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Abstract:

This qualitative study aimed to understand English as a Foreign Language (EFL)
teachers’ knowledge and skills concerning the integration of Information and Communication
Technology (ICT) into classroom teaching practices at a private university in Vietnam. The
Technological Pedagogical and Content Knowledge (TPACK) framework was used to guide
research design, data collection, and data analysis. Findings show that participants vary
significantly in terms of knowledge and skills needed by EFL teachers. The study suggests that
to support meaningful integration, EFL teachers need to develop three key knowledge types:
technology, pedagogy and content, and the skills to combine these types of knowledge.

Keywords: English as a foreign language; ICT in English language teaching;
Integration of information and communication technologies; Teachers’ knowledge and skills,

Technological pedagogical and content knowledge framework.

1. Introduction

English as a foreign language (EFL) is
where English is taught as a subject to
students, and where the broader community
does not use English for everyday
communication. Students in the EFL context,
therefore, have few opportunities to use
English both inside and outside classrooms, as
is the case in a Vietnamese private university.

Over the years, English language teaching
and learning methodologies have changed
from traditional teaching methods, known as
teacher-centred methods, to more student-
centred methods, such as Communicative
Language Teaching (CLT), Task-Based
Learning (TBL), and Skill-Based Approach
(Son, 2018). The objectives of these changes
are to engage students in more active learning,
and to encourage them to collaborate to
enhance their communicative  English
competence. Simultaneously, the growing
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advancement of ICT, such as computers, smart
phones and innovative interactive software,
has the potential to engage students more
actively in the learning process and to bring
authentic English learning experiences into
classrooms to improve the quality of both
teaching and learning.

While it is argued that there is no one best
way to integrate ICT into teaching, the
intersection of three key knowledge types of
technology, pedagogy and content, plus the
relationships among and between these bodies
of knowledge, is considered the “heart of good
teaching with technology” (Koehler & Mishra,
2009, p. 62). Koehler and Mishra (2006)
developed the Technological Pedagogical and
Content knowledge (TPACK) framework by
adding the component of technology into
Shulman’s concepts of Pedagogical and
Content Knowledge (PCK). Since then,
TPACK has been used to study the adoption
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of ICT in teaching and learning in various
subject areas and thus was employed as a
framework in this study to understand EFL
teachers’ knowledge and skills needed to teach
in the 21 century.

To understand EFL teachers’ knowledge
and skills, the following research questions
have been formulated to guide this study:

1. What are EFL teachers’ knowledge
and skills concerning the integration of ICT in
English language teaching?

2. What are EFL teachers’ knowledge
and skills required to better integrate ICT in
English language teaching?

Addressing these research questions will
aid in the development of a deeper
understanding of the three types of knowledge
held by EFL teachers, as well as the skills
required to integrate this knowledge in order
to make teaching and learning English a more
meaningful and effective process.

2. Literature Review

2.1. Understanding of Technological
Pedagogical and Content Knowledge
(TPACK)

Figure 1: A graphical representation of
Shulman’s pedagogical content knowledge

As above, TPACK was
developed based on Shulman’s PCK. Shulman
(1986) argues that PCK is a “special type of
knowledge that represents the blending of
content and pedagogy into an understanding of
how particular topics, problems or issues are
organized, represented, and adapted to the
diverse interests and abilities of learners, and
presented for instruction. Pedagogical content
knowledge is the category most likely to
distinguish the understanding of content
specialist from that of pedagogy” (p. 8).
Shulman  (1987) argues that quality
instructional techniques or strategies used to
engage learners in student-centred lessons are
effective only when teachers have a deep
understanding of the content being taught; and

discussed

that effective instruction results from teachers
uniting deep content knowledge with effective
instructional strategies and approaches to
assessment, as shown in Figure 1.

This combination is considered as teachers
maximizing their pedagogical-content
knowledge to provide learners  with
meaningful and effective learning experiences;
and this framework has served as a solid
foundation for understanding pedagogical-
content knowledge for the last three decades
(Cherner & Smith, 2016). However, this
framework needs revision to encompass
digital resources designed for instructional
uses. The framework was therefore further
developed by Koehler and Mishra to add the
technological knowledge component. This
additional knowledge is described as the
ability to operate different types of digital
technologies, to install and remove software,
and to create and store products that are
created with the technology (Koehler &
Mishra, 2009). The TPACK framework as
shown in Figure 2 below is bounded within a
certain context.

