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Abstract 

Maharah kalam (speaking skill) is essential for non-Arab learners in 
Islamic higher education; however, classroom tasks frequently fall 
short of fostering the extended, theme-bound discourse required in 
academic contexts. Consequently, Bahasa Indonesia often enters 
instruction as an unplanned habit rather than a strategically designed 
and systematically withdrawn scaffold. To address this gap, this 
study developed and validated a conceptual framework for strategic 
translanguaging within thematic-integrative maharah kalam 
instruction. The study employed a three-phase design: a PRISMA-
adapted literature synthesis of publications from 2021 to 2026 

(n = 28), a double-coded curriculum analysis within the Arabic 
Language Education Program at Universitas Islam Riau, and an 
expert validation using Aiken’s V involving five specialists 
evaluating appropriateness, clarity, and practical utility. The resulting 
framework integrates input, process, and output components. The 
instructional process operates through concept explanation, lexical 
activation, and metacognitive reflection, featuring a structured 
protocol of translanguaging points and gradual L1 fading. A 100-
minute instructional blueprint demonstrates the systematic 
reduction of L1 reliance within a single unit. Expert evaluation 
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yielded high content validity, with Aiken’s V coefficients ranging 
from 0.900 to 0.933 (V > 0.80) and an overall feasibility score of 
3.75 (Very Good). Although clarity initially received the lowest 
rating and required primary revision, the experts fully endorsed the 
protocol for scaffolded L1 integration and withdrawal. This paper 
establishes the pedagogical feasibility of the framework, while 
acknowledging that empirical measurement of student speaking 
gains remains a subject for future research. 

Keywords: Strategic trans-language; maharah kalam; thematic-
integrative learning; Arabic language teaching; 
scaffolded instruction 

Introduction  

Maharah kalam is one of the skills non-Arab students in Islamic higher 
education are expected to leave with (Abidah et al., 2026). Classroom practice  
often falls short of that expectation. Students hear little authentic Arabic, 
grammar-translation still takes most of the hour, confidence drops once a turn 
runs longer than a sentence, and the materials sit some distance from the 
communicative competence written into the curriculum (Rosyad et al., 2026; 
Abidah et al., 2026). Bibliometric maps of Arabic language education in 
Indonesian Islamic higher education show a rapidly growing literature. They do 
not show the pedagogical handling of students’ first language as a theme in its 
own (Maghfirah et al., 2025; Safrudin et al., 2024). 

Thematic teaching has become hard to avoid once a cohort is 
linguistically mixed. Local themes have been used to organize Arabic speaking 
materials for school students (Irawan et al., 2026) and to select texts in other 
language classrooms (Gunawardane et al., 2025). Developers of speaking 
modules have asked whether learners are ready to produce speech, and how far 
they can work without the teacher (Nurjanah et al., 2021), including in Arabic 
maharah kalam materials (Urwati et al., 2023). Arabic tasks built on Content and 
Language Integrated Learning (CLIL) have been linked to higher self-efficacy 
(Kamis et al., 2021). These studies support linking a theme to oral Arabic. 
However, none of these studies report an L1 protocol for maharah kalam in 
Islamic higher education.  

Translanguaging research inside CLIL is fairly consistent on one point. 
A planned use of the first language helps when the content is cognitively heavy 
(Hu et al., 2023). The stronger accounts refuse to leave L1 as a rescue device. 
They treat it as a way of tying what students already know to the material in 
front of them (Zhou & Mann, 2021; Abourehab & Azaz, 2023). Chinese CLIL 
classrooms offer a concrete picture: teachers place L1 at specific moments, 
explain a concept and return to it in reflection, so that students stay in the task 
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while content and language are both in play (Zhou & Mann, 2021; Hu et al., 
2023). Reviews from the same region warn against carrying a European CLIL 
package into Asian classrooms as if the linguistic setting did not matter. 
Curriculum design and teacher development have to travel with the method 
(Hu, 2023). Materials studies are blunter. CLIL texts often pass over what 
students already know, and they treat cognition, culture, and communication 
thinly. Classroom use then stalls (Cao, 2021). 

A stricter reading is still required. Gains in the target language can look 
larger than they are when selection and prior preparation go uncontrolled, so the 
flattering version of CLIL is a poor guide (Feddermann et al., 2021). When 
materials fail to balance content, cognition, communication, and culture in 
balance, teachers improvise (Cao, 2021; Hu, 2023). Pedagogical translanguaging 
has supported learning in Arabic heritage and community classes (Abourehab & 
Azaz, 2023). Those learners are not the non-Arab undergraduates whose L1 is 
Indonesian and who hear little Arabic once they leave the room. If L1 is left 
open-ended, the Arabic practice that does exist shrinks further (Awwaludin et 
al., 2022; Maulita, 2023). Indonesian maharah kalam therefore needs a limited, 
designed use of L1, with an explicit point at which that support is withdrawn. 
Studies of Arabic phrase translation point in the same direction: movement 
between language systems holds when it is procedural, and it frays when it is left 
to feel (Anis et al., 2022). Strategic translanguaging, as used here, means the 
planned, bounded, and gradually withdrawn use of Bahasa Indonesia at three 
instructional points—concept explanation, thematic lexical activation, and 
metacognitive reflection—so that thematic Arabic speech has a scaffold. 
Incidental code-switching is a different practice. So are teaching the whole 
session in Indonesian, and immersion that offers no scaffold at all. For Arabic 
language education, the new step is to treat the function of L1, its timing, and its 
withdrawal as decisions a lecturer can design inside a thematic maharah kalam 
unit. 

Hu and colleagues reserve the word strategic for L1 used at selected 
moments and aligned with the teaching aim, the difficulty of the content, and 
who the learners are (Hu et al., 2023; Hu, 2022). In Indonesian classrooms the 
distance between the task and real talk shows up in three places, and each is a 
different kind of distance. Speaking work is still often a sentence drill or a topic 
recitation. Campus and religious talk asks for something longer, and bound to a 
theme (Rosyad et al., 2026; Abidah et al., 2026). Support, where it exists, usually 
stops at a grammar point or a word list. A student can recognize the form and 
still be unable to hold a turn (Rosyad et al., 2026). Assessment in outcome-based 
Arabic programs records the performance at the end. It rarely records how L1 
support is withdrawn (Samin et al., 2026). A similar mismatch, between what the 
class does and what the profession later asks, has been described in other 
vocational language programs (Mahmood et al., 2025). The problem is a missing 
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design: a way to turn Bahasa Indonesia from an unplanned prop into a 
temporary thematic scaffold, inside a curriculum that already asks for thematic 
Arabic in real academic situations. 

