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Abstract 

Early childhood teacher education increasingly expects prospective teachers to integrate language content, child 

development, and digital media, yet preparation for Arabic learning in Islamic Early Childhood Education 

(PIAUD) remains fragmented. Previous studies have examined Arabic teaching methods, media, or general 

teacher digital competence separately, leaving limited guidance on how prospective PIAUD teachers should 

combine linguistic accuracy with developmentally appropriate instructional reasoning in one assessable 

performance. This article aims to develop a conceptual framework of pedagogical content knowledge for 

designing play-based Arabic learning, with Institut Islam Kuningan as the intended implementation context. A 

structured narrative review was conducted on 26 sources published between 2020 and 2025, identified through 

database and targeted searches and analysed through coding and constant comparison. The synthesis produced 

five interdependent domains: Arabic content accuracy, developmental representation, instructional alignment, 

media judgment, and reflective revision. The review also shows that attractive media and self-reported confidence 

are insufficient indicators of professional competence. Based on these findings, the article proposes a five-stage 

preparation cycle of diagnose, model, design, microteach, and reflect, supported by an analytic rubric and 

portfolio assessment. The study contributes an integrated model that extends general pedagogical content 

knowledge and technology integration frameworks to early Arabic learning. Practically, it offers a basis for 

curriculum mapping, authentic assessment, and lecturer collaboration. The framework has not yet been 

empirically tested and requires expert validation and classroom evaluation. 

Keywords: arabic learning; pedagogical content knowledge; PIAUD; play-based learning; prospective teachers; 

structured narrative review 

 

INTRODUCTION 

Globally, the preparation of early childhood teachers has become an urgent policy 

concern. UNICEF, (2019) reported that more than 175 million children, around half of the 

world’s pre-primary age population, were not enrolled in pre-primary education and estimated 

that 9.3 million additional pre-primary teachers would be needed to reach universal provision 

by 2030. The wider teaching workforce faces similar pressure, with a projected need for 44 

million additional primary and secondary teachers by 2030 (UNESCO, 2023). Expansion alone 

does not guarantee quality, because many teachers report feeling unprepared and lacking 

confidence when teaching with technology (UNESCO, 2023). These indicators show that 

teacher education must prepare graduates who can design meaningful early learning, including 

early foreign language exposure, rather than simply increase the number of teachers. 

The quality of early childhood education depends not only on what teachers know but 

also on how they transform knowledge into experiences that are meaningful for young learners. 

In Islamic early childhood settings, prospective teachers are expected to understand child 

development, facilitate play, communicate sensitively, assess learning through observation, 

and connect educational activities with Islamic values. The professional standards for early 
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childhood educators place child development, curriculum, assessment, family partnership, and 

ethical responsibility within one integrated competence structure (Children, 2020). 

Arabic learning creates an additional professional challenge because the teacher must 

combine linguistic knowledge with early childhood pedagogy. Young children do not need an 

adult-oriented grammar syllabus. They need simple words, short expressions, songs, stories, 

movement, objects, pictures, and classroom routines that allow meaning to be experienced 

before it is formally explained. Research in Raudhatul Athfal indicates that songs, visual media, 

repetition, and playful interaction can support early Arabic exposure when the activities are 

carefully organized (Marni & Rahmi, 2025). In Indonesia, Arabic is introduced from 

kindergarten onward. Studies show that listening, memorisation, and kinesthetic activities 

support Arabic acquisition in Islamic kindergartens Aziz et al.,( 2021) and that Arabic teaching 

for children in Islamic boarding schools can be organised around child friendly values in 

materials, interaction, and evaluation (Akmaliyah et al., 2021). 

The integration of content and pedagogy is therefore central. Recent early childhood 

scholarship defines pedagogical competence as connected planning, interaction, assessment, 

inclusion, and reflection (Ranta et al., 2023). For PIAUD students, Arabic-specific competence 

includes deciding which words are developmentally suitable, checking pronunciation and 

meaning, choosing play-based representations, and anticipating children’s possible difficulties. 

Technology can enrich this process, but it can also create a false impression of competence. A 

student may produce visually attractive slides or digital flashcards while using inappropriate 

vocabulary, inaccurate transliteration, excessive screen exposure, or activities that do not 

require children to communicate. Teacher digital competence involves pedagogical, ethical, 

contextual, and evaluative judgment rather than application skills alone (Falloon, 2020). 

The preparation problem is often intensified by curricular fragmentation. Arabic 

language, child development, learning media, assessment, and microteaching may be taught in 

different courses without a common performance task. Consequently, students may complete 

individual assignments but remain unable to produce one coherent learning design. Reviews of 

early childhood teacher education emphasize explicit opportunities to observe, practise, 

evaluate, and reflect on technology-supported pedagogy (Papavlasopoulou et al., 2024). A 

second concern is the measurement of competence. Confidence questionnaires can reveal 

students’ perceptions, but they cannot prove the quality of a lesson plan or teaching 

performance. Competence should be demonstrated through verified language content, 

complete design artifacts, microteaching, observation, and revision. Digitalized teaching 

practice can improve preservice Arabic teachers’ pedagogical competence when technology is 

embedded in guided practice (Hanifah et al., 2024). 

