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Abstract

The four-skills on tests for young native speakers commonly do not generate correlation incongruency concerning
the cognitive strategies frequently reported. Considering the non-native speakers there are parse evidence to
determine which tasks are important to assess properly the cognitive and academic language proficiency (Cummins,
1980; 2012). Research questions: It is of high probability that young students with origin in immigration significantly
differ on their communication strategies and skills in a second language processing context (1); attached to this first
assumption, it is supposed that teachers significantly differ depending on their scientific area and previous training
(2). Purpose: This study intends to examine whether school teachers (K-12) as having different origin in scientific
domain of teaching and training perceive differently an adapted four-skills scale, in European Portuguese. Research
methods: 77 teachers of five areas scientific areas, mean of teaching year service = 32 (SD= 2,7), 57 males and 46
females (from basic and high school levels). Main findings: ANOVA (Effect size and Post-hoc Tukey tests) and
linear regression analysis (stepwise method) revealed statistically significant differences among teachers of different
areas, mainly between language teachers and science teachers. Language teachers perceive more accurately tasks in
a multiple manner to the broad skills that require to be measured in non-native students. Conclusion: If teachers
perceive differently the importance of the big-four tasks, there would be incongruence on skills measurement that
teachers select for immigrant puppils. Non-balanced tasks and the teachers’ perceptions on evaluation and toward
competence of students would likely determine limitations for academic and cognitive development of non-native
students. Furthermore, results showed sufficient evidence to conclude that tasks are perceived differently by teachers
toward importance of specific skills subareas. Reading skills are best considered compared to oral comphreension
skills in non-native students.
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1. Introduction

Since the 1990s, studies have been analysing how teachers' instructional practices influence the
learning skills of non-native students (Johnson, 1994). However, to date this analysis has focused mainly
on higher education (Graham, 1984; Cho, Rijmen & Novak, 2013; Hazenberg & Hulstijn, 1996; Nation,
2001; Rosenfeld, Leung & Ottman, 2001). Foreign languages and arts teachers are expected to be more
open to the multiple language skills method (Hinkel, 2012) with regard to immigrant school population.
The different tasks and skills tested are affected by the perception and choice of teachers according to
their areas of expertise, since very recent studies show (Koizumi, 2015) that there is interaction between
examiners and tests (in addition to the scores’ variation explained by the proficiency differences among
examinees), especially in the evaluation of task-specific language features (Koizumi, 2015, p.1).

As mentioned in the introductory section of this work, older studies in this field show that the
expectations and representations of teachers about the knowledge and academic development of non-
native students can affect the latter significantly (Creemers, 1994; Derwing, DeCorby, Ichikawa e al.,
1999; Driessen & Whitagen, 1995; Jencks et al., 1979; Schneider & Yongsook, 1990) because, depending
on the nationality and cultural perspective, non-native students, according to more recent research (Brok,
Tartwijk, Wubbels et al, 2010;. Horenczyk & Tatar, 2002) rely heavily on effective interpersonal
relationships with their teachers, especially second generation immigrants (Brok et al., Callahan &
Obenchain, 2013). On the other hand, authors like D’hondt, Eccles, Houtte et al. (2016) and Schaedel,
Freung, Azaiza et al. (2015) have shown that the perceptions and expectations of teachers can affect just
some minority groups because they rely heavily on other factors, such as parental investment. We believe
that even parental investment depends on another variable, like nationality (Becker, 2010; Figueiredo,
Alves Martins & Silva, 2015).

The L2 teacher has two profiles: the classical and the supportive (Tejada, Pino, Tatar et al, 2012.),
And it is the second who is responsible for adjusting tests to the skills - reading, writing, speaking and
listening - and respective sub-areas that require different cognitive strategies (Bialystok, 2002; Cummins,
2012; Hinkel, 2012; Koizumi, 2015). Hazenberg and Hulstijn (1996) and Nation (2001) had already
detected the problem of the (complex) diversity of skills assessment and their inherent dimensions, which
explains the multidimensionality of tests in L2 (Rosenfeld, Leung & Ottman, 2001). The
multidimensionality is directly related to the concept of proficiency and academic competence presented
earlier. Still, although recent studies show a tendency to organise tasks according to a comprehensive
theory of evaluation (i.e. including a broad range of skills), other equally recent studies share the trend
of the eighties and nineties regarding the notion of multiple language skills, which is confronted with the
valuing of listening comprehension sub-skills, as in the recent studies by Sydorenko and Maynard (2014)
and Yoon (2004), which evaluate the priorities of evaluating teachers regarding the discourses of non-
native students, highlighting their evaluation preference for communication functions (i.e. recognition of
intonation and cultural knowledge). The (academic) speaking skill test is also a priority in the evaluation
of non-native teachers who are admitted to a teaching position in foreign universities (Choi, 2015).

