also represented in 12% of the studies at the Arabic
Basic and Intermediate Course Program at the Defense Language Institute Foreign Lan-
guage Center (DLIFLC) in Monterey, CA, and Department of Defense language school for
Fifth Special Forces Operations Group at Fort Campbell, KY.

Younger learners of Arabic in grade school were also represented in the empirical studies
with grades 1-4 representing 20% and grades 5-7 representing 4% of studies. Some
of the studies reviewed (8%), were in non-specific, worldwide Arabic language settings.
One study reviewed Arabic massive open online courses (MOOCs) in the Middle East,
one study took place at an Arabic teaching professional workshop, and a third study tar-
geted language learners in a cultural and religious tutoring program available to learners
from potentially around the world.

Table 1. Characteristics of Research on Technology Integration in Arabic Education

Characteristics n %
Publication Year
1996 - 2000 2 8.0
2001 - 2005 2 8.0
2006 - 2010 0 0.0
2011 - 2015 10 40.0
2016 - 2020 11 44.0
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Table 1., continued

Characteristics n %

Design

Qualitative 12 48.0
Quantitative 12 48.0
Mixed Methods 1 4.0
Content Area

Modern Standard Arabic 20 80.0
Not specified 3 12.0
MSA and Dialect 2 8.0

Participants (students and teachers)

University Beginning and Intermediate 13 52.0
Grades 1-4 5 20.0
Defense Language Institute/Military 3 12.0
Not specified 3 12.0
Grades 5-7 1 4.0
Context of Instruction

In person 16 64.0
Online 8 32.0
Hybrid 1 4.0
Source

Journal Article 23 92.0
Dissertation 2 8.0

In the following, 25 empirical studies are analyzed according to design in Arabic educa-
tion within the frameworks of Behaviorist, Cognitivist/Constructivist, and Contemporary
learning theories.

Instructional Design Principles from the Behaviorist Models

The two behaviorist models, Dick and Carey (1968) and ADDIE (1975) have principles
which are highly represented in Arabic education specifically related to goals of instruc-
tion, outcomes produced as a result of instruction, and consequences of instruction
(Kay & Kibble, 2016). These teacher-centric approaches as they apply to Arabic educa-
tion refer to the overall goal of instruction and communicative output as either MSA or
dialect, In 80% of the studies, the focus for instruction was on Modern Standard Arabic
(MSA) with various country and cultural contexts. Arabic teachers in 24% of studies
functioned as the primary source or models of language learning (Al Busaidi et al., 2016;
Al Hirtani, 2020; Al Musawi et al., 2016; Attia, 2011; Arrabtah & Nusour, 2012; Haley &
Ferro, 2011). In 32% of studies, communicative competence was the main goal of the
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instruction, as opposed to complete control of the structure of the language. In Arabic
teaching, this approach emphasizes using a spoken variety in support of, or in lieu of
MSA in speaking activities and classroom interactions. Several studies expressed the
importance that teachers placed on students’ ability to converse with native speakers
(Ahmed, 2015; Harless et al., 1999; Sulaiman, 2015) and thus, the role that integration
of technology played in facilitating face-to-face speaking interactions (Fassetta,et al.,
2017; Osman, & Hamzah, 2017) or simulated interactions for speaking practice (Bush &
Brown, 2004; Harless et al. 1999; Omari, 2015). Designing course materials to help stu-
dents master communicative skills aligns with the Dick and Carey (2009) step, “develop
instructional strategy,” and the ADDIE (1975) step, “Implement” and is a key pedagogical
strategy in CALL. As Omari (2015) stated, “Such instruction not only enhances learning,”
but it, “also ameliorates students’ understanding of the culture of the target language by
offering them opportunities to interact with native speakers” (p. 622).

Adding to the authenticity of language learning, Corpora, or “records of language be-
havior” provided a wealth of legitimacy to the language learning experience in Arabic
education studies. This important design feature, developing and implementing qual-
ity language software and lessons that includes authentic written and spoken text, is
what Bush and Brown, (2004) called, “the representations of the language used” as,
“the highest fidelity with respect to the real world in which the language is spoken” (p.
508). Corpora was present in 36% of studies as part of an emphasis on the importance
of learning Arabic language material in the context of culture (Ahmed, 2015; Bush and
Brown, 2004; Fassetta et al., 2017; Hammad, 2019; Harless et al., 1999; Holland et al.,
1999; Mahmoud et. al., 2013; Omari, 2015; Sulaiman, 2015; Zaki, 2017). Additionally,
28% of studies highlighted the significance of learning from native or heritage speakers/
original sources (Ahmed, 2015; Fassetta et al., 2017; Hammad, 2019; Harless, et al.,
1999; Mosa & Kakehi, 2015; Omari, 2015; Zaki, 2017). One student in the Ahmed (2015)
study appreciated that, “technology provides access to current news; live broadcast and
authentic resources to hear new terms/phrases used in ‘real life’ situations” to emulate in
speaking (p. 66). Designing these resources (interactions using technology and language
learning software) into the Arabic classroom showed a clear expectation that students
show communicative competence in the language and represented clear design steps
from the two behaviorist models.