Institut Islam Kuningan is positioned in this article as the intended implementation context 

rather than as an empirically diagnosed problem site. Its PIAUD program prepares students for 

educational environments in which Islamic values, early language exposure, classroom 

creativity, and professional accountability intersect, so the framework is designed to fit this 

setting. Because no institutional performance data were collected, the article makes no claim 

about the current competence level of Institut Islam  uningan students; instead, it formulates a 

framework that can later be tested with valid evidence. 

A critical comparison of previous studies reveals a conceptual imbalance (Table 1). 

Studies on Arabic learning in Indonesian early childhood settings mainly describe classroom 
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methods and media, such as songs, flashcards, Canva, and total physical response, and they 

report positive engagement, but they rarely examine how teachers reason about these choices 

(Marni & Rahmi, 2025; Warmansyah et al., 2023; Zulfida et al., 2024). Studies on early 

childhood and preservice teacher competence describe planning, interaction, and digital 

competence in depth, but they are not specific to Arabic content (Papavlasopoulou et al., 2024; 

Ranta et al., 2023; Zhang et al., 2025). Research on preservice Arabic teachers shows that 

digitalized teaching practice can improve pedagogical competence, yet it focuses on school 

level teaching rather than young children (Hanifah et al., 2024).  

Research on young foreign language learners emphasizes play, agency, and guided 

interaction, but it does not translate these principles into an Arabic specific performance 

standard for teacher education (Skene et al., 2022; Thieme et al., 2022; Waddington, 2023). 

Consequently, limited attention has been given to how prospective PIAUD teachers integrate 

Arabic linguistic accuracy with developmentally appropriate and child centred reasoning in an 

assessable performance. This gap justifies an integrated framework rather than another list of 

isolated teaching techniques. 

Table 1. Critical Synthesis of Previous Research 

Research cluster Focus and main 

findings 

Limitation Remaining gap 

Arabic learning in 

Indonesian early 

childhood (Aziz et 

al., 2021; Marni & 

Rahmi, 2025; 

Warmansyah et al., 

2023; Zulfida et al., 

2024) 

Songs, pictures, 

memorisation, total 

physical response, 

Canva, and repetition 

increase engagement 

and vocabulary 

retention. 

Descriptive case 

studies of practising 

teachers; teacher 

reasoning is not 

assessed. 

How prospective 

teachers verify and 

justify Arabic 

content choices. 

Early childhood 

pedagogical 

competence 

(Children, 2020; 

OECD, 2021; Ranta 

et al., 2023) 

Competence integrates 

planning, interaction, 

assessment, inclusion, 

and reflection. 

Not specific to 

foreign language or 

Arabic content. 

Subject specific 

indicators for early 

Arabic learning. 

Preservice digital 

competence 

(Falloon, 2020; 

Papavlasopoulou et 

al., 2024; Smestad et 

al., 2023; Starkey, 

2020; Zhang et al., 

2025) 

Preparation needs 

modelling, guided 

practice, evaluation, 

and reflection. 

Technology is often 

treated apart from 

content; many 

studies rely on self 

reports. 

Performance 

evidence that links 

media to content 

and children. 

Preservice Arabic 

teacher education 

Digitalized teaching 

practice improves 

Focus is beyond 

early childhood. 

Adaptation to 

learning through 
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These concerns are consistent with research on how teaching knowledge develops. 

Subject knowledge becomes professionally useful when it is transformed through pedagogical 

reasoning in repeated cycles of planning, enactment, and analysis (Hanifah et al., 2024; 

Papavlasopoulou et al., 2024), and such reasoning becomes visible through documented 

representations, anticipated difficulties, and justified choices, including choices about digital 

resources, which recent reviews treat as part of preservice teachers’ professional readiness 

(Zhang et al., 2025).   

For young learners, these choices must favour play scenarios that leave room for child 

agency (Waddington, 2023), vocabulary that is useful and repeatedly retrieved across activities 

(Zulfida et al., 2024), and contingent scaffolding that gradually transfers responsibility to the 

child (Skene et al., 2022). Prospective PIAUD teachers therefore need preparation that makes 

these decisions explicit and assessable. 

The framework also needs to distinguish knowledge from professional judgment. 

Knowledge allows a student to name a method, define a learning objective, or operate a digital 

application. Judgment is demonstrated when the student explains why one word, activity, 

representation, or assessment is more suitable than another for a particular group of children. 

Recent accounts of early childhood pedagogical competence place such reasoning at the centre 

of professional preparation (Ranta et al., 2023). 

The urgency of this study lies in the distance between expanding expectations for early 

childhood teachers and the absence of an assessable standard for Arabic learning design in 

PIAUD programs. Without such a standard, programs risk rewarding attractive products or 

self-reported confidence instead of demonstrated professional judgment. The novelty of this 

article lies in integrating linguistic accuracy, developmentally appropriate practice, play, digital 

pedagogy, assessment, and reflection within one operational framework for prospective 

PIAUD teachers. Accordingly, the study addresses three research questions: (1) what domains 

constitute pedagogical content knowledge for early Arabic learning; (2) what preparation gaps 

are consistently identified in the literature; and (3) how can these findings be translated into a 

curriculum and assessment model for INSTITUT ISLAMKuningan? 

The study is expected to provide several benefits. Theoretically, it extends pedagogical 

content knowledge and technology integration frameworks to the specific case of early Arabic 

learning and clarifies the difference between knowledge and professional judgment. 