The pressure on that problem comes from several directions at once. 
Recent innovation agendas in Arabic language learning have gathered around 
technology—digital media, information and communication technology, newer 
learning tools, and large language models—while the decision about which 
language the lecturer uses has stayed in the background (Islami et al., 2026; 
Muhdi et al., 2024; Shadiev et al., 2023; Raharjo et al., 2026). The bibliometric 
maps already cited make the same absence visible from the other side. Managing 
L1 is everyday classroom business, and not a research theme (Maghfirah et al., 
2025; Safrudin et al., 2024). Without a fading protocol, Bahasa Indonesia thins 
an Arabic-speaking environment that is already limited (Awwaludin et al., 2022; 
Maulita, 2023). An operational framework has to be built and validated before 
module trials and classroom experiments can mean much. 

Earlier studies have tried to thicken the Arabic environment, to build 
speaking modules or digital media, or to encourage self-regulated learning. An 
L1 protocol inside the thematic unit is not part of that work (Awwaludin et al., 
2022; Maulita, 2023; Urwati et al., 2023; Abidah et al., 2026; Samin et al., 2022). 
International CLIL research has named critical translanguaging points (Zhou & 
Mann, 2021; Hu et al., 2023) and has argued for localization through the 4Cs—
Content, Cognition, Communication, and Culture (Cao, 2021; Hu, 2023). That 
argument has not yet been turned into a validated operational framework for 
thematic-integrative maharah kalam in Indonesian Islamic higher education. 
Three gaps remain. Thematic units still do not mark their translanguaging 
points. No fading sequence moves students from L1 support toward Arabic 
they can manage on their own. And such a framework has not been put in front 
of experts; the literature describes responsive L1 use and stops. What is still 
missing is a locally adapted, expert-validated protocol that states those points 
and those procedures for thematic-integrative maharah kalam. 

The difference from earlier work is concrete. Descriptive accounts of 
Arabic classrooms treat Bahasa Indonesia as something the teacher reaches for 
when proficiency runs low (Awwaludin et al., 2022; Maulita, 2023). This study 
states the moment, the reason, and the later withdrawal. Module and digital-
media studies strengthen the speaking task and leave L1 undesigned (Urwati et 
al., 2023; Abidah et al., 2026; Ruby Syahira & Zukhaira, 2026). Here a bounded 
translanguaging-point protocol is placed inside the thematic unit. CLIL–
translanguaging research has recorded strategic L1 use mainly in content 
classrooms that are not Arabic ones (Zhou & Mann, 2021; Hu et al., 2023; Li & 
Zhang, 2022). Those findings are carried into a setting of non-Arab learners in 
Indonesian Islamic higher education, with the curriculum documents of the 
Arabic Education Study Program at Universitas Islam Riau as the local base, and 
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the resulting framework is put through expert content validation. The original 
step is the conversion of a known insight—that L1 can support learning—into 
an expert-validated operational framework in which first-language use is a 
pedagogical scaffold the lecturer designs. 

The questions that follow from this gap are these. 

1. RQ1: What theoretical foundations and research gaps concerning 
translanguaging and CLIL are relevant to thematic-integrative maharah kalam 
instruction in Islamic higher education? 

2. RQ2: What structure and components should constitute a strategic 
translanguaging conceptual framework appropriate for the local context? 

3. RQ3: To what extent is the proposed framework considered feasible based 
on expert evaluations of its appropriateness, clarity, and practical usefulness? 

The objectives of the study are to identify the theoretical bases and the 
research gaps concerning strategic translanguaging in thematic-integrative 
maharah kalam for non-Arab learners in Islamic higher education, to build the 
structure and the main components of a framework adapted from CLIL to this 
local setting, and to establish whether specialists in Arabic language education, 
curriculum, and CLIL judge that framework feasible. The expected theoretical 
contribution is a reconceptualization of Bahasa Indonesia as thematic 
scaffolding that can be designed, together with a localization of CLIL 
translanguaging for this kind of class (Hu, 2023; Cao, 2021). The expected 
practical contribution is a protocol—concept explanation, lexical activation, and 
metacognitive reflection with fading—that lecturers can insert into Maharah al-
Kalam units already on the syllabus. At curriculum level, the same protocol 
supplies a written scaffolding procedure that can sit beside Outcome-Based 
Education, where the outcomes are explicit and the oral-scaffolding steps are 
not (Mufanti et al., 2024; Samin et al., 2026). What these objectives are set to 
establish is expert-validated pedagogical feasibility. 

Method  

The aim was to develop a strategic translanguaging framework for 
thematic-integrative maharah kalam among non-Arab learners in Islamic higher 
education. Three streams of evidence were kept in step: a synthesis of recent 
work on translanguaging within CLIL, an analysis of curriculum documents read 
against the Indonesian setting, and validation by specialists in Arabic language 
education, curriculum, and CLIL. The validators judged appropriateness, clarity, 
and practical usefulness. Findings are reported in the order of the three research 
questions. 

The methodological contribution is that combination. Maharah kalam 
research in Indonesia has mostly taken the form of module trials or descriptive 
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surveys. CLIL–translanguaging research has mostly taken the form of classroom 
discourse analysis or systematic review (Zhou & Mann, 2021; Li & Zhang, 2022; 
Hu et al., 2023; Abidah et al., 2026). Used alone, neither family yields an expert-
validated operational protocol for thematic Arabic speaking. Quality criteria 
from educational design research (Nieveen & Folmer, 2013; Matolić et al., 2023) 
were adapted to a three-stream design: a PRISMA-adapted conceptual synthesis, 
double-coded analysis of the local curriculum, and content validation with 
Aiken’s V. The product is a content-valid framework that later classroom work 
can test. The techniques are familiar. Arranged this way, they produce a kind of 
evidence that maharah kalam research in Islamic higher education has not had: 
pedagogical feasibility, with the translanguaging points specified. 

