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Abstract—As part of a PhD investigation, this presentation
aims to reveal the findings on Portuguese as a Non-Native
Language (PNNL) teaching practice when using technology
to implement other language approaches such as Task-
Based Language Teaching (TBLT). A mixed research was
developed to explain if there was a relation between
technology use and the implementation of different language
methods and teaching strategies, and also holistic task
development. Data was gathered from 101 PNNL teachers,
with working experience in and out of Portugal. The results
provided evidence that technology was not being used to
engage students in active learning and holistic tasks, as
TBLT sustains, nor was it being used to develop different
language methods and teaching strategies. It has been
concluded that PNNL teachers were not using technology in
their teaching practice to better implement other language
methods, such as TBLT.
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I.  INTRODUCTION

Portuguese, the official language of nine countries, has,
through the years, found itself involved in different
contact situations and distinctive learning contexts [1],
[2]. As a macro-system that gathers European, Brazilian,
and African variants, it is surrounded by linguistic
peculiarities (e.g., regionalisms, sociolects, dialects) and
standards that influence its use, communication, and
teaching, not to mention that it is spoken by a wide
spectrum of speakers [3] which lead us to the concept of
Portuguese as a Non-Native Language (PNNL), specific
to the Portuguese context [4]. Teaching contexts
assemble, therefore, diversity and heterogeneity [5].
When it comes to language method, the Communicative
Approach is the most used amongst Portuguese teachers,
and even though other methods are studied, teachers tend
to struggle to put theory into practice; not to mention the
fact that teaching is not acknowledged to be collaborative
and experiential [6]. Involving students in communication
and giving them the freedom to use the target language,
as Task Based Language Teaching (TBLT) sustains, is
still seen with some scepticism in certain educational
contexts [7], based on the belief that teaching must ensure
correct use of language from the beginning, i.e., teachers
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are more focused on form [8]. TBLT, on the contrary,
tries to find the balance between meaning and form [9];
engages students in doing things [10]; tasks are strongly
connected to communicative needs of the real world [11];
and it appeases interaction via cooperation.

TBLT is attracting enormous interest, but there are few
studies on TBLT in technology-mediated contexts [12]. If
we already live in the era of the Internet of Things (loT)
[13], it is clear that the effects of technology on education
are an undisputed reality. Likewise, its effects on the
TBLT approach offer a great potential for language
learning, as Web 2.0 technologies create excellent
environments in which students can engage in active
learning and holistic tasks [14]; and, supports meaning
production with the use of technology [15]. As such,
teachers must acquire new techniques and skills, as
current technologies become obsolete [16]. A few studies
of computer-mediated communication (CMC) related to
PNNL are starting to be divulged [17], but there is little
relating to teacher training for its pedagogical use [18].
As such, this presentation focuses on the following
question: Are PNNL teachers using technology in their
teaching practice to better implement other language
methods such as TBLT? To answer our research question
two general objectives have been compiled, namely: 1)
Examine whether PNNL teachers adopt TBLT approach
in their teaching practice; 2) Examine whether TBLT
approach is mediated by technology. The specific
objectives of this study intended to analyse whether
technology use leads to: 1) implementation of different
teaching methods; 2) development of holistic tasks; 3)
diversification of teaching strategies.

Web 2.0 tools are foreseen to be a way to create digital
educational resources, likely to be shared and distributed.
Being a notable teaching and learning support, they
should, furthermore, allow teachers to apply different
teaching strategies and learning methods [19]. If teaching
PNNL with technology is collaborative and experiential
[6], and supports meaning production [15], teachers will,
in this way, engage students in active learning and
holistic tasks. As such, and to better answer this research
question, three hypotheses were formulated, as follows:

H1. The use of digital educational resources increases
the diversification of language teaching methods.

H2. The use of technology leads to holistic task
creation.

H3. Teaching strategies diversification increases the
use of Web 2.0 tools.
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H3.1. Teaching strategies diversification increases the
use of Prezi.

H3.2. Teaching strategies diversification
use of PowerPoint.

H3.3. Teaching strategies diversification
use of Google Drive.