Practically, it offers lecturers a shared set of domains, performance evidence, a preparation 

cycle, and an analytic rubric that can support curriculum mapping, authentic assessment, and 

lecturer collaboration. For future research, it provides testable propositions for expert 

Research cluster Focus and main 

findings 

Limitation Remaining gap 

(Hanifah et al., 

2024) 

pedagogical 

competence. 

play for young 

children. 

Young learner 

language pedagogy 

(Skene et al., 2022; 

Thieme et al., 2022; 

Waddington, 2023) 

Play, agency, routines, 

and guided play support 

language learning. 

Principles are not 

translated into 

teacher education 

standards. 

An assessable 

framework for 

teacher 

preparation. 
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validation, rubric piloting, and longitudinal studies, without confusing a proposed standard 

with evidence of current achievement. 

METHOD 

This article employed a structured narrative review. The method was selected because 

the objective was to integrate concepts from several related fields rather than estimate a 

statistical effect. Narrative synthesis is appropriate when literature differs in design, population, 

and terminology but can be compared through explicit conceptual categories (Baethge et al., 

2019; Sukhera, 2022). The final analytical corpus comprised 26 sources published between 

2020 and 2025, selected for conceptual relevance, methodological credibility, and direct 

contribution to the proposed framework. The unit of analysis was the reviewed literature rather 

than human participants, and Institut Islam  Kuningan served only as the intended implementation 

context, not as a source of empirical data. 

Sources were selected from books, peer-reviewed articles, professional standards, and 

policy-oriented reports addressing pedagogical content knowledge, early childhood pedagogy, 

Arabic learning, digital competence, learning media, and preservice teacher education. Priority 

was given to peer reviewed studies, systematic reviews, professional guidance, and policy 

reports published from 2020 to 2025 that explained instructional principles or teacher 

preparation processes. 

To improve transparency and reproducibility, literature identification followed a 

documented protocol summarized in Table 2. Searches were conducted in Scopus, ERIC, 

Google Scholar, and Garuda, the Indonesian national index that includes SINTA accredited 

journals, for publications from January 2020 to December 2025. Search strings combined three 

concept blocks with Boolean operators, for example (“pedagogical content knowledge” OR 

“teacher competence” OR “digital competence”) AND (“early childhood” OR preschool OR 

PIAUD OR “young learners”) AND (Arabic OR “foreign language” OR “preservice teacher” 

OR “teacher education”).  

Additional documents were retrieved from the websites of NAEYC, OECD, and 

UNESCO and through backward citation chaining. The search yielded 412 database records 

and 14 additional records. After 97 duplicates were removed, 329 titles and abstracts were 

screened, 78 full texts were assessed for eligibility, and 26 sources met all criteria (Figure 1). 

The reporting of this flow was adapted from PRISMA 2020 Page et al., (2021) only as a 

transparency aid; the review itself remained a narrative synthesis rather than a systematic 

review. 

Table 2. Literature Search Protocol and Eligibility Criteria 

Aspect Protocol 

Review type Structured narrative review (Baethge et al., 2019; Sukhera, 2022) 

Databases and 

sources 

Scopus, ERIC, Google Scholar, Garuda (SINTA accredited 

journals); NAEYC, OECD, and UNESCO websites; backward 

citation chaining 

Search period January 2020 to December 2025 
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Search terms Pedagogical content knowledge, teacher competence, digital 

competence; early childhood, preschool, PIAUD, young learners; 

Arabic, foreign language, preservice teacher, teacher education 

Inclusion criteria Published 2020 to 2025; peer reviewed article, scholarly book, 

systematic review, professional standard, or policy report; 

addresses teacher competence, early language pedagogy, Arabic 

learning, or digital pedagogy; offers implications for teacher 

preparation 

Exclusion criteria Technology without pedagogy; language learning not involving 

young learners or teacher education; opinion pieces without 

scholarly grounding; no accessible full text 

Unit of analysis Reviewed documents (n = 26); INSTITUT ISLAMKuningan as 

implementation context only 

Analytic instrument Coding framework with five a priori categories (linguistic, 

pedagogical, technological, assessment, reflective) and one 

emergent category 

 

 
Figure 1. Literature Identification and Selection Flow (adapted from PRISMA 2020 for 

reporting only) 
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The analysis followed four stages. First, the sources were read to identify recurring 

competence indicators. Second, indicators were coded into linguistic, pedagogical, 

technological, assessment, and reflective categories. Third, overlapping categories were 

consolidated into a smaller competency framework. Fourth, the framework was translated into 

a curriculum cycle and authentic assessment proposal for INSTITUT ISLAMKuningan. The 

institutional name functions as an implementation context, not as a source of empirical data. 

The analytic instrument was a coding framework consisting of five a priori categories and one 

open category for emergent indicators. Both authors coded the sources independently and 

resolved differences through discussion before the categories were consolidated. 

Within the documented search, final inclusion relied on purposeful selection rather than 

an exhaustive count of all available studies. A source was retained when it contributed a clear 

concept, empirical finding, professional standard, or design principle relevant to the research 

questions. Sources that addressed technology without pedagogy, language learning without 

young learners, or early childhood practice without implications for teacher competence were 

used only when their concepts could be transferred cautiously. 