In language studies designed for government professionals and military personnel
(Ahmed, 2015; Harless et al., 1999; Holland et al., 1999), competency tests are standard,
as assessments in reading, listening, and speaking are performed during and at the con-
clusion of language courses. Not only is technology used throughout the instruction of
the course, all final testing for reading and listening proficiency testing is performed in a
laboratory setting with the use of computer terminals and audio-visual devices (Ahmed,
2015; Harless et al., 1999, Holland et al., 1999). This principle of consequences of in-
struction from behaviorism models Dick and Carey (1968) and ADDIE (1975) were rep-
resented in Arabic education studies in additional to goals for instruction and outcomes
as a result of instruction.
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Instructional Design Principles from the Cognitivist/Construc-
tivist Models

The cognitivist and constructivist models, Morrison, Ross, and Kemp (2007) and ASSURE
(1996), were incorporated in Arabic education studies, specifically related to identifying
instructional needs and learner assessments, strategies for student-centric technology
integration, and performance assessments. Studies identified the instructional problem
related to identifying the needs of the student (Ahmed, 2015; Almansour, 2019; Arrabtah
& Nusour, 2012; Hammad, 2019, needs of the institution (Ahmed, 2015; Al-Busaidi et al.,
2016; Al Musawi et al., 2016), and the collective Arabic language learning community
(Attia, 2011; Fassetta et al., 2017; Harless, et al., 1999; Haley & Ferro, 2011). In 20%
of the studies, specific standards needed for language learners to achieve were known
prior to designing the language learning materials (Al-Busaidi, 2016; Ahmed, 2015; Ar-
rabtah & Nusour, 2012; Harless et al., 1999; Holland et al., 1999). Arrabtah and Nusour
(2012) specifically mentioned that the purpose of their study was to compare students’
achievement in Arabic grammar using a new instructional method integrating technology
with the more traditional strategy of teaching Arabic grammar so as to assess its effec-
tiveness on learner achievement (p. 336).

Closely related to the instructional design principle of a need’s assessment is being
aware of learner characteristics. In 68% of the studies learner characteristics such as
academic level (Ahmed, 205; Al Anshory, 2019; Al-Busaidi, 2016; Al Musawi, 2016), gov-
ernment professional characteristics (Ahmed, 2015; Harless et al., 1999; Holland et al.,
1999), culturally diverse learners (Sulaiman, 2015; Hammad, 2019; Omari, 2015), and
adult learners (Ahmed, 2015; Al Anshory, 2019; Alhirtani, 2020; Arrabtah & Nusour, 2012;
Attia, 2011; Blake & Shiri, 2012; Bush & Brown, 2004; Fassetta et al., 2017; Hammad,
2018; Harless et al., 1999; Holland et al., 1999; Mosa & Kakehi, 2015; Omari, 2015; Os-
man & Hamzah, 2017) were discussed. Knowing learner characteristics was especially
important because, “by being sensitive and alert to the characteristics of special groups
of learners, a designer can plan programs especially effective for them” (Morrison et
al., 2007, p. 61). Attia (2011) touches on this concern as the teacher participants were
concerned with using strategies to address exactly what their Arabic students needed to
accomplish in their classes (p. 114; 140; 164).

A needs and learner assessment not only identified gaps in performance which helped in
establishing objectives and activities, but it also highlighted critical needs to establish a
baseline for what all learners should be able to accomplish. Morrison et al. 2007, states
that a thorough needs and learner assessment helps to properly apply an intervention
(such as technology), to improve student performance (p. 32).