Data Sources and Participants 

Three kinds of sources were used. The first was secondary: peer-
reviewed articles on translanguaging, CLIL, and maharah kalam for non-Arab 
learners, retrieved from Scopus, Google Scholar, and ERIC. An initial search 
ran from 5 to 20 January 2026. A further search in June 2026 picked up journal 
issues that had appeared since, so the synthesis would still be current when the 
framework was closed. Both rounds used the Boolean string (“translanguaging” 
OR “first language use” OR “L1 scaffolding”) AND (“CLIL” OR “content and 
language integrated learning”) AND (“Arabic speaking” OR “maharah kalam” 
OR “speaking skill”), limited to 2021–2026. Records from the two rounds were 
pooled and screened against the same criteria. The reporting flow follows 
PRISMA for the sake of a transparent conceptual synthesis. Effect estimation, 
and a full systematic-review protocol, were outside the aim. Of 216 records 
identified, 168 remained after duplicates were removed, and 54 passed title-and-
abstract screening. Of those 54, 36 went to full-text assessment. The written 
screening account does not place the other 18 records in a separate exclusion 
category, so Figure 1 reports that count without assigning a reason. Of the 36 
full texts, 8 were excluded because they did not address translanguaging, CLIL, 
or speaking pedagogy, or because they were not peer-reviewed journal articles 
within the 2021–2026 window. Twenty-eight articles remained. Inclusion 
required a peer-reviewed journal article in English, Indonesian, or Arabic, with 
Latin transliteration where the Arabic record needed it. Conference papers, 
books, and grey literature were excluded. Figure 1 shows the funnel. 
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Figure 1. PRISMA-adapted flow of literature identification and screening for 
the conceptual synthesis. 

Note. The procedure is adapted from the PRISMA reporting flow for transparency of conceptual 
synthesis; it is not claimed as a full systematic review or meta-analysis. Duplicate removal (n = 
48) is the difference between records identified (n = 216) and records remaining (n = 168). The 
remainder (n = 18) is the difference between records passing title-and-abstract screening (n = 
54) and full texts assessed (n = 36). The screening account states no exclusion category for those 
18 records. The only stated full-text exclusion is the set of 8 records described in the paragraph 
above. 

The second source was documentary: the curriculum of the Arabic 
Education Study Program, Faculty of Islamic Studies, Universitas Islam Riau. 
The set comprised the Graduate Learning Outcomes (CPL), the course syllabus, 
and the Semester Learning Plan (Rencana Pembelajaran Semester—RPS) for 
Maharah al-Kalam in 2024/2025. Thematic content analysis was used to locate 
instructional needs and to mark stages at which first-language (L1) scaffolding 
would be required. The reading was meant to yield contextual evidence that 
similar Arabic Education programs in other Islamic higher education institutions 
could examine for transfer. Units of analysis were the graduate learning 
outcomes tied to spoken discourse; the thematic units in the syllabus and the 
RPS; the indicators used to assess speaking; and the instructional strategies 
named in the documents. Coding moved through three passes. Open coding 
first marked segments on speaking outcomes, thematic units, L1 scaffolding, 
assessment, and signs of independent Arabic production. Axial coding then 
gathered those codes into five categories: L1 functions; translanguaging points; 
thematic integration; fading mechanisms; and assessment orientation. The 
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categories were set against widely used CLIL principles to identify the 
operational gaps and to tighten the framework. The principal researcher and a 
second researcher coded independently. The two sets were compared segment 
by segment. When a segment was placed in different categories, the 
disagreement was recorded and discussed until the two coders assigned it the 
same way. Credibility here rests on that consensus, not on a single coder. 

Primary data came from validation forms completed by five specialists: 
two in Arabic language pedagogy, one curriculum specialist in Arabic language 
education, and two in CLIL and translanguaging. They rated the framework on 
appropriateness, clarity, and practical usefulness. 

Research Procedure 

The framework was built in a five-stage cycle. Stage 1 drew out the main 
findings and the instructional patterns of translanguaging in recent CLIL work. 
Stage 2 mapped what non-Arab learners in Islamic higher education need, using 
the curriculum documents. Stage 3 asked where strategic translanguaging, 
thematic-integrative teaching, and the local learners could actually meet. Stage 4 
wrote the procedural structure, fixed the critical translanguaging points, and 
drafted an operational protocol for each thematic unit. Stage 5 sent the 
framework to the experts and revised it until they converged on feasibility. The 
stages ran in that order, with room to revise an earlier decision in light of a later 
one. Stages 1 and 2 answer RQ1, stages 3 and 4 answer RQ2, and stage 5 
answers RQ3. 

Those five stages are the developmental cycle. Inside the cycle, evidence 
was handled in four audit steps—collection, classification, analysis, and 
reporting—following the process logic of recent Arabic-language studies that 
treat bilingual transfer as a designed procedure (Anis et al., 2022). 

Data collection. Three streams were collected together. (1) Secondary 
literature was retrieved from Scopus, Google Scholar, and ERIC on 5–20 
January 2026, with an update in June 2026, using the Boolean string above, 
limited to 2021–2026. (2) Documentary data comprised the CPL, syllabus, and 
RPS of the Maharah al-Kalam course at Universitas Islam Riau (2024/2025). (3) 
Primary data comprised completed expert-validation forms from five specialists 
who met the eligibility criteria set out below. 

Data Classification  

After duplicates were removed, records were marked included or 
excluded at title-and-abstract level and again at full text We open-coded 
curriculum segments into speaking outcomes, thematic units, L1 scaffolding, 
assessment practices, and indicators of independent Arabic production. Expert 
ratings were sorted by dimension (appropriateness, clarity, practical usefulness) 
and by the theme of the comment. 
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Data Analysis  

The 28 articles were synthesized conceptually. They were not meta-
analyzed. Curriculum codes were grouped axially into five categories—L1 
functions, translanguaging points, thematic integration, fading mechanisms, and 
assessment orientation—and set against CLIL principles. Expert scores were 
examined through dimension means and Aiken’s V. Open comments were 
reduced to points for revision. 