In addition to the issue of which is the major skill evaluated in the tests, there is the question of the

teachers’ scientific teaching area and their formed perceptions. Teachers of scientific areas more related
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to the natural sciences are more negligent regarding the comprehensive teaching of the language, valuing
the learning content of the syllabus of those subjects (Hinkel, 2012). This means that they prioritize tests
based on specific skills without encompassing the four totals. Isaacs and Thomson (2013) draw attention
to the need to clarify among younger teachers the content of an assessment in L2, as they have the greatest
difficulty in distinguishing items within the test ranges. However, there are few studies that examine, by
scientific area, the perceptions of teachers regarding the identification of the most important tasks for the
satisfactory assessment of non-native students. Studies in this area examine above all the differentiation
of assessment methods conducted by two groups of teachers: native and non-native. The study by Alemi
and Tajeddin (2013) found that non-native teachers, in speaking tests of non-native students, are
evaluators who differentiate fewer dimensions in the scale and have a more divergent perception. That
is, native teachers pick up more strategies their non-native students use and differentiate them in terms
of proficiency. However, few studies are known on the relationship between teacher groups divided
according to academic areas (e.g. hard sciences, social sciences, MT teaching, FLs teaching and Visual
Arts) and on their role as evaluators of non-native students.

Most authors (Lee, Llosa, Jiang et al., 2016) point to the value that science teachers, for example,
attribute to language-focused tasks and home language use, but related to the lexical content of science
subjects. There were no studies of these tasks with non-native students. However, Lee, Quinn and Valdés
(2013) conducted a recent study at the National Research Council focusing on the need to separate the
teaching of science from language teaching as they are two distinct and not interdependent learning, with
implications on the reformulation that authors consider the European Framework of Reference (2001)
should undergo. From a different perspective, other recent studies (Lee & Winke, 2013) point to the
perceptions of learners regarding tests that they themselves may have to fill in to be evaluated. The
authors conclude that the test developers should be aware of the multitude of optional items within a
listening comprehension measurement test and that the varied choice of students regarding the items they
consider more or less important is due to the plurality of sub-skills that tests measure, but which the raters
are not clear about such multiplicity of factors.

Another dimension to analyse in the variability of teacher responses and assessment behaviours is
their experience of teaching non-native students and use of materials in a L2 context.

Studies (Williams, Abraham & Negueruela-Azarola, 2013) point to the importance of the concept-
based instruction (CBI) method that often teachers use in multicultural classrooms. This method was
created in the US and has been rooted since the 1990s, focusing on linguistic techniques in the classroom
(Shrum & Glisan, 2001; Stoller, 2008). Schools choose this methodology based on Stoller’s (2008)
assumptions, for whom the CBI method allows a natural approach when learning the four skills of a
foreign language (FL). According to the author, CBI allows reading authentic materials, interpret and
evaluate information on the subject under study and develop projects in which students must cooperate
to develop oral and written skills. This study also features other advantages: 1) with CBI, students are
exposed to the language, while learning its content; 2) the metalinguistic reflection is contextualized,

only studying the part of grammar that is essential for the understanding of the message, avoiding work
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in isolation and artificial language fragments; 3) students can bring their knowledge of the world to class
and increase their motivation to learn.

It is suggested that the themes to be worked must follow students’ interests, and if necessary discussed
with them (Allan & Stoller 2005). They must promote working methods able to develop cooperative
learning, apprenticeship learning, experimental learning, and project-based learning. Finally, it should be
noted that CBI is a student-centred model that follows their interests, thus allowing greater flexibility and
adaptability in curriculum design. It is a teaching approach that is not completely in accordance with the
textbooks (Williams et al.) and, therefore, it is important in order to analyse the perceptions of teachers
with no experience and with experience (recent and experienced teachers) in relation to the CBI. They
concluded that the foreign language teachers they analysed in their study sample showed preference for
their traditional methods set in the textbooks, rather than switch to CBI even if it harms the development
of L2 students.

Teaching non-native pupils actually turns teachers from all areas into language teachers. Although
previous studies (Borg, 2003; Bree, Hird, Milton et al., 2001; Richards & Lockart, 1994) have examined
the teaching methods, but not the evaluation methods of L2 teachers, with progressive focus on the
bottom-up teaching method, yet current studies continue to draw mother tongue and foreign language
teachers’ attention to the need to assess and teach targeted on non-native students (Aldana, Rowley,
Checkoway et al., 2012; Bailey & Butler, 2003; Horwitz, 2012).