Figure 2. TPACK framework and its
knowledge components

—

Technological
Pedagogical Content
Knowledge
(TPACK)

Technological
Pedagogical

Pedagogical
Content
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“Source: http:// tpack.org

The TPACK framework argues that no
individual technological approach can be
applied to every educational setting; that it is
necessary to provide specific strategies for
each context, always considering the
multifaceted relationships between
technology, pedagogy, and content. In other
words, teachers with only knowledge of
technology are not well equipped to teach with
it; and teachers who are well-equipped with
pedagogical and content knowledge but lack
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technological knowledge cannot succeed
either in integrating ICT into their teaching
practice (Koehler & Mishra, 2009).

2.2. Definitions of the TPACK components

The definition of each component is
synthesized from the work of Shulman (1987),
Koehler and Mishra (2006), and other relevant
work.

2.2.1. Technological knowledge

Technological ~ knowledge (TK) s
knowledge of how to teach today’s students
using technology. It can also be understood as
the ability to operate digital devices and to use
software (Fernandez et al., 2017). This ability
includes understanding information
technology broadly enough to be able to apply
it productively at work and in everyday life,
being able to recognize when it can assist or
impede the achievement of a goal, and being
able to adapt to its continuous changes
(Koehler & Mishra, 2009).

Schmidt et al. (2009) suggest that TK also
relates to being able “to solve technical
problems, to learn technology easily, to keep
up with important technology, to play around
with  technology, to know a lot of
technologies, to have technical skills and to
have opportunities to work with different
technologies” (p. 145).

2.2.2. Pedagogical knowledge

Shulman (1986) defined pedagogical
knowledge (PK) as the entire teaching process,
including how to teach. It includes knowledge
of differentiated instruction and rigor, literacy
skills, lesson planning and reflection,
classroom management strategies such as
establishing class rules, grouping students,
setting up class routines, using techniques and
strategies to enhance learning environments,
assessment and feedback (Cherner & Smith,
2016).

2.2.3. Content knowledge

Content knowledge (CK) is defined as
teachers’ knowledge of the subject matter to
be learned or taught. The content to be
covered at each educational level is different.
As Shulman (1986) noted, this knowledge
would include knowledge of concepts,
theories, ideas, organizational frameworks,
knowledge of evidence and proof, and
established practices and approaches toward
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developing such knowledge (Koehler &
Mishra, 2009).
2.2.4 Technological pedagogical knowledge
Technological Pedagogical Knowledge
(TPK) is defined as “an understanding of how
teaching and learning can be changed when
particular technologies are used in particular
ways. This includes knowing the pedagogical
affordances and constraints of a range of
technological tools as they relate to
disciplinarily and developmentally appropriate
pedagogical designs and strategies” (Koehler
& Mishra, 2009, p.65). In more simple terms,
TPK includes teachers’ knowledge of how to
plan lessons that integrate technology-
enhanced activities, how to implement these
activities in their teaching practice, or how to
construct tutorials and learning experiences
that support students’ use of technological
tools during instruction.
2.2.5. Technological content knowledge
Technological Content Knowledge (TCK)
refers to knowledge of technological tools that
are used in a content area, such as how to use
probes or databases to collect data in science,
or how to repurpose technology tools in other
content areas. It involves an understanding of
how technology and content influence and
constrain one another. Teachers need to master
more than the subject matter they teach; they
must also have a deep understanding of how
subject matter can be changed by the
application of  particular  technologies.
Teachers need to understand which specific
technologies are best suited for addressing
subject-matter learning in their domains and
how the content dictates or perhaps even
changes the technology - or vice versa
(Koehler & Mishra, 2009, p.65).
2.2.6. Pedagogical content knowledge
Pedagogical Content Knowledge (PCK)
refers to teachers’ knowledge of how to make
connections between what to teach and
how/the best way to teach in the context of
their daily planning and implementation of
lessons. In other words, PCK is knowing how
to adopt appropriate teaching methods that can
be applied to different subjects, contexts, and
learners. Its definition, therefore, is consistent
with and similar to Shulman’s concept of
knowledge of pedagogy that applies to the
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teaching of specific content. PCK informs the
core Dbusiness of teaching, learning,
curriculum,  assessment, and  reporting,
including the conditions that promote learning
and the links that connect curriculum,
assessment, and pedagogy (Koehler & Mishra,
2009).