H3.4. Teaching strategies diversification
use of Dropbox.

H3.5. Teaching strategies diversification
use of Audacity.

H3.6. Teaching strategies diversification
use of YouTube.

H3.7. Teaching strategies diversification
use of Vimeo.

H3.8. Teaching strategies diversification
use of Skype.

H3.9. Teaching strategies diversification increases the
use of Facebook.

H3.10. Teaching strategies diversification increases the
use of Gmail.

Following theoretical review, the methodology (I1) of
this study will be presented, followed by procedures (A)
and results (B) of the investigation; and, ultimately,
discussion (111) and conclusions (1V).

A

increases the
increases the
increases the
increases the
increases the
increases the

increases the

Teaching Portuguese as a Non-Native Language
(PNNL)

PNNL covers Portuguese as a Foreign Language (PFL),
Portuguese as a Second Language (PSL); and Portuguese
as a Heritage Language (PHL), which is why it contains
different types of acquisition, learning and domains.
PNNL has developed from social, cultural, and political
needs [4]. Much has been done to disseminate and
promote Portuguese worldwide (e.g., Community of
Countries with Portuguese as Official Language (CPLP);
Academy of Science of Lisbon and the Brazilian
Academy of Letters; Cam&s, I.P.; The Gulbenkian
Foundation). Furthermore, several studies have been
developed [7], [20]-[27]. In terms of teacher training,
Portuguese universities have been developing important
work related to didactics and interculturality [5], [28].
According to [29], such teacher training intends to
investigate professional development through teacher
preparation, and how content in didactical representations
and use is transformed while teaching. However, in
PNNL teaching, the dominant language approach is the
Communicative Approach [4], [7], because, even though
other methods are studied during training, Portuguese
teachers tend to struggle to put theory into practice,
possibly because teaching is not acknowledged as being
collaborative and experiential [6], [30]. Involving
students in communication and giving them the freedom
to use the target language, as TBLT sustains, is still seen
with some scepticism in certain educational contexts,
since many teachers are accustomed to having main
control over students’ production [7]. This is based on the
belief that teaching must ensure the correct use of
language from the onset of learning, and adopt a
presentation-practice-production approach, also known as
the PPP approach [31].
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B. Understanding the TBLT Approach

TBLT, on the other hand, tries to find the balance
between meaning and form [9], where meaning-based
approaches are, according to [31], “based on the belief
that it is more effective to encourage learners to use the
language as much as possible, even if this means that
some of the language they produce is inaccurate”
(“Starting with form and starting with meaning”, para. 3);
provide a learning that comes from real contexts; use
tasks that have a pedagogical relationship with
communicative needs of the real world [11]; and
encourage interaction via cooperation. As [15] mentioned,
TBLT has been established for quite some time as one
“of the main approaches to language learning and
teaching worldwide” (p. 17).

Even though there is a plethora of task designations [6],
[32-34], to [8]:

a task is a work plan that requires learners to process

language pragmatically . . . . is intended to result in
language use . . . . to the way language is used in the
real world. Like other language activities, a task can
engage productive or receptive, and oral or written
skills and also various cognitive processes. (p. 16)

C. TBLT in PNNL Teaching Practice

Little has been done either to introduce TBLT in
educational institutions, or to develop manuals and other
pedagogical material [35]. The TBLT approach to
teaching PNNL is not common, and the same is reflected
in published materials. Technology-mediated TBLT
programmes should target not only tasks and language
needs, but also technology needs and the intersection
between them (tasks that require access and use of
technology-mediated environments; technologies that
would facilitate task realization, and would serve as ways
of communicating for specific purposes) [23].
Appropriate tasks in a technology-mediated environment
should foster electronic literacy in terms of technical use
and approaches to learning, and support a gradual
systematic increase in learners’ competency in
orchestrating the combined potential of different modes
for communication.