Reporting of results 

Findings follow RQ1, then RQ2, then RQ3: the literature-and-
curriculum gap (Table 1), the framework and its protocol (Tables 2–4, Figure 2), 
and the feasibility evidence (Tables 5–6). The sequence—collect, classify, 
analyse, report—is what makes the conceptual design open to audit and to 
replication. 

Research Instrument 

The research instrument consisted of an expert validation questionnaire 
developed by adapting educational intervention quality criteria—namely 
relevance (validity), consistency, and practicality—into three evaluation 
dimensions: (1) the appropriateness of the framework with respect to 
translanguaging theory and the thematic-integrative approach; (2) the clarity of 
the presentation of the framework's stages, components, and strategic 
translanguaging protocol; and (3) the practical usefulness of the framework for 
maharah kalam instruction in Islamic higher education (Nieveen & Folmer, 
2013). The questionnaire comprised 12 closed-ended items, with four items for 
each evaluation dimension, measured on a four-point Likert scale (1 = Poor, 2 
= Fair, 3 = Good, and 4 = Very Good). Each evaluation dimension also 
included an open-ended section for comments and suggestions. This concise 12-
item format is consistent with the development of evaluation instruments for 
educational and training programs that emphasize practical feasibility without 
compromising construct coverage (Matolić et al., 2023). The score for each 
evaluation dimension was calculated as the mean of its four constituent items, 
whereas each expert's overall score represented the average of the three 
evaluation dimensions. Before implementation, an expert in Arabic language 
education research methodology validated the questionnaire for linguistic clarity 
and content appropriateness. The experts were selected based on the following 
criteria: (a) a minimum of five years of teaching or research experience in 
maharah kalam; (b) at least a master's degree in Arabic language education or 
applied linguistics; and (c) a record of indexed scholarly publications in relevant 
fields within the previous five years. 
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Data Analysis 

Quantitative ratings were examined with descriptive statistics and a 
content-validity coefficient. Comments were examined thematically. For each 
dimension, the mean was read against these bands: 1.00–1.74 = Poor; 1.75–2.49 
= Fair; 2.50–3.24 = Good; 3.25–4.00 = Very Good. A mean of 3.00 was the 
acceptance floor. Means alone do not show whether the raters agreed, so 
content validity was also estimated with Aiken’s V, V = Σs / [n(c − 1)], where s 
is the distance between a rater’s score and the lowest score on the scale, n is the 
number of raters (n = 5), and c is the number of categories (c = 4) (Aiken, 1985). 
V was computed for each of the 12 items and for each of the three dimensions. 
From Aiken’s critical-value table, V ≥ 0.80 was required before an item or a 
dimension could be treated as valid for five raters and four categories (p < .05). 
Comments were reduced, grouped by theme, and turned into revisions. 
Consensus was defined in advance as a condition in which at least four of the 
five experts had an individual mean in the Good or Very Good band on all 
three dimensions. After the ratings came in, the framework was revised, and 
then closed as the study product. 

Data Validation Procedures 

Validation was layered to match the three sources. The literature corpus 
was checked against the inclusion rules, duplicated, and run through the 
PRISMA-adapted eligibility screen, which left 28 articles (Figure 1). The 
curriculum analysis was checked by independent double coding; disagreements 
were recorded and resolved in discussion until the coders agreed on every 
disputed segment. The framework itself was rated by five experts on 
appropriateness, clarity, and practical usefulness. Dimension means were read 
against an acceptance floor of 3.00, and Aiken’s V against a critical value of 0.80 
(n = 5, c = 4, p < .05). Comments were analyzed thematically and used to revise 
the protocol before the framework was closed. The procedure supports a claim 
of content-valid feasibility. It does not support a claim of classroom 
effectiveness. 

Ethical Considerations 

All five validators gave informed consent. Identities were replaced with 
the codes E1–E5, and any expert could withdraw at any time without penalty. 
Only expert review was involved. No participants were vulnerable, and the work 
was treated as minimal-risk research. Procedures followed the research ethics 
guidelines of Universitas Islam Riau. 
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Findings and Discussion  

Theoretical Foundations and Literature Gap Analysis (RQ1) 

RQ1 is answered by placing international CLIL practice alongside 
maharah kalam instruction in Indonesian Islamic higher education, and alongside 
the research site's curriculum documents. International studies put strategic 
first-language (L1) use at points decided in advance—concept explanation, 
clarification, and metacognitive reflection—and they treat teacher scaffolding as 
mediation that loosens, from linguistic support toward production the student 
manages (Hu et al., 2023; Hu, 2022; Zhou & Mann, 2021; Li & Zhang, 2022). 
Where that design is taken up by the institution, curriculum alignment and 
teacher development become what Luo and Chen (2022) describe as a 
measurable side of instructional capability (Hu, 2023). Indonesian practice still 
reaches for Bahasa Indonesia when difficulties arise. Grammar-centered 
materials dominate, the Arabic-speaking environment is thin, and L1 fills a 
proficiency gap instead of scaffolding thematic speech (Rosyad et al., 2026; 
Awwaludin et al., 2022; Maulita, 2023). CLIL materials have their own 
imbalance. Content, cognition, communication, and culture are often left 
uneven, and the teachers improvise (Cao, 2021; Hu, 2023). Work Arabic 
language environments, speaking modules, and on self-regulated learning has 
likewise stalled before a validated protocol for translanguaging points and fading 
(Awwaludin et al., 2022; Maulita, 2023; Urwati et al., 2023; Abidah et al., 2026; 
Samin et al., 2022). Table 1 puts the contrast in one place. 