The ASSURE (1996) model specifically addresses the most effective means of integrat-
ing technology into the design of learning (Kim & Downey, 2016). In 36% of the Arabic
studies, technology was strategically placed in the classroom to help students meet
specific objectives of the course. Arabic teachers overwhelmingly supported the integra-
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tion of technology in classroom instruction to meet standards (Ahmed, 2015; Al-Busaidi
et al., 2016; Alwaely & Lahiani, 2020; Arrabtah & Nusour, 2012; Hammad, 2019; Harless,
et al., 1999; Omari, 2015; Samy, 2006; Sulaiman, 2015). Technology integration was
supported even if the procedures for implementing activities and providing feedback
via technological means were not polished (Attia, 2011; Haley & Ferro, 2011; Holland
et al., 1999; Omari, 2015; Zulaini et al., 2020). In Attia’s (2011) study of Arabic teachers’
cognition and technology use in practice and the work environment, the participants
recognized their role in integrating more technology for activities they previously would
not have considered suitable in which to integrate it. “One of the positive aspects of this
study is that | felt the need to develop, to learn more about technology.... It gave me a
positive push forward” (p. 213). As teachers became more aware of technology to assist
in meeting objectives, they were more apt to integrate it into their teaching.

The Morrison, Ross and Kemp (2007) and ASSURE (1996) models are specifically learn-
er-centric that emphasize student involvement in the learning process. In 32% of the
studies student-centered approaches represented an emerging approach to teaching
with technologies (Almansour, 2019; Blake & Shiri, 2012; Fassetta et al., 2017; Haley &
Ferro, 2011; Mahmoud et al., 2013; Mosa & Kakehi, 2015; Osman & Hamzah, 2017; Sahrir
& Yusri, 2012). Within the Fassetta et al. (2017) study, a teacher (in training) mentioned
the online education environment had much to contribute to student-centric learning: “I
have always valued the power of technology, but | have always hated doing online teach-
ing-related jobs...but now | see the potential of practicing innovative student-centered
pedagogy. | experienced what it means to give up ‘control’ and power in such a radical
way” (p. 144).

Performance Assessments are important for instructional design in order to identify cur-
rent performance and any potential problems such as lack of skills’knowledge, lack of
motivation, administrative factors, and social relations (Morrison et al., 2007). In the Ar-
abic language education studies, a common concern among both student and teachers
alike was that there was inadequate training for the technology being used. Researchers
reported the need for teacher professional development (Arrabtah & Nusour, 2012; Attia,
2011; Omari, 2015) as well as more time to implement changes into existing curriculum
(Alhirtani, 2020; Arrabtah & Nusour, 2012; Attia, 2011). Attia (2011) noted that the teach-
ers in the study, “believe that the general orientation in their workplace is in favor of ICT
use, but in reality, there is little evidence of careful planning” for technology integration
(p- 197). Teachers felt overwhelmed with the amount of time and planning it would take
to implement technology changes in their teaching of Arabic (Arrabtah & Nusour, 2012;
Attia, 2011) and students sometimes became frustrated with technology requirements
in the Arabic classroom (Ahmed, 2015; Sahrir & Yusri, 2012). One student in a Arabic
game-based study stated that he, “didn’t’ know how to use it (the dictionary), just ap-
peared but | didn’t know (how to use), cannot understand” (Sahrir & Yusri, 2012, p. 969).
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The studies added that some of the problems faced by learners when using game-based
Arabic vocabulary activities were, “related to understanding the new words and mean-
ing, getting used to game’s activities and could not read the Arabic instructions on the
computer” (p. 970).

Performance assessments in Arabic education studies also listed concerns with infra-
structure issues. Consistent challenges were reliable Internet connectivity (Al Anshory &
Salis, 2019; Osman & Hamzah, 2017; Sahrir & Yusri, 2012; Zulaini et al., 2020), funding
requirements to finance computer equipment (Al-Busaidi et al., 2016; Arrabtah & Nusour,
2012; Omari, 2015; Osman & Hamzah, 2017) laboratories (Al-Busaidi et al., 2016; Ar-
rabtah & Nusour, 2012; Omari, 2015), and language program subscriptions (Omari, 2015;
Osman & Hamzah, 2017). Finally, studies noted that existing software and hardware in
many of the Arabic programs were outdated and needed to either be repaired, updated,
or replaced (Al-Busaidi et al., 2016; Bush & Brown, 2004; Omari, 2015) with consistent
technology support available to students and teachers (Ahmed, 2015; Attia, 2011). As
one teacher in Al-Busaidi et al. (2016) stated, “Arabic language teachers need their own
special language labs which are equipped with computer, multimedia facilities, a projec-
tion TV and a big screen. Also, school administrators should keep all computer facilities
up-graded and maintained” (p. 150).

The existence of instructional needs and learner assessments, strategies for stu-
dent-centric technology integration, and performance assessments showed that design
principles from the Cognitivist and Constructivist models of Morrison, Ross, and Kemp
(2007) and ASSURE (1996) were present in much of the Arabic education research.