Since multiple literacies are now a requirement,
teachers must learn new techniques and skills, as current
technologies become obsolete [28]. Since knowledge is
the base of teaching, and given the dissemination of
technology, it is highly important that teacher training
actions include the appropriation of technological
knowledge [36]. In fact, in PNNL teaching, some projects
now exist that integrate technologies [24], but there is
still a long way to go to make use of the benefits of such
experiences in teacher training programmes [18], [37],
which leads us to say that in PNNL there is not only a
lack of technology use but also of its integration into
pedagogical application [38].

Il. METHODOLOGY

This presentation is part of a mixed method research
[39], a follow-up model, divided into two parts: first,
quantitative method (F1); second, qualitative method (F2).



International Journal of Learning and Teaching Vol. 6, No. 2, June 2020

For each of them, procedures (A), and results (B) will be
presented.

A. Procedures

1) F1 procedures

PNNL teachers, with working experience in Portugal
and/or abroad, took part in this study. These participants
were contacted via email, specifically via Camé&s, I.P.,
an institution under the Portuguese Affairs Ministry that
aims to promote Portuguese. Teaching Portuguese
Language and Culture is one of the areas Camdes, I.P.
relates to. A massive body of work is developed for
students of higher education in various countries
(Lectureships / Co-operation agreements); in places of
logistical support for teaching, learning and researching
(Portuguese  Language Centres); in  universities
committed to researching and teaching in a wide range of
subjects, including linguistics, literature and other arts,
history and post-colonial studies (Academic Chairs
established in foreign universities); in an international
network of public and private institutions that teach
Portuguese as a foreign language, each of which is
dedicated to teaching and spreading the Portuguese
Language and Culture in Portugal and overseas
(Associated Schools and Centres); and in a network of
professionals teaching Portuguese abroad who are based
at Portuguese embassies and consulates around the world
(Co-ordination units of Teaching Portuguese Abroad). As
such, and because for this study it was determined to
apply convenience sampling, emails were sent to every
unit of Camaes, I.P. linked to the area of Portuguese
Language Teaching and Culture, in order to obtain data
from teachers. Since the chosen investigational
instrument for this part of the research (F1) was a
questionnaire, on the email the link to access the online
questionnaire was made available. The questionnaire’s
validity procedures were as follows: the first version of
the questionnaire was submitted for validation by five
expert teachers, whose comments and suggestions were
incorporated into the second version. This was an
Internet-based survey, using Google Forms, to obtain the
largest possible number of participants from different
locations. This questionnaire was sent by email to 375
institutions linked to Cam&es, I.P., and subsequently to
teachers, for a period of 75 days, in late 2016. 101 valid
responses were received (Table I).

The questionnaire was divided into four dimensions
(first, Demographic Information; second, Teacher
Training, related to training for the creation of
pedagogical resources, such as digital; third, Digital
Educational Resources, related to the needs of the
teachers regarding both creation and use of digital
resources for pedagogical purposes; fourth, Language
Teaching Methods, related to perceiving whether teachers
apply TBLT approach). For this presentation, the focus is
on the second and fourth dimensions, with a total of 20
and 4 questions, respectively. Different scales were
applied: Dichotomic, and Lickert scale. To verify the
existence of internal consistency, IBM SPSS Statistics
22.0 software was used: a =.847 (dimension 2) and
a=.652 (dimension 4). The latter’s consistency was lower,
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most likely due to the reduced number of questions
and/or low inter-relation between items [40]. SPSS
software was also used for all data analysis: descriptive
and inferential.

2) F2 procedures

Qualitative sample (S2) (Table I), obtained using F1’s
guestionnaire, was submitted to an online semi-structured
interview.

TABLE I. DISTRIBUTION OF QUANTITATIVE AND QUALITATIVE
SAMPLES

S1 (N =101) S2 (N = 20)
f % f %
Gender
Male 25 24.8 7 35
Female 76 75.2 13 65
Age
20-29 8 7.9
30-39 53 52.5 13 65
40-50 25 24.8 5 25
>51 15 14.9 2 10
Qualifications
Bachelor 39 38.6 5 25
Master 48 47.5 12 60
PhD 14 13.9 3 15

Note. S1=Quantitative Sample; S2=Qualitative Sample

Skype, Hangouts, and Gmail chat room were used,
depending on the interviewees’ preferences. All
interviews were authorized to be recorded and
interviewees’ anonimity was guaranteed. The questions
were developed taking the quantitative results into
consideration. Nvivo 12 software was used to better
analyse data: content analysis.