Table 1. Synthesis of the Literature Gap between International CLIL Research 
and Maharah Kalam Practices in Indonesian Islamic Higher Education 

No 
Comparative 
Aspect 

International CLIL Literature 
Maharah Kalam 
Practices in Islamic 
Higher Education 

1 Function of L1 Structured thematic scaffolding 
Responsive and intuitive 
instructional medium 

2 
Translanguaging 
points 

Explicitly defined at critical 
instructional stages 

No explicit operational 
protocol 

3 
Thematic 
integration 

The 4Cs are a design aim, yet 
materials often leave content, 
cognition, communication, and 
culture unbalanced 

Thematic units are listed, 
but they are not linked to 
translanguaging points 

4 
Fading 
mechanism 

Gradual withdrawal of L1 toward 
autonomous production, with L1 
retained only at justified points 

Not formulated; L1 is 
neither timed nor 
withdrawn 

5 
Institutional 
support 

Supported by curriculum policies 
and teacher training 

Not yet standardized 
within the curriculum 
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Note. L1 = first language. The 4Cs = Content, Cognition, Communication, and Culture. The 
international CLIL column synthesizes Hu et al. (2023), Zhou and Mann (2021), Cao (2021), Hu 
(2023), Li and Zhang (2022), and Luo and Chen (2022). Row 3 records the critical finding that 
CLIL materials often remain unbalanced (Cao, 2021; Hu, 2023). Row 4 records graduated 
scaffolding (Li & Zhang, 2022; Zhou & Mann, 2021) and matches the fading definition used in 
this study: Bahasa Indonesia is withdrawn until Arabic is the primary medium, while L1 stays 
optional at designated points. The maharah kalam column synthesizes Rosyad et al. (2026), 
Abidah et al. (2026), Awwaludin et al. (2022), Maulita (2023), and the curriculum document 
analysis conducted in this study. 

Table 1 is a contrast the procedures. The fading used in this framework 
is the one in row 4: Arabic becomes the main medium, and Bahasa Indonesia 
stays available only at points that have been marked (Li & Zhang, 2022; Zhou & 
Mann, 2021). Reviewing the Graduate Learning Outcomes (CPL), the syllabus, 
and the Semester Learning Plan (RPS) of the Arabic Education Study Program 
at Universitas Islam Riau revealed three patterns. Intended outcomes ask for 
communicative Arabic discourse and rarely say how L1 is to scaffold it. 
Thematic units are arranged by topic, with no translanguaging point for concept 
explanation, lexical activation, or reflection. Speaking assessment stores the final 
performance. Nothing in it withdraws L1 support by stages. The same split—
outcomes and assessment written down, oral scaffolding left thin—has been 
reported for Outcome-Based Education more broadly (Samin et al., 2026; 
Mufanti et al., 2024). Those three patterns became the input side of the 
framework. The RQ1 result is an operational gap. Translanguaging points, 
fading, and expert-validated procedures for thematic-integrative maharah kalam 
are not yet specified in this setting. 

Structure of the Strategic Translanguaging Conceptual Framework (RQ2) 

The framework answering RQ2 is an input–process–output sequence. 
Input takes in learner needs, the mapping of themes, and materials drawn from 
CLIL literature and from teaching practice in Islamic higher education. Process 
is the three translanguaging phases below. Output sets thematic Arabic 
speaking, critical thinking (Anwar & Hilmi, 2025), and readiness for real 
academic and non-academic talk as design targets. Each stage has to be in place 
before the next one can do its work. 

Tables 2 and 3 list the components and the protocol points. The rule 
that orders the three process phases is simple enough to apply. In Phase 1 the 
lecturer uses Bahasa Indonesia to introduce the theme and the aims of the 
session. Therefore, a new concept is settled before anyone is asked to speak 
Arabic. In Phase 2 students pair Arabic terms with Indonesian ones—bilingual 
mapping, vocabulary matching, short dialogues—along a scaffold that moves 
from linguistic support toward production they can manage (Li & Zhang, 2022). 
In Phase 3, reflection and oral production are in Arabic. Bahasa Indonesia 
comes back only when a point will not clarify in Arabic. Before the session, the 
lecturer marks where L1 is allowed: a new concept, an otherwise unclear task 
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instruction, genuinely complex thematic vocabulary.. L1 stays inside that list. 
Figure 2 shows how input, process, and output sit inside one thematic unit. 
Concept explanation belongs to process. Input is finished before the session 
starts. 

 

Figure 2. Conceptual framework of strategic translanguaging for thematic-
integrative maharah kalam instruction. 

Note. L1 = first language (Bahasa Indonesia); TL = target language (Arabic). The diagram is read 
from left to right. The Input dimension comprises learner-needs analysis, thematic content 
mapping, and supporting instructional materials, and is completed before the session. The 
Process dimension comprises three sequential translanguaging phases, namely concept 
explanation, lexical activation, and metacognitive reflection with fading. The Output dimension 
comprises thematic speaking competence, critical thinking, and readiness for authentic 
communication; these are design targets, not measured learning gains. The translanguaging-point 
protocol functions as the controlling mechanism operating across all three phases within each 
thematic unit. The protocol specifies where L1 is pedagogically justified and where it must 
recede. 

Table 2. Dimensions and Components of the Strategic Translanguaging 
Conceptual Framework for Thematic-Integrative Maharah Kalam Instruction 

No 
Dimen
sion 

Core Component Functional Description 

1 Input Learner Needs Analysis 

Analysis of the characteristics, needs, and 
challenges of non-Arab learners in Islamic 
higher education to inform the design of 
thematic and translanguaging-based 
maharah kalam instruction. 

2 Input 
Thematic Content 
Mapping 

Identification of relevant themes or 
instructional units based on the course 
syllabus and classroom needs, integrating 
findings from CLIL literature and 
instructional practices in Islamic higher 
education. 
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3 Input 
Supporting Instructional 
Materials 

A collection of instructional resources, 
including texts, images, and videos, 
designed to facilitate thematic 
understanding and the acquisition of 
essential vocabulary. 

4 Process 
L1-Based Thematic 
Concept Explanation 

Controlled use of learners’ first language 
(L1) to explain new concepts, establish 
cognitive bridges, and minimize 
misconceptions. 

5 Process 
Thematic Lexical 
Activation through 
Scaffolding 

Development of thematic vocabulary 
through translanguaging, collaborative 
discussion, brain mapping, and theme-
based dialogue, gradually progressing from 
L1 support to Arabic language production. 