2.2.7. Technological pedagogical and content
knowledge

Technological Pedagogical and Content
Knowledge (TPACK) is defined as knowledge
that is underlying truly meaningful and deeply
skilled teaching with technology and is
different from knowledge of all three concepts
individually. 1t is the basis of effective
teaching with technology, requiring an
understanding of the representation of
concepts using technologies; pedagogical
techniques that use technologies in
constructive ways to teach content; knowledge
of what makes concepts difficult or easy to
learn and how technology can help redress
some of the problems that students face
(Koehler & Mishra, 2009).

3. Methodology

The study adopted a qualitative research
paradigm with a case study design. The nature
of the phenomenon in this study which was
ICT integration in EFL teaching and learning
and the ‘what’ of EFL teachers’ knowledge
and skills necessary to support the integration
informed the selection of a qualitative
approach. Rich data from a qualitative
approach allowed us to seek insights into the
EFL teachers’ thinking about ICT integration
in their practice.

The data were collected from nine semi-
structured interview questions involving nine
EFL teachers who taught English as a Foreign
language at a private university in Vietnam.

These interviews were conducted via Zoom.
The raw data were transcribed and translated
from Vietnamese into English. Then, they
were imported into NVivo - a qualitative data
analysis software to help organize, code,
categorise, and analyse process based on each
component of the TPACK framework which
was referred to as themes in this study. Key
categories identified in each theme were
synthesized to reveal and represent the
knowledge and skills needed by EFL teachers.
4. Results

The EFL teachers provided a lot of
information about technology, pedagogy and
content that they taught. Related data were
coded in appropriate themes using TPACK
framework as discussed earlier. For instance,
any types of technology that the EFL teachers
mentioned were coded in the theme named
EFL teachers’ TK. All codes in this theme
were then grouped into three categories which
encompass (i) Using Microsoft Office
Programs and Multimedia, (ii) using Mabile,
software, apps and social networks, and (iii)
using e-dictionaries and online learning
environments. The EFL teachers’ responses to
questions about pedagogical knowledge were
coded in the theme EFL teachers’ PK. All
initial codes for this theme were collapsed into
five categories: (i) using different teaching
methods, (ii) changing methods and styles,
(iii) choosing teaching materials, (iv)
managing and controlling students, and (v)
evaluating students’ learning outcomes. This
process was repeated to code and categorise
all data into appropriate themes of the
TPACK. In order to help better understand
about EFL teachers’ knowledge and skills, all
these themes and categories were synthesized
in Table 1 below:

Table 1: A synthesis of EFL teachers’ knowledge and skills

- Using Microsoft Office programs and multimedia

TK - Using mobile, software, apps, and social networks
- Using e- dictionaries and online learning environments
- Using different teaching methods
- Changing methods and styles

PK - Choosing teaching materials

- Managing and controlling students

- Evaluating students’ learning outcomes
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CK - Level of Language competency

- Teaching four macro and four micro language skills

- Vietnamese and English used in class
- Awareness of cultures of English-speaking countries

- Evaluating ICT before using them

TPK - Using ICT to engage students

- Using ICT to evaluate students

- Using ICT to design lesson plans and cater for different learning styles

- Using Microsoft Office programs
TCK

and multimedia to teach language skills
- Using mobile, software, apps, and social networks to teach language skills
- Using e-dictionaries, Moodle LMS and MS Teams to teach because of Covid-19

PCK - Providing feedback for students

- Knowing appropriate methods for teaching different subjects

- Enhancing learners’ cultural awareness
- Enhancing awareness of current research in the field of EFL

- Need professional development

TPACK
and support

- Different in professional competency

- Need support with online learning environment to facilitate teaching

The paragraphs below provide discussion of key findings synthesized in this Table.