Instructional Design Principles from Contemporary Models

Contemporary models of instructional design had few principles represented in Arabic
education with the exception of the Rapid Prototyping concept of parallel design for the
Construct and Utilize steps (Lantz, 1985). In 40% of studies, original language learning
software (Al-Busaidi, 2016; Bush & Brown, 2004; Hammad, 2019; Mosa & Kakehi, 2015),
tutorials, (Bush & Brown, 2004; Harless et al., 1999; Mahmoud et al., 2013), microworlds
(Holland et al., 2019) , games (Sahrir & Yusri, 2012), and other CALL related teaching
strategies (Bush & Brown, 2004; Blake & Shiri, 2012; Shaalan, 2005) were being tested
on small numbers of cohorts for potential use with larger numbers of language learners
in future iterations of classes. In several studies, it was stated that if the program objec-
tive results were positive, then additional testing would be conducted on larger groups
for permanent implementation (Al-Busaidi, 2016; Blake & Shiri, 2012; Mahmoud et al.,
2013; Mosa & Kakehi, 2015; Sahrir & Yusri, 2012). As Bush and Brown (2004) state, the
field of technology integration in the Arabic classroom is, “poised to make great strides”
(p- 487). New designs in language software and other original applications will help to
create or discover new problems to explore before implementation in the Arabic class-
room.
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Contemporary theories on education and the models R2D2 and Rapid Prototyping (1985)
were not has notable in Arabic education studies in a variety of instructional settings. Al-
though technology is playing a larger role in Arabic education, traditional teaching meth-
ods and technology integration are still facing challenges in implementation.

Discussion

The goal of this review was to identify instructional design principles within Behaviorism,
Cognitivist/Constructivist, and Contemporary learning theories across the empirical re-
search on Arabic language education that has some form of technology integration with-
in it. Using models that are representative of the main goals of these learning theories,
this review highlighted many design principles within Arabic education. Identifying these
design principles serve as a current state of practice in Arabic education and possibilities
for the future of instructional design in the field.

Arabic education research that included some form of technology integration revealed
that practitioners had an existing knowledge of challenges and strategies for including
design principles in the educational setting. There were strategic choices made in goals
of the instruction, specifically related to communicative competence and student verbal
production expectations. The research revealed that despite the expected outcome for
verbal communication, 80% of courses were conducted primarily in MSA, thus creating
a potential conflict for the design of instruction. Arabic language instructors, by default,
must design carefully how MSA and spoken dialects are integrated into the curriculum
of the class and then how production will be assessed. Studies showed that instructors
created unique solutions to integrate technology to expose students to spoken varieties
from cultural sources, native and heritage speakers, and primary news and radio sourc-
es from MENA. There must be proper alignment between MSA and spoken dialects
as Ryding (2013) states, “Formal classroom instruction in Arabic does not often take
into account the realm of natural, every day, spoken Arabic” which can hinder, “access
to serious study and acquisition of ‘performance fluency’ as well as normal discourse
skills” (p. 3). This review affirms that the existing studies sought to address this concern
through deliberate design of instruction and objectives for attaining balance between
MSA and a spoken variety in the Arabic classroom.

Despite the inclusion of technology within the Arabic classroom in a variety of instruc-
tional contexts, this review disclosed many challenges this poses to design, principally,
how to strategically integrate it so students achieve standards. Studies showed that
many participants felt technology was a part of the class, but not helping to achieve a
particular goal, therefore, it served little purpose. Participants in some studies mentioned
being frustrated using the tool if there was no instructional value toward an objective. It
is known that technology can help mediate interactions in the online or hybrid classroom
as well as target language development through original software, tutorials, games, and
microworld experiences. Integrated technology in the Arabic classroom must help learn-
ers achieve specific goals as developed by the instructor. The future of Arabic education
and technology use within it shows tendencies of moving toward more online and hybrid
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offerings, therefore, there must be clear design strategies to effect positive change. As El
Essawi (2018) contends, technology, “has created a new world where learning not only
takes new forms but also happens in new spaces” (p. 385). Using these new technolo-
gies and learning spaces (online) must contribute to language achievement or they will
simply be a hinderance to learners.

Finally, the studies revealed a lack of comprehensive design strategies informed from
learning theories on how technology is integrated in Arabic education. One or two prin-
ciples from models aligned with Behaviorist, Cognitivist, Constructivist, and Contem-
porary learning strategies were identified in studies in this review. However, compre-
hensive use of a specific model, informed by a particular learning theory, did not exist
in a single study. Some principles related to identifying learner needs and assessments
(as discussed in Cognitivist and Constructivist models of Morrison, Ross and Kemp
(2007) and ASSURE (1996)) were located within studies that followed a more behaviorist
theoretical base for instruction. This is to be expected, as all models share the goal of
learners achieving something after instruction and learning theories are not all inclusive.
Best practices of foreign language pedagogy and best practices for online/hybrid/CALL
teaching were not present in the research and thus lacked a comprehensive design plan
for instruction.