6 Process 
Metacognitive Reflection 
and Translanguaging 
Fading 

Activities involving the reconstruction, 
reflection, and evaluation of conceptual 
understanding and language-learning 
strategies, accompanied by the gradual 
fading of L1 support toward independent 
Arabic language production. 

7 Output 
Improved Thematic 
Maharah Kalam 
Competence 

Learners demonstrate the ability to 
communicate confidently in Arabic on 
thematic topics within authentic 
communicative contexts. 

8 Output 
Enhanced Critical 
Thinking 

Learners demonstrate the ability to 
analyze, synthesize, and critically reflect on 
thematic issues through Arabic. 

9 Output 
Readiness for Authentic 
Communication 

Learners are prepared to communicate 
effectively in real-life academic and non-
academic situations, with progressively 
reduced reliance on translanguaging and 
greater independence in Arabic language 
use. 

 

Note. L1 = first language. Rows 7–9 state the design targets of the framework. They are not 
measured learning outcomes from a classroom trial. 

Table 3. Operational Protocol for Strategic Translanguaging Points Across 
Thematic Instructional Phases 

No Phase 
Strategic 

Translanguaging 
Point 

Pedagogical 
Purpose 

Sample Activities and 
Implementation 

1 Phase 1 Thematic concept To facilitate The lecturer explains 
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(Process) explanation at the 
beginning of the 
instructional session 

learners’ 
understanding of 
thematic concepts 
and activate their 
prior knowledge. 

new thematic terms or 
concepts using 
controlled L1 support. 
Learning objectives are 
clarified in L1 to ensure 
that students fully 
understand the direction 
and expectations of the 
instructional activities. 

2 
Phase 2 
(Process) 

Thematic lexical 
activation during 
collaborative learning 
and discussion 

To develop 
thematic 
vocabulary and 
establish lexical 
associations 
between L1 and 
Arabic as a form of 
instructional 
scaffolding. 

Students participate in 
group discussions using 
bilingual (L1–Arabic) 
brain mapping, 
vocabulary matching 
activities, and short 
theme-based dialogues 
that progressively 
transition toward Arabic 
as the primary language 
of communication. 

3 
Phase 3 
(Process) 

Metacognitive 
reflection and 
translanguaging 
fading at the end of 
the session or after 
task completion 

To evaluate and 
reflect upon 
learners’ language-
learning strategies 
and learning 
processes while 
gradually reducing 
L1 support in favor 
of independent 
Arabic language 
production. 

Students engage in 
reflective discussions 
and respond to analytical 
questions primarily in 
Arabic, whereas L1 is 
used only optionally 
when clarification is 
genuinely required. 

4 Output 

Independent 
thematic maharah 
kalam production 
with minimal L1 use 

To consolidate the 
design target of 
independent 
Arabic use within 
the thematic unit. 

Students deliver 
thematic presentations 
or conduct 
microteaching sessions 
entirely in Arabic 
without L1 intervention, 
except when clarification 
is absolutely necessary. 

Note. The input dimension (learner-needs analysis, thematic mapping, and materials) is specified 
in Table 2 and is completed before the session. Rows 1–3 are the three process phases. Row 4 is 
the output check within the same thematic unit, not a fourth translanguaging phase. 

RQ2, in short, binds three dimensions, three translanguaging phases, 
and a translanguaging-point protocol for every thematic unit. The result is a 
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guide a lecturer can use when planning a session. It is not a description of L1 
used on the spur of the moment. Table 4 makes the protocol easier to picture: 
one 100-minute thematic session of 100 minutes, under the title titled 
“Academic Discussion on Campus.”The table is a design sketch. It is not a 
report of a class that was taught, and it is not an empirical finding. 

Table 4. Illustrative Implementation of the Strategic Translanguaging Protocol 
in a Single Thematic Instructional Session 

No 
Time 

Allocation 
Instructional 

Phase 

Strategic 
Translanguaging 
Point (L1/Arabic) 

Student 
Activities 

Lecturer 
Observation 
Indicators 

1 0–15 min 
Phase 1: 
Concept 
explanation 

Controlled L1 
predominates; key 
terminology is 
introduced 
bilingually. 

Students record 
bilingual (L1–
Arabic) 
equivalents of 
key terminology 
after the lecturer 
introduces the 
objectives and 
the theme 
“Academic 
Discussion.” 

Students are able 
to restate the 
instructional 
objectives in L1 
and correctly 
identify at least 
five key terms in 
Arabic. 

2 15–45 min 
Phase 2: 
Lexical 
activation 

L1-to-Arabic 
scaffolding; short 
dialogues 
progressively 
transition to Arabic. 

Students engage 
in bilingual 
brain mapping, 
vocabulary 
matching, and 
two- to three-
turn dialogue 
practice with 
gradual fading 
of L1 support. 

Students use 
thematic Arabic 
vocabulary 
appropriately in 
short dialogues 
while 
demonstrating 
progressively 
reduced reliance 
on L1. 

3 45–75 min 
Phase 3 onset: 
Guided oral 
production 

Arabic serves as the 
primary language; 
L1 is used only for 
essential 
clarification. 

Students 
participate in 
thematic group 
discussions 
followed by a 
two-minute 
individual 
micro-speaking 
activity. 

Students sustain 
oral 
communication in 
Arabic with only 
minimal requests 
for clarification in 
L1. 

4 75–100 min 
Phase 3: 
Reflection and 
output 

Arabic is the 
primary language; 
L1 is used 
optionally during 
metacognitive 
reflection. 

Students deliver 
mini-
presentations, 
provide peer 
feedback, and 
reflect on their 
language-

Students complete 
their mini-
presentations in 
Arabic and 
identify one 
personal strategy 
for improving 
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learning 
strategies. The 
lecturer 
identifies fading 
points for 
subsequent 
instructional 
sessions. 

their future 
speaking 
performance. 

Note. L1 = first language (Bahasa Indonesia). Rows 3 and 4 together constitute Phase 3. Guided 
oral production is the onset of fading within that phase, not a fourth framework dimension. The 
proportion of L1 use is expected to decline from row 1 to row 4 within a single session, and 
across successive units throughout the semester. Observation indicators are design checkpoints 
for lecturers, not measured learning outcomes. 