5. Discussion
5.1. EFL teachers’ knowledge and skills

This study seeks to understand knowledge
and skills needed by EFL teachers associated
with the integration of technologies in EFL
teaching. The term knowledge involves three
knowledge types: knowledge of technology,
pedagogy and content while the term skills
refers to EFL teachers’ ability not only to
combine content and pedagogical knowledge,
but also the three types of knowledge, in order
to make teaching and learning processes more
meaningful and effective. Key findings from
the study are discussed in the following
paragraphs.
5.1.1. Technological knowledge

As pointed out by Koehler and Mishra
(2009) and Lowther et al. (2009), 21% century
teachers need knowledge of teaching and
learning technologies if they are to prepare
and deliver learning experiences capable of
engaging  students.  This  technological
knowledge is variously understood. Findings
from this study show that the majority of
participants are familiar with and use many
types of technologies, including Microsoft
Office  programs, multimedia, digital
classroom equipment, electronic dictionaries,
online  learning  environments, mobile
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technologies, social networks, and specialized
software and websites. This finding is
evidence to show that in the digital world of
the 21% century educational institutions and
their students and graduates are now
incorporating technologies into their teaching
and learning.

All teachers are currently provided with the
opportunity and faced with the requirement to
integrate technologies into their daily teaching
practice. This study has provided evidence that
the participants are all using some form of
technology to prepare and resource their
lessons, to deliver presentations, and to help
their students learn more effectively; but the
degree of sophistication of use was found to
vary significantly. These findings are
consistent with those of Li et al. (2015), who
noted that to teach effectively with
technologies teachers need to “know a lot of
technologies, to have technical skills and to
have opportunities to work with different
technologies” (p.145).

Technology changes rapidly, as confirmed
by Koehler and Mishra (2009); it is therefore
imperative for any EFL teacher to keep
learning. Technological knowledge is essential
for teachers to teach in today’s digital world,
and technology now exists in many forms to
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make this happen. A focus on how to use this
technology effectively, and how to integrate it
into existing practice, has become “a main
theme in language teaching circles and has
been a key focus in the field of computer-
assisted language learning” Son (2018, p.3).
5.1.2. Pedagogical knowledge

In this study, teachers’ pedagogical
knowledge includes knowledge of different
teaching methods, knowledge about changing
methods and styles, choosing materials and
assessing  students’  learning  outcomes.
Lavadenz (2011) emphasizes that good
pedagogical knowledge is needed for teachers
to provide learners with effective language
learning experiences and as Koehler and
Mishra (2009) note, that pedagogical
competence is necessary to help teachers
know how and when to apply ICT tools in
their classroom practice.

As outlined in Shulman’s (1987)
framework, discussed earlier, EFL teachers’
pedagogical knowledge  depends  on
knowledge of principles, teaching strategies
and methods used to present content and to
manage the classroom, and knowledge about
educational contexts, learners and learning,
and student assessment.

Findings from the study indicate that the
teachers adapt a variety of teaching methods,
including Audio-Lingualism, Communicative

Language Teaching (CLT), Task-Based
Learning (TBL), Grammar-Translation, and
Content Language Integrated Learning

(CLIL); that their teaching approaches are
guided by theoretical principles developed for
EFL teachers. The findings reflect the teaching
methods used and the learning activities
designed; and teachers at times are seen to
change their teaching style to suit their
students” needs; and to choose different
sources of materials, for example from the
internet, to manage the classroom and to
evaluate their students’ learning outcomes.
The findings suggest, therefore, a degree of
flexibility and the ability to adapt.

The above discussion highlights the
importance of pedagogical knowledge in
enabling EFL teachers to teach effectively and
the challenges that currently exist within both
their systems and their established practices.

Deep understanding of pedagogical practices
is a prerequisite to enable teachers to select
and apply appropriate technologies to support
teaching and learning.

5.1.3. Content knowledge

Content knowledge is a core component of
EFL teachers’ knowledge base. Findings from
this study reveal that the EFL teachers’
content knowledge consists of language
proficiency, which covers the four macro
skills of listening, speaking, reading, and
writing, and the micro language skills, relating
to vocabulary, grammar, pronunciation, and
culture, as well as the frequent and competent
use of the language themselves. These
findings indicate that the participants teach
both macro and micro language skills, which
requires a wide range of content knowledge in
both areas. Having a sufficient level of this
content knowledge is an essential prerequisite
for being able to apply technology
appropriately to support their teaching.
Attention to the different types of knowledge
and skills, however, varies.

Given the context of the study, it is
unsurprising that the findings indicate that
both English (L2) and Vietnamese (L1) are
used in the classrooms. The degree to which
this happens depends on the complexity of the
language skills being taught, the competency
level of the learners, and the topics being
taught. The literature on L2 teaching suggests
the usefulness of using the L1 to help learners
appreciate more nuanced understandings of
language content. Lightbown and Spada
(2013), for example, argue that using the L1 is
effective when the teacher does so knowingly,
controlling when and how to use it for
maximum benefit for students.