Implications for Practice

This review highlighted several challenges to implementing instructional design within
Arabic education. As more online and hybrid learning opportunities are available, instruc-
tors either have to be trained in basic design principles or have access to an instructional
design team to assist in creating effective language learning curriculum. There is a clear
need for Arabic practitioners to have basic design training and knowledge of appropriate
models that coincide with a preferred learning theory. This implies full support of admin-
istrators and institutions in recognizing the value of technology integration in the Arabic
classroom and the resources in trained personnel to achieve a successful program. Ad-
ditionally, there must be adequate training for personnel currently in the teaching pro-
fession who seek to integrate more CALL strategies in the Arabic classroom. Properly
designed technology that is strategically integrated will achieve greater success among
learners and will create paths for more Arabic language learning opportunities in the
future.

As Arabic language programs continue to expand in technology use, practitioners must
also be mindful in how to best achieve communicative competence. This is a compli-
cated topic as MSA and spoken varieties do not necessarily reinforce each other in
vocabulary or fluency. “Different programs will take different approaches to this issue,
making decisions based on institutional goals, curricular objectives, and student needs”
(Ryding, 2013, p. 177). A major question will be if learners can achieve functional profi-
ciency in a dialect from classroom instruction that is mainly in MSA. “To make informed
decisions, faculty and administrators need to know the options open to them, the needs
and goals of their students, the availability of materials, and what kind of spoken Arabic
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is authentic in which situations” (Ryding, 2013, p. 177). Instructional design will play a
major role in helping to establish best practices for learners to meet these goals, espe-
cially as it relates to a chosen model according to a learning theory.

Implications for Research

This review examined instructional design principles from Behaviorist, Cognitivist, Con-
structivist and Contemporary learning inspired models. Based on these studies, there
are three recommendations for future research: Research into design principles in Arabic
education must increase, instructional design must be comprehensive and student-cen-
tered, and collaboration with other specialties is essential to transform the Arabic teach-
ing practice.

As online and hybrid Arabic classes are becoming more normalized and available, and
technology is being integrated into classes, more research is needed to determine the
current state of instructional design principles present in Arabic education. There is a
need for more studies to integrate design into course development, assessing the suc-
cess or failures of the design features, pedagogical challenges, evaluation of student
achievement, and recommendations for best practices. Rigorous research in qualitative,
quantitative, and mixed-methods approaches will present the Arabic education field with
more effective teaching strategies using instructional design principles that will benefit
both instructors and learners of Arabic.

This review also identified an awareness of the importance of identifying learner needs
and learner characteristics prior to instruction. However, a more comprehensive ap-
proach to design will emphasize Arabic learner’s unique needs in achieving language
skills in MSA and dialect. An effective design allows instructors to set goals and strate-
gies for meeting national and international standards as well as integrating technology
in strategic positions within the course to accomplish these goals. “Learners come from
diverse cultures with diverse learning needs, motivations, and contexts” (Alosh, 2019).
A comprehensive design strategy that is learner focused allows for specific proficiency
strategies to be implemented in instruction, thus contributing to student success in the
language. Arabic instructors already face unique challenges in appropriating time and
materials to MSA or dialect, and a comprehensive design strategy ensures attention is
focused on the needs of the learner.

Finally, there needs to be increased research on collaborative efforts between fields such
as instructional design, foreign language, technology, graphic art, and others to trans-
form current thoughts on designing, developing, implementing, and evaluating the Ar-
abic language classroom. Arabic education is transforming to include more integrated
technology, CALL principles and pedagogy, and asynchronous academic instructional
settings. Challenges in designing and developing effective instruction can be alleviated
by creating collaborative efforts with other specialties in education and business to pro-
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duce the best possible product for the learner. Learners’ needs, motivations for learning
Arabic, preferences for study, and access to the language should be considered so that
researchers can create these collaborations to best design Arabic classrooms to meet
these specific language challenges.

By exploring instructional design in Arabic education, the areas that need further devel-
opment and research become apparent. Recent research reveals that some design prin-
ciples such as defining instructional goals, needs assessments, learner characteristics,
performance assessments and parallel design are present in Arabic education studies.
Future research should consider more collaborative and comprehensive strategies for
designing effective Arabic language learning environments to propel the field into the
future.
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