As for teachers with experience of multicultural classes, it does not mean that they are prepared or
familiar with the most effective methods of L2 teaching (Williams, Abraham & Negueruela-Azarola,
2013). But again, the studies we found focus mainly on the perceptions of students and not of the teachers
in the context of L2 teaching and assessment (Barnes & Lock, 2013) and on the FLs teachers context
(Horwitz, 2012), mainly English as FL. The first study indicates that students value the psychological
attributes of their language teachers, such as empathy and patience, but also pedagogical aspects, such as
clarity of the explanation and variety of questioning (Barnes & Lock, 2013). In the other studies
mentioned earlier (Horwitz, 2012), FLs teachers stand out for teaching experience and not specifically
for their experience with non-native students. The perspective does not matter in the L2 context described
here, although the results are important because the more experienced teachers (in terms of teaching time)
show they benefit more from teaching strategies related to knowledge of English spelling. We have not
come across studies reporting differences between teachers according to scientific field and experience
with multicultural classes regarding the measurement and evaluation tests of non-native students. This is
one of the objectives of this study.

The premise of our study based on literature review is that not all schools and not all teachers are
prepared, or have the resources, to deal with such diverse contexts in the classroom (Forman 2014;
Samson & Collins, 2012); neither are they prepared to receive three important minorities: immigrant
students, students with low socioeconomic status and ethnic groups (Kaida, 2013; Keels, 2009; Loeb,
Soland & Fox, 2014) and to differentiate methods for other group of students: foreign language learners
(languages other than English). Our focus is the minority related to the immigrant population in
Portuguese schools. The literature concludes that there will be strong and known differences among

teachers with different levels of experience and between second language and foreign language contexts,
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but it did not find sound evidence of teachers differentiated according to scientific field and experience
with L2 teaching methods. Therefore, in this study we expect to find differences in behaviour of
Portuguese teachers regarding the tasks they select in order to make a satisfactory assessment test to
evaluate the proficiency and academic skills of immigrant learners of Portuguese as L2. Teachers with
larger teaching experience and in accordance with previous studies on foreign language teaching
(William et al.), have more ability to implement measures, but there is no literature on the correlation
between teachers who use specific techniques for L2 teaching and assessment and their perception of
items throughout the range of the four skills. This study will also examine this aspect. Empirical evidence
(Brok, Tartwijk, Wubbels et al., 2010; Callahan & Obenchain, 2013; Horenczyk & Tatar, 2002; Tejada,
Pino, Tatar et al., 2012) suggests that better prepared teachers are the ones who will provide greater

support and materials to students, which generates the interpersonal teacher-student relationship.

2. Study
2.1. Sample

77 teachers aged between 32 and 62 years (M=47 years, SD=7.4), of whom 11 (14.3%) were male
and 60 (77.9%) were female, with an average of 22 years teaching experience (SD=6.7). Teachers teach
at nine schools/groupings in the district of Lisbon, with 9 being teachers of Portuguese language (11.7%),
12 of FLs (15.6%), 26 of Pre-school and Basic Education (33.8%), 8 of Hard Sciences (10.4%), 16 of
History/Geography (20.8%) and 3 of Visual Arts (3.9%), distributed by the various levels of education
(excluding higher education). 58 (75.3%) have experience of multicultural classes and 16 (20.8%) have
never had non-native students in their classes. 46 (59.7%) used Non-Mother Tongue Portuguese
Language (PLNM) measures and 19 (24.7%) admitted to never having used them.

ANOVA tests were carried out to compare results according to the participants' scientific
domain and in relation to several variables: age, grade level, teaching experience, teaching experience
with non-native students and experience with measures for second language learners. The results were:
F(5,66) = 3.518, p = .001 for the age variable; F(5,67) =16.161, p = .000 for the grade level; F(5,68) =
3.198, p = .012 for the teaching experience. No significant difference was found in the experience with

non-native students (and measures used in their evaluation and learning).

2.2. Instrument

The Inventory of undergraduate and graduate level — reading, writing, speaking and listening
tasks questionnaire by Rosenfeld, Leung and Ottman (2001) was used and adapted to the sample of
Portuguese teachers. This questionnaire was originally developed by four scientific committees
(framework teams) under the TOEFL and the Educational Testing Service in order to measure the
importance, from the viewpoint of American university professors and students in education training
courses, of the reading, writing, oral and listening tasks to be included in a test capable of assessing the

academic competence and proficiency of non-native students. The original test has 42 items, of which
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we have adapted 40 distributed by the four scientific areas: reading (10 items), writing (10 items),
speaking (10 items) and listening (10 items). The original test in the English version has no information
about its reliability properties, but the Portuguese version has a high Cronbach's coefficient (.94). The
exploratory factor analysis was then conducted and all items were considered like in the original study
that asserted that, although some items scored below 3.5, they were not excluded from the scale. We
used the cut-off point established by the authors of the original version - 3.5. All items that scored below
3.5 revealed that teachers do not consider the task of integrating an assessment test for non-native
students important.