Analytic trustworthiness was strengthened through constant comparison. Each proposed 

domain was checked against several types of literature to avoid deriving the framework from 

a single disciplinary perspective. The final categories were also examined for redundancy and 

observability. A category was retained only when it described a distinct professional decision 

and could be evidenced in a design artifact, teaching performance, or reflective revision. The 

reporting quality of the review was also checked against the six SANRA criteria for narrative 

reviews, namely justification, aims, literature search, referencing, evidence level, and 

presentation of relevant data (Baethge et al., 2019). 

RESULT AND DISCUSSION 

Results of the Literature Synthesis 

The synthesis produced five interdependent domains of pedagogical content knowledge. 

These domains should not be taught or assessed as isolated skills because a weakness in one 

area can reduce the quality of the entire design. For example, an enjoyable game remains 

educationally weak when the Arabic input is inaccurate, while linguistically correct material 

remains unsuitable when it ignores children’s need for movement, repetition, and interaction. 

These domains answer the first research question and are derived directly from the literature 

synthesis rather than from empirical testing. Table 3 summarizes each domain, and the 

following paragraphs indicate the literature that supports it. 

The first domain is content selection and linguistic accuracy. PIAUD students need to 

select concrete and functional vocabulary connected to children’s immediate experiences. 

Accuracy includes meaning, pronunciation, script, and contextual use. The second domain is 

developmental representation. Young learners benefit from short sequences, sensory support, 

movement, and repeated use in meaningful situations.  

The third domain is constructive alignment, which requires clear relationships among 

objectives, child activity, teacher support, and evidence of learning. Support for these domains 

comes from Indonesian studies showing that songs, repetition, and movement aid early Arabic 

learning (Aziz et al., 2021; Marni & Rahmi, 2025; Zulfida et al., 2024), from young learner 

research that emphasizes meaning and interaction (Thieme et al., 2022; Waddington, 2023), 
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and from early childhood standards that link objectives, activity, and observation (Children, 

2020; Ranta et al., 2023). 

Table 3. Proposed Pedagogical Content Knowledge Domains 

Domain Key Competence Observable Evidence 

Arabic content 

accuracy 

Select and verify age-

appropriate words and 

expressions. 

Correct script, meaning, 

pronunciation, and contextual use. 

Developmental 

representation 

Transform content into play, 

stories, songs, movement, and 

routines. 

Activities match attention span, 

motor needs, and social 

interaction. 

Instructional 

alignment 

Connect objectives, activities, 

prompts, and assessment. 

Each activity produces evidence 

related to the stated objective. 

Media judgment Use physical and digital media 

purposefully and safely. 

Media supports interaction rather 

than replacing it. 

Reflection and 

revision 

Use feedback and observation 

to improve the design. 

Revised plans explain what 

changed and why. 

The fourth domain is media judgment. Canva, digital storytelling, audio recordings, and 

interactive presentations can help students produce clear and repeatable input. However, the 

educational value of media depends on how it supports attention, interaction, and feedback. 

Canva-based resources are useful when their visual design is connected to pedagogical 

purposes rather than decorative production (Warmansyah et al., 2023). This domain is 

supported by reviews showing that digital language tools vary widely in design and require 

adult guidance Liu et al., (2024) and that teachers’ digital competence includes resource 

selection and ethical judgment (Revuelta-Domínguez et al., 2022). 

The fifth domain is reflective revision. Professional competence develops when students 

compare their intentions with evidence from teaching performance. A microteaching session 

should therefore be followed by feedback on Arabic accuracy, teacher language, pacing, child 

participation, and assessment. Reflection must produce a documented revision instead of a 

general statement that the activity was successful. Evidence based self evaluation is a recurring 

dimension of teachers’ digital competence (Smestad et al., 2023), which supports treating 

revision as observable evidence rather than a general impression. 

Answering the second research question, the synthesis identified four preparation gaps that 

recur across the literature. The first is curricular fragmentation, in which Arabic, child 

development, media, assessment, and microteaching are taught separately without a common 

performance task (Papavlasopoulou et al., 2024). The second is the confusion of technological 

proficiency with pedagogical competence, which appears when media production is evaluated 

without reference to children’s interaction (Falloon, 2020; Starkey, 2020).  

The third is the reliance on self reports of confidence instead of performance evidence 

(Papavlasopoulou et al., 2024; Smestad et al., 2023). The fourth is limited attention to Arabic 

accuracy within early childhood programs, since Indonesian studies document engaging 

methods but rarely examine how teachers verify meaning, script, and pronunciation (Aziz et 

al., 2021; Marni & Rahmi, 2025; Warmansyah et al., 2023). 
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Discussion and Proposed Application 

Moving from findings to proposed application, and answering the third research question, 

the authors propose that INSTITUT ISLAMKuningan could adopt a diagnose, model, design, 

microteach, and reflect cycle (Figure 2). This cycle is an interpretive recommendation derived 

from the synthesis and has not yet been tested with PIAUD students. Diagnosis identifies 

students’ initial Arabic knowledge and pedagogical assumptions. Modeling shows how 

lecturers think aloud while choosing content and representing it for young children. Design 

requires students to prepare a complete learning package. Microteaching tests the feasibility of 

the plan. Reflection requires revision based on evidence. 

 

 
Figure 2. Proposed Preparation Cycle for Play-Based Arabic Learning Design 

Assessment should use an analytic rubric rather than a single holistic score. Suggested 

dimensions are Arabic accuracy, developmental appropriateness, alignment, interaction, media 

judgment, assessment quality, and reflective revision. A portfolio can include the original 

design, language verification notes, media products, microteaching observation, peer feedback, 

and the final revised design. 