B. Results

The research results will be presented as follows:
firstly, quantitative results (F1), i.e., descriptive (1) and
inferential data (2); secondly, qualitative results (F2), i.e.,
data as result of content analysis (3).

1) Descriptive data (F1)

For the two of the variables that were analysed,
Language method and ICT in PNNL teaching, Table Il
presents the results of four of the questions. Table Il lists
the most representative Web 2.0 tools teachers use to
develop communicative language skills, which were
obtained from the following question: Considering your
teaching experience, which Web 2.0 tools do you mostly
use to work the above-mentioned skills?

2) Inferential analysis (F1)

For inferential analysis, non-parametric chi-square
tests were used. As an association between two variables
was being tested (binary and categorical, with more than
two non-ordinate categories), and since the asymptotic
significance of chi-square test was not satisfactory (at
least 20 per cent of the total number of cells in the
contingency table contain fewer than five cases), non-
parametric exact chi-square test was applied, for our
formulated hypothesis.

For both H1 (Table IV) and H2 (Table V), cross-
tabulation of both variables was used to find whether
there was an association between them. Then Exact chi
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square test (Table VI) was considered to be the most
appropriate, for both hypotheses.

Exact chi-square test was the appropriate test to find if
the 10 sub-hypotheses of H3 would be accepted or not, as
shown in Table VII. Results reveal that groups do not
differ regarding the use of Prezi (H3.1), PowerPoint
(H3.2), Google Drive (H3.3), Dropbox (H3.4), Audacity
(H3.5), YouTube (H3.6), Vimeo (H3.7), Skype (H3.8),
Facebook (H3.9), or Gmail (H3.10), to develop
communicative language resources. As such, H, was
accepted, and thus H3 rejected. However, results have
shown that diversification of teaching strategies was
almost achieved when teachers used Dropbox and
Facebook to develop, respectively, vocabulary, and
writing and socio-linguistic resources.

TABLE Il. DESCRIPTIVE STATISTICS OF WEB 2.0 TOOLS AND
LANGUAGE METHODS IN TEACHING PRACTICE

Nominal Likert scale (f)
scale (f)
Question Y/IN D A TA DK M SD
Q1 66/35 65 478
33
Q2° 1 41 23 1 6 545
36
Q3° 42 57 2 0 531
Q4 96/5 95 218

Note. Y=yes; N=no; A=agree; D=disagree; TD=totally disagree;
DK=doesn’t know.

Do you use Web 2.0 tools for PNNL teaching and learning? “You use
Web 2.0 tools because they allow the implementation of diverse
strategies. ¢ You defend the implementation of different language
methods to satisfy students’ needs.  When you create educational
resources you try to adopt a holistic approach regarding the subject
that is being studied.

TABLE IIl. DESCRIPTIVE STATISTICS OF WEB 2.0 TOOLS TO DEVELOP
COMMUNICATIVE RESOURCES

Web 2.0 tools (f)

Resources Vv PP G F Db YT
Vocabulary 16 41 45 24 37 56
Grammar 7 36 34 13 25 28
Writing 23 40 12 30 14
Listening 21 4 15 13 15 76
Reading 4 23 3 18 34 8
Speaking 11 17 16 13 20 37
Sociolinguistic 13 20 28 25 19 42

TABLE V. CROSS-TABULATION OF VARIABLES HOLISTIC APPROACH
AND USE OF WEB 2.0 TooLs ON PNNL TEACHING

Do you use Web 2.0 tools for PNNL
teaching and learning?

No Yes Total
A holistic
approdach " No 2 3 5
regarding the
su%ject tﬁat is Yes 33 63 9%
being studied is
adopted. Total 35 66 101

TABLE VI. H1 AND H2 STATISTICAL TEST RESULTS

Pearson Chi-Square

Asymptotic
Significance (2-  Exact Sig.
Hypotheses Value Df sided) (2-sided)
H1. 4.036° 2 133 126
H2. .066° 1 797 1.000

2 cells (33.3%) have expected count less than 5. The minimum
expected count is .69. "2 cells (50,0%) have expected count less than
5. The minimum expected count is 1.73.