The test was submitted to an exploratory factor analysis (EFA) to assess participants' answers and the
factor structure of the test that was hypothesized as a four factor structure. The items with a factor loading
of .40 or higher were used to define each factor. The Kaiser—Meyer—OlKkin test showed that the sample
size was adequate (.70) and the Bartlett test showed there was a good correlation index among the
variables. As such, our acceptability rate allowed us to test our hypothesis (p =.000). By excluding no
items, 11 factors were found and the first factor received the highest upload of almost all items from the
“reading”, “writing”, “speaking” and “listening” scales. Eleven eigenvalues were higher than 1,
explaining 75% of total variance. This was not expected considering that the EFA was hypothesized as
a four-factor dimension structure. The original study did not produce an EFA. Fourteen items were
selected.

The main component analysis showed that almost all 40 items loaded on the first factor, which was
not expected considering that the first factor should correspond to the first scale (of four scales) -
Reading. Items in this factor include items from the four academic skills. Three items (9. “Distinguish
factual information from opinions”; 10. “Compare and contrast ideas in a single text and/or across texts”,
11. “Synthesize ideas in a single text and/or across texts” ) from Reading scale loaded greatly only in the

second factor.

2.3. Procedure

The data was collected in 2013 and 2015 in basic and high schools in the district of Lisbon.
Contact was established with schools of the Lisbon district network to propose the study and disseminate
the research aims. Communication with schools allowed identifying a vast group of teachers, which
resulted in 77 teachers who fully completed the questionnaire. Following the informed consent and the
demographic record of the selected school population, the questionnaire was answered and assessed
(using points) according to the original test. Teachers responded to the questionnaire’s forty questions
on paper and returned it to the class Board and Department which, in turn, ensured it was returned to us.
The procedure took place in the same way and in different academic periods in all schools.

The socio-demographic information was provided by the schools following informed consent after
the beginning of each school year. The questionnaire was part of the empirical context of using linguistic
and cognitive tests simultaneously with 108 immigrant students from different linguistic minorities who

attended the same schools. Data were analysed using SPSS, version 21.
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3. Results

This study aims to assess the knowledge and representations that these teachers have of evaluation

tests, differentiating the groups according to scientific domain.

We made statistical analyses using SPSS and frequency tests were used (1) to compare means and
standard deviations between groups in the different tasks (represented by the four specific scales) and to
compare results with the original study; univariate analysis of variance to identify significant differences

between groups and effect size (2); and regression analysis using the stepwise method (3).

3.1. Means, Standard Errors and Standard Deviations: comparison to the original study

The means, error deviation and standard deviation of all items of the scale of Part | of this study were
first analysed, in accordance with the statistical steps carried out in the original study by Rosenfeld,
Leung and Ottman (2001), in order to examine and distinguish the differentiated importance of each task
set out in the Scale’s factors. The cut-off point was set by the authors at 3.5 to determine the tasks
considered to be most important in the composition of a FL evaluation test. Considering the total sample,
the items of this study showed means ranging between 3.33 (mean in the writing skill items - "awareness
of audience needs and write to a particular audience or reader” - and speaking skill - "developing and
structuring hypotheses") and 4.70 (mean calculated for the listening comprehension item - understanding
the teacher's instructions in class). The results are very similar to the original study, considering the total
sample, as follows: the writing skill item with a mean of 3.33 ("moderately important™ or "important™)
is also one of the least scored (less perceived as important by teachers) in the original study; also, the
reading skill item (understands written instructions) with 4,57 and one with the highest score ("extremely
important) also has a mean in the original study. On the other hand, this study in Portugal has higher
scores regarding the importance of the tasks in the perception of teachers. And no task, as in the previous
study, was considered irrelevant (M <3.0) to measure the academic skills and proficiency of non-native

students.

Comparing the mean response between the groups and considering the sample as determined by the
variable "scientific area”, in the answers of the Portuguese teachers (Mother Tongue) the mean below
the cut-off point was only found in the item mentioned above for the speaking skill "developing and
structuring hypotheses" (M=3.22) and for a writing item "awareness of audience needs and write to a
particular audience or reader" (M=3.44). But the most scored item was also the item of listening
comprehension related to understanding teachers’ instructions (M=5.00).

In the answers of FLs teachers, the lowest mean (M=3.22) was also in speaking items (one already
identified above, and the other related to the competence of orally comparing ideas and arguments:
"making comparisons/contrasts”, but also in two writing skills items (i.e. "produce sufficient quantity of
written text appropriate to the assignment and the time constraints™). This same item was identified in

the original study and also had a mean below the cut-off point. FLs teachers value most the listening
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comprehension item related to understanding details and facts (“understand factual information and
details"), as seen in higher means in the previous study.

For basic education teachers, none of the items’ mean was below the cut-off point and they are the
most positive in valuing the tasks in an assessment test for non-native students. The highest mean
(M=4.77) was found in the reading field ("determining the basic theme (main idea) of a passage").

Regarding teachers of other groups not related to language(s) teaching, the results show a smaller
selection of important items to evaluate students’ skills. As for teachers of hard sciences, we found
different results because there are several items with means below the cut-off point with values between
2.25 and 3.4 in items above the area of reading and speaking skills.