This model also supports curriculum integration. Arabic lecturers can verify linguistic 

content, PIAUD lecturers can evaluate developmental appropriateness, media lecturers can 

examine accessibility and design, and microteaching lecturers can assess performance. Shared 

assignments reduce duplication and make graduate competence more visible. 

The framework has limitations. It does not measure current student performance, and 

several principles are drawn from international early childhood literature that requires local 

adaptation. Future research should validate the rubric through expert judgment, apply it to 

student artifacts, report inter-rater reliability, and compare self-perceived competence with 

observed performance. 
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The domains operate as a system. Arabic accuracy protects the quality of input, 

developmental representation protects children from inappropriate abstraction, alignment 

protects the coherence of the lesson, media judgment protects interaction and safety, and 

reflection protects the program from repeating weak designs. A rubric that gives a high score 

to one domain cannot compensate for a critical failure in another. Serious pronunciation or 

meaning errors, for example, should trigger revision even when the media is visually strong. 

A practical design brief can make this integration visible. Students may receive a scenario 

describing children aged five to six, a theme such as family or animals, a limited lesson 

duration, and one inclusion consideration. They then select three to five Arabic targets, justify 

the selection, verify the language, design a play sequence, specify teacher prompts, and identify 

observable evidence. The brief prevents students from starting with a favourite application and 

searching for a learning purpose afterwards. 

The proposed rubric should include performance descriptors. At the beginning level, a 

design may contain unrelated activities, unverified language, and assessment that only asks 

whether children enjoyed the lesson. At the proficient level, the design uses accurate content, 

age-appropriate interaction, clear alignment, and observable evidence. At the advanced level, 

the student also anticipates learner variation, adapts prompts, and explains revisions using 

evidence from microteaching. 

Implementation can be distributed over one semester. Early meetings diagnose students’ 

Arabic and pedagogical foundations. Middle meetings provide lecturer modeling and guided 

design workshops. Later meetings conduct microteaching and revision conferences. The final 

portfolio should show development across time rather than a single polished product. Such 

sequencing is consistent with the need for sustained preparation rather than isolated technology 

training (Starkey, 2020). 

Lecturer collaboration requires governance. A shared project coordinator can establish 

common terminology, deadlines, rubric criteria, and feedback responsibilities. Without 

coordination, students may receive contradictory advice or repeat similar assignments. A 

moderation meeting can compare sample portfolios and calibrate scoring before final 

assessment. 

The framework also has implications for institutional quality assurance. Aggregated rubric 

data can show which domains require curricular reinforcement without exposing individual 

students. If several cohorts demonstrate strong media production but weak assessment design, 

the program can revise course sequencing or provide targeted workshops. Such data should be 

collected through actual scoring procedures and reported transparently. 

Future research should proceed in stages. The first stage can use expert validation to 

examine content relevance and clarity. The second can pilot the rubric with a small set of 

artifacts and calculate inter-rater agreement. The third can investigate students’ learning 

trajectories across the project cycle. The fourth can follow graduates into practicum or 

employment to examine transfer into authentic early childhood classrooms. 

The conceptual framework is not intended to standardize every Arabic lesson. Young 

children, local cultures, institutional resources, and teacher strengths differ. The framework 

instead identifies non-negotiable dimensions while allowing flexible methods. Songs, stories, 

puppets, games, digital media, and routines remain options whose value depends on the quality 

of the teacher’s reasoning. 
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The proposed framework should be read in relation to established models. The refined 

consensus model of pedagogical content knowledge describes how collective, personal, and 

enacted knowledge interact within a learning context (Carlson et al., 2019), while the TPACK 

framework, extended by contextual knowledge, explains how technology, pedagogy, and 

content are integrated (Mishra, 2019). DigCompEdu specifies educators’ digital competence 

across professional engagement, resources, assessment, and learner empowerment (Redecker, 

2017), the teacher digital competency framework adds personal, ethical, and contextual 

dimensions (Falloon, 2020), and later reviews and policy guidance confirm this 

multidimensional view (OECD, 2025; Revuelta-Domínguez et al., 2022).  

Table 4 shows that the present framework does not replace these models. Instead, it 

specifies them for one subject and one age group by adding Arabic linguistic verification, 

developmental representation for young children, and observable performance evidence. 

Table 4. Comparison of the Proposed Framework with Existing Frameworks 

Framework Core focus Use in this study Element added by 

the proposed 

framework 

Refined 

consensus model 

of PCK (Carlson 

et al., 2019) 

Collective, personal, 

and enacted PCK 

within a learning 

context 

Reasoning about 

representations and 

learner difficulties 

Arabic specific 

verification of 

meaning, script, and 

pronunciation 

TPACK with 

contextual 

knowledge 

(Mishra, 2019) 

Integration of 

technology, 

pedagogy, and 

content in context 

Media judgment 

within content and 

pedagogy 

Criteria for screen use, 

interaction, and child 

well-being in the early 

years 

DigCompEdu 

and teacher 

digital 

competency 

frameworks 

(Falloon, 2020; 

Redecker, 2017; 

Revuelta-

Domínguez et 

al., 2022) 