The findings confirm, for example, that
only two of the participants mentioned
teaching content relating to cultural
knowledge, which suggests that at tertiary
level ‘culture’ may be taught separately from
‘language’. Unlike courses offered on cultures
of English-speaking countries such as Britain
and the U.S.A,, the participants individually
used materials from various websites to teach
topics relating to the cultures associated with
the language they are teaching. Using
materials from the internet provides
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opportunities to teach about the important
relationship between language and culture. As
argued by Thorne, Sauro, and Smith (2015),
using authentic materials from the internet -
materials designed by native speakers for
native speakers - is one of the most effective
ways to do this.
5.2. Knowledge and skills required to
integrate three knowledge types

The three knowledge types discussed above
constitute the fundamental background
knowledge and pre-requisites needed by the
EFL teachers in this study. To teach
effectively in the digital world they must keep
up with changes, developments and
innovations - which move fast; and with
changes in teaching and learning theories and
pedagogical strategies, which are also
continuously evolving. One way to keep
abreast with change is to encourage teachers to
progressively merge technological knowledge
into content and pedagogical knowledge, all in
one place.

Integration of content, pedagogy, and
technology requires the skills or ability to

converge pedagogical content knowledge
(PCK), technological content knowledge
(TCK), and technological pedagogical
knowledge (TPK), and technological

pedagogical and content knowledge (TPACK).
The following paragraphs discuss in more
detail.

5.2.1. Convergence of technological
pedagogical knowledge (TPK)

Technological pedagogical knowledge
refers to teachers’ knowledge of how teaching
and learning processes can be adopted,
improved, changed, or adapted through the
integration of specific technologies (Koehler
& Mishra, 2009). All participants expressed
positive attitudes towards using technology in
their teaching. They described it as potentially
improving the quality of both teaching and
learning, talked about the importance of
developing skills to teach online, and of
blended learning. This finding aligns with
previous studies conducted by Castro Sdnchez
& Alemén (2011) and Lowther et al. (2008).

Castro Sanchez and Aleman (2011)
provided evidence that the integration of
technology helps students to engage more
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frequently in meaningful use of computers to
support their learning, while Lowther et al.
(2008) reported that the integration of
technology in teaching can enhance students’
autonomy, capability, and creativity. Son
(2018) also described in detail various
technologies used in the field of CALL,
ranging from computers, multimedia, the
internet, wireless networks, mobile devices,
and educational resources. The various use of
these different technologies is confirmed by
the findings from the study.

5.2.2. Convergence of technological and
content knowledge

Technological content knowledge (TCK) is
defined as an understanding how technology
and content influence and constrain one
another. Teachers need to understand which
specific technologies are best suited for
addressing subject-matter learning in their
domains, and how the content dictates - or
perhaps even changes - the technology, or vice
versa (Koehler & Mishra, 2009, p.65). This
study has revealed that EFL teachers have a
wide range of technological and content
knowledge, and that they believe that they
integrate multiple kinds of technology to teach
both macro and micro language skills. Their
perceived confidence in their ability to use
technologies effectively implies an adequate
level of understanding and technological
knowledge to select the most appropriate
methods and strategies to teach the different
language skills. What also emerged from the
findings, however, is that teachers not only
need to be skilled and knowledgeable, they
also need to be supported at an institutional
level, in what Koehler and Mishra (2006) call
the context that surrounds the use of
technology, a context which involves certain
conditions.

Concurring with Koehler and Mishra,
Kozma (2008) suggests a holistic approach to
ensuring such conditions are met, including
provision  of  adequate infrastructure
development, teacher training, pedagogical
and curricular change, content development,
and technical support. These are seen to be
important operational conditions to support
EFL teachers in their engagement with
technology. Findings from the study revealed
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that the EFL teachers have been equipped
digital classrooms with facilities such as TVs,
projectors, and speakers. The teachers
acknowledge this investment and support, but
they are not satisfied with the Wi-Fi system
and the use of Microsoft 365 provided to
them. This dissatisfaction can be a major
inhibiter in terms of levels of engagement with
ICT at the university.