Sharing some of the above identified items with lower means, items with higher mean levels (and
curiously always with the same mean = 4.63) are related to two reading tasks (“"read written
instructions/directions concerning classroom assignments” and "read text material (...) to remember
major ideas") and to a listening comprehension task (“understand main ideas and their supporting
information").

Concerning teachers of History and/or Geography, there are also several items with means below the
cut-off point, ranging from 2.94 to 3.44 and covering mainly items devalued in writing and speaking
skills. Two of the items, in two respective skills, and considering the computation of the overall sample,
indicated to be of less importance "awareness of audience needs and write to a particular audience or
reader" - and speaking skill - "developing and structuring hypotheses". Also in this overall computation
it was found that one of the most valued items was the listening comprehension related to teachers’
instructions. Here, for the specific group of History and Geography teachers, the same was also found
(M=4.88).

Finally, as regards the group of Visual Arts teachers, the items considered the less to assess the skills
and proficiency of non-native students are not, like in the previous group, represented in the writing
skills. Some of the items are the same in both groups regarding the 'moderate’ importance (below the cut-
off point). However, the highest mean is also found in the item listening comprehension of teachers’
instructions (M=4.67).

In conclusion, it should be noted that teachers with more positive perceptions are language teachers
and basic education teachers, who understand more tasks, focusing on all the skills to satisfactorily assess
immigrant pupils. Social sciences teachers (History and Geography) and hard sciences (and visual arts)
select fewer items, thereby minimizing the number of tasks and focusing more on reading and listening
skills. The means and standard deviations of the comparison between the groups of teachers according

to scientific area and to the various items and test factors are described in Table 1.

Table 1. Means and standard deviations of the comparison among groups according to scientific

domain and training

Scientific domain Mean P.Deviation
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Reading (writing Portuguese 4,89 ,333
instructions) Foreign Languages 4,36 ,674
Kindergarten and 1-4
grades 4,58 ,584
Sciences 4,57 787
History 4,60 ,507
Arts 4,33 577
Reading (distinguish facts Portuguese 4,00 ,707
from opinions) Foreign Languages 3,45 ,688
Kindergarten and 1-4
grades 3,96 ,690
Sciences 2,71 ,951
History 3,67 1,234
Arts 3,33 577
Writing (awareness of Portuguese 3,44 726
audience needs) Foreign Languages 3,45 ,688
Kindergarten and 1-4
grades 3,79 779
Sciences 2,14 ,690
History 3,00 ,845
Arts 3,33 577
Speaking (clarity toward Portuguese 4,44 126
teacher) Foreign Languages 4,64 ,505
Kindergarten and 1-4
rades 4,38 711
Sciences 3,57 1,272
History 3,60 ,986
Arts 3,33 577
Speaking (arguing) Portuguese 4,22 ,833
Foreign Languages 3,82 ,751
Kindergarten and 1-4
grades 4,08 ,584
Sciences 3,86 ,900
History 3,47 ,640
Arts 3,67 577
Speaking (to compare and Portuguese 3,78 ,667

contrast facts and opinions)  Foreign Languages 3,45 ,820
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Kindergarten and 1-4

grades 3,71 ,806
Sciences 3,29 ,488
History 3,53 743
Arts 3,67 577
Speaking (structuring Portuguese 3,22 ,667
hypotheses) Foreign Languages 3,09 1,221
Kindergarten and 1-4
grades 3,67 ,917
Sciences 3,43 787
History 2,93 ,884
Arts 4,00 1,000

3.2. Univariate analysis of variance (ANOVA): effect size and post-hoc analyses

Through several ANOVA’s the effect size was determined on the groups mean differences, using the
“scientific domain” variable. For all the items there was substantial effect size (2 ranging between .178
and .358). Cohen’s benchmarks for statistical value of 2 were established as norm (Cohen, 1988). Mean
results, effect sizes and Tukey test (post-hoc) of the univariate analysis for all tasks (reading, writing,
speaking and listening comprehension) are shown in Table 2.

Reading: ANOVA results evidenced significant differences among the groups determined by
“scientific domain”. For the “theme comprehension’’ ability, the groups differed significantly (p=.010;
12 =.210). The group with the highest mean in this task was the group of History and Geography teachers
(M=4.87), followed by the group of basic education teachers (M=4.75), as opposed to the group of Hard
Sciences teachers (M=4.00) who valued this item less compared to previous groups.

For the item "distinction of facts/opinions”, the groups also showed significant different behaviour
(p=-027; n2=.178) between them as regards the valuation of the item. Teachers of Portuguese and basic
education scored higher (M=3.96), as opposed to science teachers (M = 2.71). As for the task "distinction
and comparison of texts", the groups showed significant differences as indicated by the effect size
(p=.009; n2=.211). The basic education teachers are the ones who valued this task more (M=3.71) with
a significant difference compared to science teachers (M=2.43).