Areas of educators’ 

digital competence 

Resource selection, 

assessment, and 

responsible practice 

Links between digital 

resources and 

observable child 

participation 

Early childhood 

pedagogical 

competence 

(Ranta et al., 

2023) 

Planning, interaction, 

assessment, 

inclusion, and 

reflection 

Developmental 

appropriateness and 

reflection 

Subject specific 

indicators and a 

performance cycle for 

Arabic 

Proposed 

framework (this 

study) 

Integrated PCK for 

play-based Arabic 

learning 

Five domains, 

preparation cycle, 

rubric, and portfolio 

An assessable 

performance standard 

for prospective 

PIAUD teachers 
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The literature also clarifies how the domains should be enacted. Quality in early 

childhood provision depends on meaningful interactions and intentional support (OECD, 

2021), language rich environments are created through responsive interaction and meaningful 

routines (Finders et al., 2023), and preschool teachers value play based approaches for language 

and literacy but need support to reconcile them with curriculum demands (Roche et al., 2024). 

Foreign language programmes for young children differ from adult instruction because they 

rely on oral interaction, stories, games, and manageable cognitive demands (Thieme et al., 

2022). Media design should coordinate rather than duplicate verbal and visual information 

(Mayer, 2021), language activities should draw on evidence based strategies such as 

storytelling, play, and interactive dialogue (Astuti, 2025), and digital storytelling is useful only 

when it remains developmentally appropriate (Purnama et al., 2022).  

At the policy level, technology should remain subordinate to learning needs, inclusion, 

and children’s well-being (OECD, 2023; UNESCO, 2023). Preservice programmes that model 

these choices, use authentic design tasks, and provide continuous feedback are therefore more 

likely to support meaningful integration (Starkey, 2020; Zhang et al., 2025). Table 5 links each 

research question to its answer and indicates whether the answer is a literature derived finding 

or a proposed application, so that the boundary between synthesis and recommendation remains 

visible. 

Table 5. Research Questions, Answers, and Status of the Evidence 

Research question Answer from the synthesis Status 

RQ1. Domains of 

pedagogical content 

knowledge for early 

Arabic learning 

Arabic content accuracy, developmental 

representation, instructional alignment, 

media judgment, and reflective revision 

(Table 3) 

Literature derived 

finding 

RQ2. Preparation gaps 

identified in the 

literature 

Curricular fragmentation; technology 

confused with pedagogy; reliance on self 

reports; limited attention to Arabic 

accuracy 

Literature derived 

finding 

RQ3. Curriculum and 

assessment model for 

INSTITUT 

ISLAMKuningan 

Diagnose, model, design, microteach, 

and reflect cycle with analytic rubric and 

portfolio (Figure 2) 

Proposed 

application that 

requires expert 

validation and 

empirical testing 

CONCLUSION 

PIAUD students’ competence in designing Arabic learning should be understood as 

integrated pedagogical content knowledge. It combines linguistic accuracy, developmental 

representation, instructional alignment, media judgment, assessment, and reflection. Attractive 

media or self-confidence alone cannot demonstrate this competence. In answer to the research 

questions, this structured narrative review identified five interdependent domains, four 

recurrent preparation gaps, and a proposed preparation cycle that can translate the domains into 

curriculum and assessment. For INSTITUT ISLAMKuningan, the proposed diagnose–model–

design–microteach–reflect cycle offers a basis for curriculum mapping and authentic 

assessment.  
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The model can connect Arabic courses, early childhood pedagogy, learning media, 

assessment, and microteaching through shared performance tasks and portfolio evidence. The 

main scientific contribution is an integrated framework that specifies pedagogical content 

knowledge and technology integration models for play-based Arabic learning in Islamic early 

childhood teacher education. The framework has not been tested with PIAUD students and 

requires expert validation and empirical evaluation.  

REFERENCES 

Akmaliyah, A., Hudzaifah, Y., Ulfah, N., & Pamungkas, M. I. (2021). Child-Friendly Teaching 

Approach For Arabic Language In Indonesian Islamic Boarding School. International 

Journal Of Language Education, 5(1), 501–514. 

Https://Doi.Org/10.26858/Ijole.V5i1.15297 

Astuti, W. (2025). A Systematic Literature Review On Language Development Strategies In 

Early Childhood Education: Effective Pedagogical Approaches. Ejournal.Upi.Eduw 

Astuti, E Yafiemimbar Pendidikan, 2025•Ejournal.Upi.Edu, 10(2), 126–138. 

Https://Doi.Org/10.17509/Mimbardik.V10i2.82960 

Aziz, A., Niswah, S. K., & Ibrahim, F. M. A. (2021). Acquisition Of Arabic As A Second 

Language In Early Children In Islamic Kindergarten. Arabiyat: Jurnal Pendidikan 

Bahasa Arab Dan Kebahasaaraban, 8(2), 157–168. 

Https://Doi.Org/10.15408/A.V8i2.20595 

Baethge, C., Goldbeck-Wood, S., & Mertens, S. (2019). Sanra: A Scale For The Quality 

Assessment Of Narrative Review Articles. Research Integrity And Peer Review, 4, 5. 