TABLE VII. EXACT CHI SQUARE RESULTS FOR H3 SUB-HYPOTHESES

Activities

SH \Y G W L R S SL
3.1° .643 1.000 .503

3.2° 30 1.000 .884 1.000 657  .764
3.3° 452 339

3.4 .090 .799 1.000 1.000 .493 .764 .868
3.5 691 623

3.6° 241 478 811  .843 .361 724
3.7 1.000 1.000 1.000 657
3.8¢ .580 .815 438

3.9" 684 657  .073 234 .073
3.10 1.000 1.000 .167 .811 .612 .390 .806
Note. SH=Sub-Hypotheses; V=Vocabulary; G=Grammar;
W=Writing; L=Listening; R=Reading; S=Speaking; SL=Socio-
Linguistic
dListening (n = 5), Reading (n = 9), Speaking (n = 7), and

Sociolinguistic (n = 9) activities were not considered as their
frequency was under 10. °Listening (n = 4) was not considered as its
frequency was under 10. “Vocabulary (n = 9), Grammar (n = 9),
Listening (n = 5), Speaking (n = 8) and Sociolinguistic (n = 9)
activities were not considered as their frequency was under 10.
“Vocabulary (n = 6), Grammar (n = 3), Writing (n = 2), Reading (n =
2) and Sociolinguistic (n = 4) activities were not considered as their
frequency was under 10. *Reading (n = 7) was not considered as its
frequency was under 10. %Grammar (n = 7), Writing (n = 2) and
Reading (n = 3) were not considered as their frequency was under 10.
fGrammar (n = 7), Writing (n = 5), Reading (n = 3), and
Sociolinguistic (n = 8) activities were not considered as their
frequency was under 10. "Listening (n = 9) and Speaking (n = 9) were
not considered as their frequency was under 10.

Note. V=Vimeo; PP=PowerPoint; G=Gmail; F=Facebook;
Db=Dropbox; YT=YouTube

TABLE IV. CROSS-TABULATION OF VARIABLES WEB 2.0 TOOLS AND
LANGUAGE METHODS

Do you use Web 2.0 tools

for PNNL teaching and
learning?
No Yes Total
You defend the
implementation of ~ Agree 19 23 42
different language  opg|ly agree 15 42 57
methods to satisfy s
students’ needs Doesn’t know 1 ! 2
Total 35 66 101
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3) Content data (F2)

Given the results obtained through F1 analysis, it was
intended to identify the language method(s) that PNNL
teachers adopt and what sort of activities they develop in
their teaching practice, according to the Web 2.0 tools
they use. Also, it was intended to understand the reasons
why these teachers use ICT during their teaching practice.

As such, two questions were formulated: Q1.
Depending on the language method used, what sort of
activities do you develop given the digital tools you use,
namely the ones you mentioned in the questionnaire, in
order to improve their language skills?; and, Q2. Why do
you use ICT in your teaching practice?
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For Q1, three categories were formulated: 1) Language
Method; 2) Web 2.0 tools used; and, 3) Activities. While
analysing the 7 segments for the category Language
methods, teachers tend to apply the Communicative
Approach (Fig. 1), as stated by teacher “Amelia”: “I
apply communicative approach, mainly. And... here the
Portuguese language teaching system, in the country
where 1 work, demands it”. For category Web 2.0 tools
used (Fig. 2), 32 segments were analysed, where: email is
mostly used to send information or material, or even
students’ homework; YouTube, used to find music;
Moodle, to upload documents; PowerPoint, mainly for
content presentation, in class; and Facebook, to share
materials, as stated by teacher “Jodo™: “As students are
great fans of Facebook, | created a group to share some
information of what is considered interesting or useful for
class or for language and culture learning”. Finally, for
category Activities, the most representative words (Fig. 3)
(subcategories) were music (teacher “Maria” mentioned
“the only thing I send, audio, is music, and | ask them to
pay attention to the lyrics, to confirm if they can decipher
them”); comprehension, which, according to the analysed

segments, is related to oral comprehension (teacher
“Claudia” stated “because we needed to make
production... eh... create oral exams, oral comprehension,

etc.”; and grammar (teacher “Paula” stated “normally it’s
for them to understand a certain grammar issue, within an
authentic context, used by people who actually use that...
But mainly for grammar purposes”).