Expert Validation Results and Framework Feasibility Assessment (RQ3) 

RQ3 reports how the framework was presented to experts, and what 
they thought about its appropriateness, clarity, and practical usefulness. Five 
experts were recruited on the criteria given in the Method. Two work in Arabic 
language pedagogy, one in the Arabic language education curriculum, and two in 
CLIL and translanguaging. All five are senior academics, curriculum developers, 
or Arabic language education practitioners in Indonesian Islamic higher 
education. Four hold doctorates and one a master’s degree, with 8 to 18 years of 
professional experience. For confidentiality they are coded E1–E5. 

Validation was done online. Each expert received a documentation pack: 
the framework (input–process–output, the three phases, and the protocol of 
translanguaging points across thematic units) and the questionnaire. Ratings 
used a four-point scale (1 = Poor, 2 = Fair, 3 = Good, 4 = Very Good) on 
appropriateness, clarity, and practical usefulness, with space for open comment. 
The window was three weeks in March 2026. Each expert had 10 working days. 
Once the forms were in, dimension means were calculated, Aiken’s V was 
computed, and the comments were read thematically. Table 5 summarises the 
coefficients. Table 6 gives each expert’s scores. 

Table 5. Summary of Expert Validation Results and Content Validity 
Coefficients 

No. Evaluation Dimension 
Mean 
Score 

Category 
Aiken’s 

V 
Validity 
Decision 

1 Appropriateness 3.80 Very Good 0.933 Valid 

2 Clarity 3.70 Very Good 0.900 Valid 

3 Practical Usefulness 3.75 Very Good 0.917 Valid 

4 Overall 3.75 Very Good 0.917 Valid 
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Note. n = 5 raters; c = 4 response categories; each dimension comprises four items. Aiken’s V 
was computed as V = Σs / [n(c − 1)]. The critical value for n = 5 and c = 4 at p < .05 is 0.80 
(Aiken, 1985); coefficients at or above this threshold indicate acceptable content validity. 

Table 6. Individual Expert Validation Scores (E1–E5) 

Expert Code Appropriateness Clarity 
Practical 

Usefulness 
Individual 

Mean 

E1 4.00 4.00 4.00 4.00 

E2 4.00 3.75 4.00 3.92 

E3 4.00 3.75 3.75 3.83 

E4 4.00 3.75 3.75 3.83 

E5 3.00 3.25 3.25 3.17 

Mean 3.80 3.70 3.75 3.75 

Note. Each cell represents the mean of four items rated on a four-point scale; consequently, all 
values are multiples of 0.25. Individual means are rounded to two decimal places. 

Tables 5 and 6 place the framework high on all three dimensions. The 
overall mean is 3.75, inside Very Good. Aiken’s V supports that picture: 0.900 
to 0.933 at the dimension level, and 0.867 to 1.000 at the item level. Every 
coefficient exceeds 0.80, the critical value for five raters and four categories, so 
the agreement is not an artifact of averaging. The consensus rule is also met. All 
five individual means fall in Good or Very Good—E1 to E4 in Very Good, E5 
in Good—above the floor of four out of five set in the Method. 

Clarity is the awkward result. It remains Very Good (mean = 3.70; V = 
0.900), and still clears the acceptance line, but it sits below appropriateness 
(3.80; V = 0.933) and practical usefulness (3.75; V = 0.917). Some experts 
wanted the protocol to be harder to misread: a concrete task at each 
translanguaging point, and a fading sequence described tightly enough to teach 
from. Table 6 shows where that pull came from. E2, E3, and E4 gave clarity 
3.75, below their appropriateness scores. E5 gave clarity 3.25. The dimension 
mean dipped, but remained in Very Good and above the validity threshold. 

The comments were specific. E2 asked for “concrete task examples at 
each strategic translanguaging point so that lecturers do not interpret the 
protocol differently.” E5 wrote that “the fading mechanism should be described 
through operational procedures for each instructional session rather than merely 
as a general principle.” E3 stressed “providing brief training for lecturers before 
full implementation so that the use of L1 does not extend beyond the 
designated translanguaging points.” The framework was revised against those 
Three remarks: the illustrative activities were filled out completed, including 
Table 4 among them; the technical notes on implementation were expanded; 
and the fading sequence inside in the protocol was tightened before closing the 
framework. RQ3 therefore records a feasible framework (overall mean = 3.75; 
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Aiken’s V = 0.917; consensus from five of five experts). The revision was aimed 
at operational clarity. It was not offered as evidence that the framework changes 
what students do in class. 

Discussion and Implications of the Proposed Framework 

The findings sit in an uneasy relation to the CLIL literature, and to 
recent Indonesian work on Arabic language education. International studies 
argue that a deliberate use of the learners’ first language can make hard content 
easier to grasp and can still feed growth in the target language, so long as L1 
keeps the job of scaffolding and does not take the lesson over (Hu et al., 2023; 
Zhou & Mann, 2021). They also want CLIL housed in a wider arrangement: 
content aims, language aims, and the professional development of teachers (Hu, 
2023; Luo & Chen, 2022). Indonesian Arabic classrooms have not settled the 
argument. One line of work worries that heavy L1 use eats into an Arabic-
speaking environment that is already thin (Awwaludin et al., 2022; Maulita, 
2023). Another asks for teaching that can bend toward the mixed profiles of 
Indonesian university students (Rosyad et al., 2026; Samin et al., 2022). Materials 
are part of the trouble. Too often they miss the students’ cognitive starting 
point, and the 4Cs are weakly joined, which is why an operational 
translanguaging framework is a more pressing task than importing another 
ready-made package (Cao, 2021). CLIL also has to notice who the students are. 
In Norway, reasons for choosing a CLIL program differed by socio-economic 
setting. A design cannot be assumed to travel unchanged (Bakken & Brevik, 
2023). The framework here takes a narrower path. Translanguaging is a planned 
intervention at a few instructional stages. That stays with thematic-integrative 
CLIL, and it answers to the conditions of Arabic teaching in Indonesia. 