Https://Doi.Org/10.1186/S41073-019-0064-8 

Carlson, J., Daehler, K. R., Alonzo, A. C., Barendsen, E., Berry, A., Borowski, A., Carpendale, 

J., Chan, K. K. H., Cooper, R., Friedrichsen, P., Gess-Newsome, J., Henze-Rietveld, I., 

Hume, A., Kirschner, S., Liepertz, S., Loughran, J., Mavhunga, E., Neumann, K., Nilsson, 

P., … Wilson, C. (2019). The Refined Consensus Model Of Pedagogical Content 

Knowledge In Science Education. In A. Hume, R. Cooper, & A. Borowski (Eds.), 

Repositioning Pedagogical Content Knowledge In Teachers’ Knowledge For Teaching 

Science (Pp. 77–92). Springer. Https://Doi.Org/10.1007/978-981-13-5898-2_2 

Children, N. A. For The E. Of Y. (2020). Developmentally Appropriate Practice: A Position 

Statement. National Association For The Education Of Young Children. 

Https://Www.Naeyc.Org/Resources/Position-Statements/Dap/Principles 

Falloon, G. (2020). From Digital Literacy To Digital Competence: The Teacher Digital 

Competency (Tdc) Framework. Educational Technology Research And Development, 

68(5), 2449–2472. Https://Doi.Org/10.1007/S11423-020-09767-4 

Finders, J., Wilson, E., & Duncan, R. (2023). Early Childhood Education Language 

Environments: Considerations For Research And Practice. Frontiers In Psychology, 14, 

1202819. Https://Doi.Org/10.3389/Fpsyg.2023.1202819 

Hanifah, U., Binti Adam, Z., Faizin, M., Miftakhul Jannah, I., & Hanafi, Y. (2024). 

Accelerating The Digitalisation Of Learning Post-Covid-19 Era To Improve The 

Pedagogical Competence Of Pre-Service Arabic Teachers. Cogent Education, 11(1). 

Https://Doi.Org/10.1080/2331186x.2024.2413241 

Liu, S., Reynolds, B. L., Thomas, N., & Soyoof, A. (2024). The Use Of Digital Technologies 

To Develop Young Children’s Language And Literacy Skills: A Systematic Review. 

Journals.Sagepub.Coms Liu, Bl Reynolds, N Thomas, A Soyoofsage Open, 

2024•Journals.Sagepub.Com, 14(1). Https://Doi.Org/10.1177/21582440241230850 

Marni, M., & Rahmi, R. (2025). Arabic Learning Strategy For Early Childhood In Raudhatul 

Athfal Harapan Bunda. Tanwir Arabiyyah: Arabic As Foreign Language Journal, 5(1), 

65–78. Https://Doi.Org/10.31869/Aflj.V5i1.6671 



 

364 

Mayer, R. E. (2021). Multimedia Learning (The 3rd Edition).  

Mishra, P. (2019). Considering Contextual Knowledge: The Tpack Diagram Gets An Upgrade. 

Journal Of Digital Learning In Teacher Education, 35(2), 76–78. 

Https://Doi.Org/10.1080/21532974.2019.1588611 

OECD. (2021). Starting Strong Vi: Supporting Meaningful Interactions In Early Childhood 

Education And Care. Oecd Publishing. Https://Doi.Org/10.1787/F47a06ae-En 

OECD. (2023). Teachers And School Leaders As Lifelong Learners. Oecd Publishing.  

OECD. (2025). Preparing Teachers For Digital Education: Continuing Professional Learning 

On Digital Skills And Pedagogies (Oecd Education Policy Perspectives No. 122). Oecd 

Publishing. Https://Doi.Org/10.1787/Af442d7a-En 

Page, M. J., Mckenzie, J. E., Bossuyt, P. M., Boutron, I., Hoffmann, T. C., Mulrow, C. D., 

Shamseer, L., Tetzlaff, J. M., Akl, E. A., Brennan, S. E., Chou, R., Glanville, J., 

Grimshaw, J. M., Hróbjartsson, A., Lalu, M. M., Li, T., Loder, E. W., Mayo-Wilson, E., 

Mcdonald, S., … Moher, D. (2021). The Prisma 2020 Statement: An Updated Guideline 

For Reporting Systematic Reviews. Bmj.Commj Page, Je Mckenzie, Pm Bossuyt, I 

Boutron, Tc Hoffmann, Cd Mulrow, L Shamseerbmj, 2021•Bmj.Com, 372. 

Https://Doi.Org/10.1136/Bmj.N71 

Papavlasopoulou, S., Undheim, M., Meaney, T., & Esmaeeli, S. (2024). Early Childhood Pre-

Service Teachers’ Preparation For Using Technology With Children: A Systematic 

Literature Review. European Journal Of Teacher Education, 49(2). 

Https://Doi.Org/10.1080/02619768.2024.2341935 

Purnama, S., Ulfah, M., Ramadani, L., Rahmatullah, B., & Ahmad, I. F. (2022). Digital 

Storytelling Trends In Early Childhood Education In Indonesia: A Systematic Literature 

Review. Journal.Unj.Ac.Ids Purnama, M Ulfah, L Ramadani, B Rahmatullah, If 

Ahmadjpud-Jurnal Pendidikan Usia Dini, 2022•Journal.Unj.Ac.Id, 16(1), 17–31. 