5.2.3. Convergence of pedagogical and
content knowledge

As noted above, the teachers in this study
recognise these two knowledge types as
constituting elements of traditional EFL
teaching and learning. Koehler and Mishra’s
(2009) concept of pedagogical content
knowledge (PCK) captures this convergence,
focusing on how teachers develop the capacity
to manage it and to connect content with
teaching strategies: in simple terms, how best
to teach content. In Koehler’s and Mishra’s
words, this convergence encapsulates the core
business of teaching, learning, curriculum
development, assessment, and reporting,
which collectively represent the conditions
and opportunities that promote effective
learning.

The findings indicate that the teachers are
flexible enough to apply appropriate
pedagogical methods to teach the different
macro and micro language skills; that they are
aware of the need to develop their students’
cultural awareness, which helps to fully
understand the meaning that is contained
within the language, and that they know how
to provide formative feedback for their
students. The findings also show a desire on
the part of these teachers to receive the
professional development they need to
improve the quality of their teaching and their
students’ learning.

5.2.4. Convergence of Technological
pedagogical and content knowledge (TPACK)

The effective convergence of all the
knowledge types discussed above is a complex

skill since it is the basis of effective teaching
with technology, requiring an understanding
of the representation of concepts using
technologies; pedagogical techniques that use
technologies in constructive ways to teach
content (Koehler & Mishra, 2009).

The findings from this study indicate
different levels of proficiency among this
group of teachers in terms of achieving the
TPACK convergence of integrating the three
knowledge types. The findings show even in a
small group of nine EFL teachers - significant
differences in professional competency.
Integration of technologies does not happen at
the same time or in the same manner for
everyone. There is clear evidence of the need
for professional development and support to
ensure that all teachers progressively develop
their knowledge and skills. This section has
discussed the significance of the depth of
understanding relating to the three knowledge
types teachers need in the digital world of
today as prerequisites for EFL teaching. It has
also discussed the nature of these skills.

6. Conclusion

To summarize, the findings provide
evidence to understand EFL teachers’
knowledge and skills in relation to teaching
English with ICT. The study shows ELF
teachers know a wide range of technology,
pedagogy and content; however, there is
generally greater use of ICT as productivity
tools than as pedagogical tools. The study
indicates that the EFL teachers focused on the
‘step by step’ element of procedural
knowledge rather than on pedagogical
conceptual knowledge. Similarly, it was noted
that the more in-depth knowledge and skills
EFL teachers develop in the three knowledge
areas, the more likely it is that they will
integrate technology into their teaching. This
study has also suggested that teaching with
technology is a complex process, which
requires  progressive and  accumulative
professional training and development.
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Tom tit:

Nghién cizu dinh tinh ndy nham tim hiéu kién thizc va ki nang cua gido vién tieng Anh
lién quan dén viéc tich hop Cong nghé Thong tin va Truyén thong (ICT) vao thuc tién giang day
trén lop tai mét trueong dai hoc twr thuc & Viét Nam. Khung kién thize chuyén mén, phurong phap
sw pham va cong nghé (TPACK) da duwoc sir dung dé gidp thiét ké, thu thdp va phan tich da liéu.
Nghién cizu nhdn thay cé su khac biét ddang ké vé kién thirc va ki ning can thiét giia cdc doi
fuwong tham gia khac nhau. Bé gilp su tich hep giira kién thic va kj nang can thiét cua sinh
vién dat dwoc hiéu qua cao hon, gido vién ngoai ngit can phat trién ba logi kién thizc chinh,
gom: coéng nghé - kj thudt, phwong phdp su pham va kién thirc chuyén mén, song song vdi cac
kj ndng két hop céc logi kién thirc nay véi nhau.

Tir khéa: Cong nghé thdng tin va truyén thdng trong gidng day tiéng Anh; Kién thic va
kj ndng cua gido vién; Khung kién thize chuyén mén, phuwong phdp sue pham va céng nghé; Tich
hop Cong nghé théng tin va truyén théng; Tiéng Anh nhw mét ngoai ngi.

102 JOURNAL OF SCIENTIFIC RESEARCH AND DEVELOPMENT



	UNDERSTANDING EFL TEACHERS’ KNOWLEDGE AND SKILLS VIA TPACK FRAMEWORK
	References
	Thorne, S. L., Sauro, S., & Smith, B. (2015). Technologies, identities, and expressive activity. Annual Review of Applied Linguistics, 35, 215-233.