comtunicativo

comp(‘tc‘ucns

Figure 1. Language Method PNMT teachers adopt.

y be
p%werpomt
Figure 2. Web 2.0 tools mostly used by PNMT teachers.

For Q2, three categories were formulated (Fig. 4).
Results have shown that the category Material contained
more segments, mostly related to material development,
search, and to make material available. Material
development is related to the lack of material, especially
for those whose proficiency level is more advanced
(teacher “Teresa” said “I normally teach C1 and C2 levels
and for that materials have to be created by me. There is
no material for them, it has to be things that are up to date
and for that | use Internet, media, etc., to find reports,
news and what is actually happening in Portugal”); and,
to create authentic material, to develop reading, oral
comprehension and production skills (teacher “Rita” said
“I use these tools because I like using authentic materials
and | could not do it another way. | use online
newspapers, texts, but also videos™). Teachers tend to
search for materials to use in class, off or online, as stated
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by teacher “Maria”: “imagine, we start with a literature
theme in which | give a list of authors and if | have an
equipped classroom | can ask them to find some more
information. It’s merely informative, so that they can
prepare a presentation about that poem, that author, and
so on”.

pEicompreen,
mlm magoes

brodu
Imlx Im%g

i
ngn

Figure 3. Mostly developed activities when using Web 2.0 tools.

[VALOR]
9 7
(I — —
Material Language Skills Self-study

Figure 4. Analysed categories for Q2.

The other subcategory is related to making materials
available: “What 1 do with Moodle, in class, is
basically... that is a platform where 1 leave something
that I want them to read, see or print, and to inform that
the class has been changed or that | am going to miss
class”, teacher “Clarisse” stated. As for the category
Language skills, teachers tend to use Web 2.0 tools
mostly to develop oral comprehension and production
(teacher “Eduardo” mentioned “These tools are very
effective, very up to date, very important. In a Portuguese
class we can use them mainly to practise listening”, and
teacher “Pedro” stated “I work ideas that have to do with
Portuguese, to practise oral production™); and reading
skills (“T use digital tools to work language skills, such as
oral production and to collect texts”, teacher “Rita”
mentioned). Finally, Web 2.0 tools are said to be used as
a self-study, to be used out of class, as homework, as
teacher “Amelia” stated: “Yes, but mainly for them to do
that at home. In class, I never use them”.

Descriptive data have shown that more than half of the
teachers confirmed they have used Web 2.0 tools for
PNNL practice. The majority of teachers said they adopt
a holistic approach while creating resources; defend the
implementation of different language methods to satisfy
students’ needs [41]; and use Web 2.0 tools to implement
different strategies, all of which lead to the assumption
that they might be adopting TBLT mediated by
technology in their language teaching practice [14].
However, when analysing the Web 2.0 tools that were
mostly used by the teachers, it was interesting to verify
that the most utilised tools are those that are used to
develop resources for vocabulary, followed by grammar,
writing, reading, and socio-linguistic purposes. Only
YouTube was mostly mentioned to be used to develop
speaking skills. These results have prompted the
realisation that teachers are mainly focused on form [7],

DISCUSSION
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and, therefore, are not balancing form and meaning, as
TBLT sustains [9].

For H1 it was interesting to find that both groups
(agree and totally agree) that said they used Web 2.0 tools
throughout their teaching practice, did not diverge
regarding the implementation of different language
methods. Such results might be associated with the fact
that teachers perceive language teaching as something
that must focus on form [7], [31], and not balancing it
with the meaning [9], [42]. One of the reasons might be
that they do not acknowledge teaching as something that
should be collaborative and experiential [30], and, as
professionals, they could be expected to change direction,
finding a framework that better adjusts to students’ needs
[43]. Also, these results might be related to Portuguese
teachers’ lack of preparation for the use of technology
[44], probably justified by the fact that teacher training in
Portugal is still too “attached” to traditional practices and
models [45].