A post-hoc (Tukey) test revealed significant differences among the groups of teachers from different
scientific domains (p<.05), considering differences for the following specific Reading items: theme
comprehension (F(5.63)=4.705;p=.001), facts and opinions (F(5.63)=4.319;p=.002), distinction and
comparison of texts (F(5.63)=.931;p=.009). The differences were between teachers of Sciences and
teachers of History/Geography, basic education teachers and Portuguese Language teachers and the
means were presented above; no significant differences were found among the other teachers’ groups

(for example, Foreign Language teachers and Arts teachers).
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Writing: ANOVA results evidenced significant differences among the groups according to “scientific
domain”. The groups differed significantly (p=.000; 2 =.317) in the “writing for an audience” ability.
The group with the highest mean in this task was the group of basic education teachers (M=3.79),
followed by the group of Portuguese teachers (M=3.44) and History/Geography teachers (M=3.00), with
Science teachers scoring this task lower (M=.2.14) as being important for the evaluation of non-native
students. For the "time constraints" item, groups also showed significant different behaviour (p=.007;
12=.219) in relation to the valuing of the item. Teachers of Portuguese value it most (M=4.33), unlike
FLs teachers (M=3.27), whose mean is below the cut-off point.

As for the "linguistic rules” (or grammar) item, the groups differ significantly with large effect size
(p=-000; n2=.358) regarding the value of the item. The means show the following decreasing order:
Portuguese language teachers (M=4.33), basic education teachers (M=4.04), History/Geography teachers
(M=3.67), Science teachers (M=3.29) and FL teachers (M=3.27). The groups of language teachers differ
substantially from each other in the importance they attach to this writing item.

A post-hoc (Tukey) test revealed significant differences in the “writing for a specific audience”
(F(5.63)=.166;p=.000), “time constraints” (F(5.63)=1.768;p=.007), and “grammar”
(F(5.63)=1.311;p=.000) items between Science teachers and History/Geography teachers, Basic
Education and Portuguese Language teachers. As the means suggest (Table 1), differences were also
noticed between Portuguese Language teachers and Foreign Languages teachers on ability to write facing
time constraints; significant multiple differences (p<.05) were observed among teachers’ groups for the
item related to writing according to grammar knowledge in L2: between Science teachers and
History/Geography teachers, Basic Education teachers, and Portuguese language teachers. And, in the
same task, other groups behaved differently inter se: this was the case between History/Geography
teachers and Portuguese Language teachers, Foreign Language teachers and Basic Education Teachers
(Table 2).

Speaking: ANOVA results evidenced significant differences among the groups according to
“scientific domain™: in terms of ability of “questioning”, the groups differed significantly (p=.003; n2
=.241). The group with the highest mean in this task was the group of FLs teachers (M=4.64), and the
teachers of History/Geography had the lowest mean (M= 3.60).

Regarding the task “clarity during participation in classroom context”, the groups differed
significantly (p=.005; n2 =.227). The group of basic education teachers had the best score (M=4.25),
followed by History/Geography teachers (M=3.40) and by Science teachers (M=3.29).

As for item “clarity during presentation in classroom context”, the groups differed significantly
(p=.002; 2 =.249). The Portuguese language group of teachers had the highest mean (M=4.11), followed
by FLs teachers (M=4.09) and by basic education teachers (M=4.00). Science teachers paid less attention
to the task (M=2.86).

A post-hoc (Tukey) test revealed significant differences among the groups of teachers from different
scientific domains (p<.05), with regard to specific speaking task items: ‘“questioning”
(F(5.63)=3.167;p=.013), “clarity during participation in classroom context” (F(5.63)=3.432;p=.008), and

“clarity during presentation in classroom context” (F(5.63)=.697;p=.002). As previous means values
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suggested, the differences were observed only between History/Geography teachers and Foreign
Language teachers; regarding speaking with clarity during participation in class: the differences (p<.05)
were between Basic Education teachers and History/Geography teachers; regarding speaking with clarity
for presentation in class: there were differences between Science teachers and the other teachers’ groups

(Portuguese, Foreign Languages and Basic Education, see Table 2).

Listening: For all the listening items/tasks, ANOVA results revealed no significant differences
concerning effect size. The post-hoc tests did not show significant differences among the teachers’

groups.

Table 2. Comparison among groups (means, pearson and effect sizes): teachers perceptions

according to teaching service, experience with multicultural classes and L2 measures application.

Scientific
domain
Mean p n2
Reading theme
comprehension
.010 .210
distinction
facts/opinions
027 .178
comprehension
of texts
.009 .211
Writing

audience needs
.000 .317
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time
constraints’ .007 .219

linguistic rules  .000 .358
Speaking

questioning .003 .241
clarity during
participation in
classroom

005 227

3.3. Linear Multiple Regression Analysis

Considering the sequence of past results, and having particularly noted how the groups of subjects
determined according to different independent variables behaved in the valuation of tasks of the four
scientific areas, it was decided to resort to linear regression analysis to ascertain the main predictors
among the group of independent variables under study using the stepwise method, and how the model is
used to establish the importance of specific tasks to be given to non-native students by teachers in
Portuguese schools (Lisbon district). Only the tasks that showed significant differences in the groups and

significant effect sizes were considered, according to the results of the previous tests.