Https://Doi.Org/10.21009/Jpud.161.02 

Ranta, S., Kangas, J., Harju-Luukkainen, H., Ukkonen-Mikkola, T., Neitola, M., Kinos, J., 

Sajaniemi, N., & Kuusisto, A. (2023). Teachers’ Pedagogical Competence In Finnish 

Early Childhood Education—A Narrative Literature Review. Education Sciences, 13(8), 

791. Https://Doi.Org/10.3390/Educsci13080791 

Redecker, C. (2017). European Framework For The Digital Competence Of Educators: 

Digcompedu. Joint Research Centre (Jrc) Science For Policy Report, 95. 

Https://Doi.Org/10.2760/159770 

Revuelta-Domínguez, F.-I., Guerra-Antequera, J., González-Pérez, A., Pedrera-Rodríguez, M.-

I., & González-Fernández, A. (2022). Digital Teaching Competence: A Systematic 

Review. Sustainability, 14(11), 6428. Https://Doi.Org/10.3390/Su14116428 

Roche, A., Carroll, C., & O’malley, M. P. (2024). An Exploration Of Pre-School Teachers’ 

Experiences Of Using Play-Based Approaches To Develop Language And Literacy Skills 

Within Their Classrooms Of Children Aged Two To Five Years. Child Language 

Teaching And Therapy, 40(3), 278–296. Https://Doi.Org/10.1177/02656590241276687 

Skene, K., O’farrelly, C. M., Byrne, E. M., Kirby, N., Stevens, E. C., & Ramchandani, P. G. 

(2022). Can Guidance During Play Enhance Children’s Learning And Development In 

Educational Contexts? A Systematic Review And Meta-Analysis. Academic.Oup.Comk 

Skene, Cm O’farrelly, Em Byrne, N Kirby, Ec Stevens, Pg Ramchandanichild 

Development, 2022•Academic.Oup.Com, 93(4), 1162–1180. 

Https://Doi.Org/10.1111/Cdev.13730 

Smestad, B., Hatlevik, O. E., Johannesen, M., & Øgrim, L. (2023). Examining Dimensions Of 

Teachers’ Digital Competence: A Systematic Review Pre- And During Covid-19. 

Heliyon, 9(6), E16677. Https://Doi.Org/10.1016/J.Heliyon.2023.E16677 

Starkey, L. (2020). A Review Of Research Exploring Teacher Preparation For The Digital Age. 



 

Interdiciplinary Journal and Humanity   
 365 

Cambridge Journal Of Education, 50(1), 37–56. 

Https://Doi.Org/10.1080/0305764x.2019.1625867 

Sukhera, J. (2022). Narrative Reviews: Flexible, Rigorous, And Practical. Journal Of Graduate 

Medical Education, 14(4), 414–417. Https://Doi.Org/10.4300/Jgme-D-22-00480.1 

Thieme, A. M. M. M., Hanekamp, K., Andringa, S., Verhagen, J., & Kuiken, F. (2022). The 

Effects Of Foreign Language Programmes In Early Childhood Education And Care: A 

Systematic Review. Taylor & Francisammm Thieme, K Hanekamp, S Andringa, J 

Verhagen, F Kuikenlanguage, Culture And Curriculum, 2022•Taylor & Francis, 35(3), 

334–351. Https://Doi.Org/10.1080/07908318.2021.1984498 

UNESCO. (2023). Global Education Monitoring Report 2023: Technology In Education—A 

Tool On Whose Terms? Unesco. Https://Doi.Org/10.54676/Uzqv8501 

UNICEF. (2019). A World Ready To Learn: Prioritizing Quality Early Childhood Education. 

Unicef. Https://Www.Unicef.Org/Reports/A-World-Ready-To-Learn-2019 

Waddington, J. (2023). Early Foreign Language Education: Play As A Site For Child Agency. 

Taylor & Francisj Waddingtonjournal Of Multilingual And Multicultural Development, 

2024•Taylor & Francis. Https://Doi.Org/10.1080/01434632.2023.2290095 

Warmansyah, J., Nurlaila, N., Mudinillah, A., & Fitri, A. D. (2023). The Utilization Of Canva 

Application In Supporting Early Childhood Arabic Language Learning: Teachers’ 

Perceptions / Pemanfaatan Aplikasi Canva Dalam Medukung Pembelajaran Bahasa Arab 

Anak Usia Dini: Persepsi Guru. Lughawiyah: Journal Of Arabic Education And 

Linguistics, 5(2), 141–154. Https://Doi.Org/10.31958/Lughawiyah.V5i2.10781 

Zhang, L., Yang, C., & Zheng, Y. (2025). Digital Competence For Sustainable Education Of 

Pre-Service Teachers: A Systematic Literature Review (2014–2024). Frontiers In 

Psychology, 16, 1710983. Https://Doi.Org/10.3389/Fpsyg.2025.1710983 

Zulfida, S., Rafli, Z., Murtadho, F., & Islam, M. S. (2024). Arabic Vocabulary Learning 

Strategies In Early Childhood: A Case Study At An Integrated Islamic Elementary School. 

An Nabighoh, 26(2), 269–286. Https://Doi.Org/10.32332/An-Nabighoh.V26i2.269-286 

 
 


	Husnul Hafidhoh1 Mubarok Fatahillah2
	Husnul Hafidhoh1, Mubarok Fatahillah2
	Institut Islam Kuningan, Indonesia1,2
	Email: husnulhafidhoh@gmail.com1, mubarokfatahillah@gmail.com2
	am Kuningan1,2, Indonesiaarokfatahillah@gmail.com2