The findings in H2, related to teachers’ strategies, have
shown that this hypothesis was rejected. It is believed that
this is because teachers do not receive any technological
preparation with pedagogical purposes, as previous
studies have suggested [36], [46], [47]. Teachers are not
applying different teaching strategies, nor are they
adopting alternative teaching approaches to the
communicative approach.

As for the third hypothesis of our study, H3, results
have shown that it was rejected as groups do not diverge
regarding the use of Web 2.0 in their teaching practices in
order to embrace a holistic attitude while creating tasks,
as mentioned in [14]. Teachers seem not to perceive
teaching as being collaborative and experiential, and, thus,
tend to adopt a static, atomistic and hierarchical attitude,
rather than embracing a holistic attitude towards the
subject matter [6].

F2 data confirmed that teachers tend to apply only
communicative approach in their teaching practice, and
the use they make of technology does not change their
teaching practice. According to data, the activities they
tend to develop do not seem to take advantage of the Web
2.0, i.e., they do not seem to use them to develop
collaborative enrollment nor to develop materials and
activities mediated by technology to teach Portuguese
language balancing form and meaning, as TBLT sustains.
Activities tend to be focused on written production and
comprehension, and also oral comprehension. Interaction
is left behind. Also, the same can be found when
analysing the reasons why they use technology tools,
mainly for sending and searching materials (texts or
music), or to create materials mostly based on reading
and oral comprehension skills. These findings seem to
confirm F1 hypotheses, i.e., teachers seem not to perceive
teaching as being collaborative and experiential, and, thus,
tend to adopt a static, atomistic and hierarchical attitude,
rather than embracing a holistic attitude towards the
subject matter.

Overall, findings confirm that PNNL teachers are not
using technologies to better embrace other language
methods, nor even the TBLT approach. They seem to use
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digital technology, but very much linked to the
presentation-practice-production approach [31].

IV. CONCLUSION

The present study examined PNNL teachers’
technology use as a resource to implement different
teaching methods and strategies to engage students in
active learning and holistic tasks. Data has shown that
teachers seem to use technology in a traditional and
conservative way, as digital educational resources are not
interpreted to promote different language methods.
Furthermore, teachers are not using digital tools to
implement different teaching strategies. The use that
teachers make of digital tools reflects a language teaching
mainly based on a weak or moderate version of the
Communicative Approach and on form focused
approaches in general. Technology is not being used as
meaning production, and thus teachers are not
implementing a TBLT approach mediated by technology,
as they do not seem to adopt a holistic approach while
developing tasks mediated by technology. That is to say
that teaching is not being acknowledged as being
collaborative and experiential.

Teachers are expected to gather reviewing, scientific,
intercultural, linguistic-communicative, pedagogical-
didactic, personal/interpersonal, and digital skills [48].
Teacher training is foreseen to be an embracing training
in order to face the challenge of answering the variety of
students’ needs, and consider the fact that we live in a
networked world. As such, teachers are supposed to
reunite a combination of knowledge that works in
constant and coherent symbiosis.

We believe that the framework such as Technological
Pedagogical and Content Knowledge (TPCK) [16] would
be not only a good model for PNNL teachers to teach
with technology, but also a training model that may
provide a definition of a new didactics for teaching on the
social web, based on scientific and pedagogical
knowledge, and allows one to plan, conceive and use
Web 2.0 tools effectively in the process of teaching and
learning.

As such, future research could analyse how PNNL
teachers perceive domain-general TPCK, as there is little
research about this matter. Variables such as age,
experience, or time, could also be analysed for their effect
on the use of technology in teaching practice, in parallel
to teaching training analysis. We believe this study needs
to be replicated with a larger number of teachers and
within a larger number of different instructional contexts.
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