Reading

For the task “compare and contrast ideas in a single text and/or across texts” regression results also
showed that the teachers’ scientific domain variable has predictive value (b=-.333, p=.009) but also the
“experience with measures applied to foreign students” (b=-.249, p=.041), as opposed to the other 3
factors — teaching experience, age, experience with foreign students in classes - where no significant
predictive power was shown. The importance of that specific reading items is affected by the perceptions
of the different teachers (by scientific domain). In order to clarify this result, and having examined the
overall result (through a frequencies previous test) of the answers to all the items of the scale (14 factors),
it was found that Portuguese language and FLs teachers are the ones who had more positive perceptions
regarding all the tasks listed in the questionnaire. Teachers of other scientific fields value different items
and attach less importance to items. The teaching areas are important factors in predicting tasks and

enforcing them among linguistic minorities in schools. As for the other variable that the model shows as
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being the second and final model predictor, it appears that the negative experience of teachers (absence
of experience) predicts lower application of measures for students inside the classroom. There were 2
reading tasks (theme identification and facts/opinions distinction) that regression analysis revealed as
having no significant predictive value for any independent variables. The results are summarized in table
3.

Writing

Regarding both tasks “awareness of audience needs and write to a particular audience or reader” (1)
and “time constraints” (2), results showed that only the teachers’ scientific domain variable has predictive
value (task 1: b=-.261, p=.044; task 2: b=-.613, p=.000) as opposed to the other 4 factors — teaching
experience, age, experience with foreign students in classes, measures applied to foreign students in
classroom - where no significant predictive power was found. Importance for that specific writing item
is affected by the scientific domain of teachers, meaning that there are perceptions of teachers, according
to the teaching area, that produce differences on the importance attributed to that task, for
foreign/immigrant students. The results are summarized in table 3.

Speaking

For the tasks “questioning teacher” (1), “participation toward other students” (2) and “presentation
toward other students” (3), results showed that only the teachers’ scientific domain variable has
maintained predictive value (task 1: b=-.421, p=.001; task 2: b=-.335, p=.009; task 2: b=-.365, p=.004).
For the task “giving instructions/directions” (4) results showed that experience with multicultural classes
is the only predictor (b=.270, p=.037). For the task “structuring hypotheses” (5), results showed that the
teachers’ scientific domain variable has maintained the predictive value (b=-.389, p=.002), but also other
variable emerged from the model as a predictor: age variable (b=-.287, p=.017). In the ANOVAs the age

variable did not display significant differences among the groups for any items.

Listening

For the task “recognize the speaker’s attitudinal signals”, results showed that the experience with
measures for foreign students is the only predictor (b=-,272, p=.034). The importance of that item is
affected by teachers’ experience in dealing with pedagogical measures (considering the descriptive

statistics of ANOVA, we determined that the teachers with experience of pedagogical measures attribute
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greater importance to this task than the group with no experience or knowledge of those measures). The

results are summarized in table 3.

Table 3. Linear regression analysis of tasks relevance (*dependent variables appeared in the
prediction model).

Model
Standardized
coefficients
Sig.
Beta
Reading
compare and contrast ideas in a
single text and/or across texts (1)
Scientific domain* 333 .009
Experience with L2 measures (2)
Scientific domain* 249 041
Writing
awareness of audience needs and
write to a particular audience or reader
(1) 261 044
time constraints (1) .613 .000
Scientific domain*
Speaking 421 .001
questioning teacher (1) 335 .009
participation toward other students .365 .004
(2) presentation toward other students
(3) 270 .037
Scientific domain*
giving instructions/directions (4)
Experience  with  multicultural .389 .002
students* .287 .017
structuring hypotheses (5)
Scientific domain*
Age*
272 .034
Listening
recognize the speaker’s attitudinal
signals (1)

L2 measures administered™

4. Discussion

Concerning the question of the study, the knowledge and representations that different teachers have
regarding evaluation tests vary mainly according to the predominance of the scientific area compared to
other factors that have been confirmed as not being strong predictors in the model: age, length of service
and experience with multicultural groups. Regarding the scientific area, in the early part of the paper we

present the differences in perceptions that teachers, by scientific area, denote and explain their valuing
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of reading and listening comprehension tasks to the detriment of the writing and speaking tasks. As noted,
previous studies suggest that teachers have inadequate knowledge and representations of instruction and
assessment of priority tasks in L2 (Graham & Peri, 2007; Littlewood, 2007; Veenman, 1984).