Set against three neighboring literatures, the contribution is easier to 
locate. Studies of Arabic language environments treat L1 as background, or as a 
problem to be reduced, and they do not write an operational protocol 
(Awwaludin et al., 2022; Maulita, 2023). Module and media studies improve the 
speaking task and do not design L1 as a scaffold (Urwati et al., 2023; Abidah et 
al., 2026; Ruby Syahira & Zukhaira, 2026). CLIL–translanguaging research 
records strategic L1 use mainly where the content classroom is not an Arabic 
one (Zhou & Mann, 2021; Hu et al., 2023; Li & Zhang, 2022). Those separate 
insights are here turned into one content-valid protocol, built for this setting. 
The variable—strategic translanguaging—is defined by what L1 is for, when it 
appears, and when it is withdrawn. Hearing Bahasa Indonesia in the room is 
not, by itself, the variable. 

The theoretical stake is a change of status. Indonesian, the students’ L1, 
is treated as a cognitive scaffold under rules, in the service of Arabic oral 
proficiency. The expert ratings indicate that L1, used at the points already 
named—concept explanation, thematic lexical activation, metacognitive 
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reflection—can support comprehension and readiness to speak, while the route 
toward Arabic that student manages alone stays open. The position keeps CLIL 
and retunes it for non-native Arabic learners in Indonesia. The claim stops at 
the quality of the design. Measured learning gain is a different claim, and this 
study does not make it. In this sense, translanguaging is a pedagogical strategy 
that connects theory to the classroom. Whether it works once the session is 
actually taught remains a question for classroom research. 

For lecturers who teach maharah kalam without a structured set of 
resources, this is the part they can take into class (Rosyad et al., 2026; Cao, 
2021). It sequences a thematic-integrative session, from explaning of the 
concept to oral Arabic on that theme, and it lets the lecturer decide where 
Bahasa Indonesia is allowed without cutting the Arabic short. The protocol can 
also be read against holistic assessment rubrics that want both process and 
product to leave a trace (Samin et al., 2026). None of this runs by itself. 
Lecturers have to be ready to mediate the change. CLIL research keeps finding 
that course management, content knowledge, and lived experience of thematic 
teaching matter more than another stack of materials (Raharjo et al., 2026; Hu, 
2023; Luo & Chen, 2022). Room must also be left for different motives and 
basic psychological needs (Shelton-Strong, 2022), and for sociocultural 
background, or the framework collapses into one recipe (Bakken & Brevik, 
2023). At the curriculum level it can inform revision as a practical extension of 
Outcome-Based Education, student-centered learning, and holistic assessment 
in Arabic Language Education. Therefore, the design meets non-native learners 
where they are (Pebrian & Samin, 2026; Raharjo et al., 2026; Mufanti et al., 
2024). What the validation adds to the contribution is limited, and it is real: the 
framework is conceptually coherent, content-valid, and fit to be developed 
further for thematic-integrative maharah kalam in Islamic higher education. The 
experts highlighted the integration of the thematic phases, and the order of the 
translanguaging process, as strengths. They also asked for tighter technical 
guidance. RQ1, RQ2, and RQ3 are one argument. The first names an 
operational gap, the second offers a framework for it, and the third records that 
the experts found that framework feasible. 

Limitations and Directions for Future Research 

Four limits should stay in view. The framework has been built, and it has 
passed expert review. It has not been taught in a maharah kalam class, so any talk 
of effectiveness is talk of feasibility—theoretical and practical—and not of a 
demonstrated effect on learning. That caution matches evidence that CLIL 
effects on foreign-language competence can be overstated when selection and 
prior preparation are left uncontrolled (Feddermann et al., 2021). The synthesis 
covers only peer-reviewed journal articles from 2021 to 2026 in Scopus, Google 
Scholar, and ERIC. Grey literature, and anything outside that window, is simply 
absent. Five specialists were enough for Aiken’s V, and the coefficients cleared 



Rojja Pebrian, et.al: Developing and Validating a Strategic…… | 497 

the critical value, but a panel this small leaves the estimates rough. Non-native 
Arabic learners, and lecturers from institutions other than the research site, were 
not among the raters. Five raters and four categories make n = 5 admissible for 
Aiken’s V. The coefficients remain evidence of content-valid feasibility in this 
panel. They do not estimate how lecturers across Islamic higher education 
would receive the framework. The curriculum reading comes from one Arabic 
Language Education program at a private Islamic university. What the 
documents imply for other kinds of Islamic higher education is a further 
question, and it needs comparison across institutions. 

Those limits point to the next steps: materials built on the 
translanguaging protocol, module evaluation across institutions, notes a lecturer 
can teach from, and work on pedagogical readiness (Raharjo et al., 2026; Abidah 
et al., 2026). Later studies can ask what sustained use does to speaking 
performance, to achievement, and to motivation. Until that work is done, the 
framework is a conceptually validated base. It is ready for research and 
development, and for an empirical test of maharah kalam modules. It is not 
evidence that the instruction already works. 

Conclusion 

Three answers follow the three questions. In thematic maharah kalam for 
non-Arab learners, the core problem is a missing procedure: translanguaging 
points and a fading mechanism are still unspecified (RQ1). These procedures 
can be arranged as an input–process–output framework whose process includes 
concept explanation, lexical activation, and metacognitive reflection, with 
Bahasa Indonesia withdrawn by stages (RQ2). Five experts judged the 
framework feasible (overall mean = 3.75, Very Good; Aiken’s V = 0.900–
0.933). Clarity was the dimension they most wanted tightened (RQ3). 

The original contribution is a content-valid pedagogical protocol that 
treats the learners’ first language as a component of thematic speaking 
instruction in Islamic higher education which lecturers can design. No 
improvement in speaking scores is reported, and the protocol is not claimed to 
fit every institutional type without further adaptation. The immediate use is 
practical. Lecturers and curriculum designers can plan where Bahasa Indonesia 
enters an existing Maharah al-Kalam unit and where it leaves. The next step is a 
classroom trial and replication in more than one institution, through research 
and development. On that basis the framework can be turned into 
translanguaging materials, module trials, and lecturer-preparation programs in  
Islamic higher education. 
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