This study concludes that the teachers with more positive perceptions are language teachers and basic
education teachers, who understand more tasks, focusing on all the skills to satisfactorily assess
immigrant pupils. These data contradict the study by Garcia-Nevarez, Stafford & Arias (2010), which
examined an American sample (Arizona State) of basic education teachers regarding the importance of
adjusting teaching to non-native students (English as L2), and detected a huge variability of answers,
which depended on the type of training these teachers had had, with those qualified to teach bilingual
education being more favourable and more supportive of L2 learners, unlike older teachers (bilingual
and monolingual) who, compared with the younger ones, had negative attitudes towards non-native MT
students.

The same variability of answers, albeit dependent on other variables, was also found in teachers
(Michigan) examined by Karabenick and Noda (2004), supporting the teachers’ perception regarding the
students’ bilingualism as an advantage compared to non-bilingual L2 pupils. In this study, in more
advanced levels of basic education and high school, social sciences teachers (History and Geography)
and sciences (and visual arts) teachers select fewer items, thereby minimizing the number of tasks and
focusing more on reading and listening comprehension skills. These results are consistent with data
advanced by Hansen-Thomas and Cavagnetto (2010), who found that teachers in the area of mathematics
do not distinguish between tasks that these students should complete to be able to develop the language
of the subject. Also, a study by Reeves (2006) showed that high school teachers had insignificant positive
attitudes regarding including immigrant students in regular classes, due to the specific teaching for L2
and to the change of plans and programmes to adapt to these students.

Hansen-Thomas and Cavagnetto (2010) and Rubinstein-Avila and Lee (2014) drew attention to the
lack of preparation of high school teachers and changing approaches of L2 teaching to a language-based
approach that sensitizes teachers who are not language teachers to realize that to teach hard sciences, for
example, the approach has to be that one and not merely the content of the subject without the linguistic
competence. This type of results is close to those obtained in our study, in that high school teachers,
unlike basic education teachers, are the ones who value items as being less important for non-native
students’ tasks. The study on the cognition of teachers teaching non-native students (in the context of
L2) has been the subject of several international research (Borg, 2003; Tsui, 20003; Venman, 1984;
Wright, Eisenhardt & Mainzer, 2010). Teachers are examined with regard to inconsistencies between
their knowledge of L2 teaching and practice in the classroom. Studies have also focused on the difference
between younger and more experienced teachers, with the inconsistencies having a negative impact on
students (Reagan, 2006; Tsui, 2003). The main problem of teachers in relation to the multiplicity of tasks
is the decision and planning of those tasks for different contexts (students), prominently in high school
where the skills of academic language focus on the content of the subjects and simultaneously cut across
them (Schleppegrell, & O’Hallaron, 2011).

In other empirical studies (Hasan, 2010; Siegel, 2013), teachers, especially FLs ones, prioritise

listening and reading in tasks that share the same demands (understanding teacher's instructions, for
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example), seriously devaluing writing skills aspects (listening and grammar) and speaking (Brown, 2009;
Khuwaileh & Shoumali, 2000). This teachers’ priority was also confirmed in this study and is consistent
with the research that confirms the positive relationship between reading and listening tests, in that they
also share specific aspects in the field of cognitive processing (Zeeland & Schmitt, 2012; Harding,
Alderson & Brunfaut, 2015). This is the advantage of the interdependence between skills, and teachers
seem to be aware of this positive resource for assessing and teaching students in a L2 context (Chien,
Palau and Sun (2014).

The results presented in this study are an important contribution especially in two aspects: the analysis
of teachers’ perception of relevant tasks in L2 is pioneer in Portugal. On the other hand, it presents a
corpus of results that corroborate and contrast those of previous international studies, with implications
for education and concepts of practices that teachers from various scientific fields reveal about L2
teaching and the type of tasks to consider in tests and in the classroom.

The data suggest that teachers may be developing inadequate practices and concepts, especially
considering the differences according to scientific field and high school level; that they undervalue the
grammar component of all skills to be developed by the students; that they overemphasize listening
comprehension and its relationship with reading; that they follow closely a L2 teaching model (originally
of American design, Horwitz, 1985) but only basic education teachers (for students aged 4-11 years);
and that they have poor notions regarding L2 tasks and evaluation tests, in general.

The inconsistency in perception and practices across different groups of teachers and respective
experiences results from the variability in their responses and from the statistically significant differences
in the specific tasks they have chosen as being relevant and irrelevant. However, when compared to the
group of teachers from one of the samples of the original study (Rosenfeld, Leung & Ottman, 2001),
Portuguese teachers are more positive when differentiating tasks. And despite the fact that the variables
related to experience with multicultural classes and application (knowledge) of the PLNM measure had
little predicting value in the analysis of the results, we consider these factors to be important to improve
teachers’ perceptions of tasks to be done in classrooms with different minorities, especially considering

that over the last few months Portuguese schools have been receiving refugee students.
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