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Abstract
Despite the increasing use of technology in education, university teachers’ percep-
tions and use of technology are under-explored, particularly in the context of Eng-
lish language classrooms in mainland China. To fill the research gap, this article 
reports the findings of a case study exploring university teachers’ perceptions of and 
practices with technology as well as the challenges of technology implementation. 
To provide a microscopic understanding of these issues from teachers’ perspective, 
an online survey was first distributed to all 60 English teachers at a focal university, 
with 35 valid surveys returned. Subsequently, nine survey respondents participated 
in in-depth follow-up interviews. The findings suggest that teachers used technology 
predominantly for teacher-centred purposes rather than for active student engage-
ment although they had positive perceptions of technology integration. They also 
held critical viewpoints on the use of technology in English teaching. In addition, 
teachers perceived more external barriers to technology integration (e.g. insufficient 
technical and pedagogical training, “the Great Firewall”) than internal challenges 
(e.g. students’ lack of interest in technology). The study contributes to the under-
standing of university teachers’ technology uptake and carries important implica-
tions for the promotion of teaching innovation and effectiveness in higher education 
contexts.
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Introduction

The value of technology in language education has been discussed since the 
1960s (Alahmari 2013), and the advancement of technology has brought about 
many changes and reforms in education (Delgado et al. 2015; DelliCarpini 2012; 
Huang et al. 2019). In our current fight against the coronavirus pandemic, com-
puter assisted language learning (CALL) has played a particularly important role 
in education because of its various affordances for online teaching and learning. 
Research has shown that integrating technology into classroom settings can help 
stimulate questioning by students, facilitate interaction, encourage students’ self-
expression, and enhance teaching productivity (Baydas and Goktas 2016; Wilson 
et al. 2018). Despite the benefits of educational technology, technology sceptics 
question the value of integrating technology into the classroom. From their con-
servative perspective, computers may reduce the wide variety of teaching and 
learning to simply rote learning and distract students’ attention (Collins and Hal-
verson 2018).

Regardless of the debate over the affordances of educational technology, using 
technology for instructional purposes has become increasingly popular around 
the world (Kulavuz-Onal 2018). Against this backdrop, China’s education author-
ities promote the use of technology in education, particularly in foreign language 
education (Li and Ni 2011). English as a Foreign Language (EFL) teachers are 
encouraged to integrate audio and video materials, online resources, emerging 
multimedia software, and generally CALL into the classroom (Department of 
Education in China 2001, as cited in Li and Ni 2011). However, teachers do not 
use technology to its full potential (DelliCarpini 2012), and their employment of 
educational technology lags far behind the availability of technology for teach-
ing (Hedayati and Marandi 2014; Kopcha 2012; Moore et al. 1998). In order to 
address this perennial problem of “high access, low use” (Li and Ni 2011, p. 72) 
and to facilitate teachers’ technology integration, it is particularly important to 
understand their perceptions and use of technology (Ertmer et al. 2012).

By exploring university EFL teachers’ perceptions and use of technology, the 
study reported herein seeks to address two important knowledge gaps. First, the 
study constitutes a significant addition to the scant literature on university EFL 
teachers’ technology implementation and their opinions regarding technology 
integration (Teo et al. 2018). Specifically, this study aims to examine the types of 
technologies teachers use in their English teaching and the ways they employ the 
technologies. The rationale is that even when teachers integrate technology on a 
regular basis, it remains uncertain whether or not they use it in a transformative 
manner (Ding et al. 2019). Since teachers’ technology use is arguably related to 
their perceptions (Judson 2006; Li and Ni 2011), this study also probes their opin-
ions and thoughts on technology integration, with a view to examining whether 
their perceptions are aligned with their practices. Furthermore, the study exam-
ined teachers’ perceived barriers to technology implementation, which is crucial 
for addressing the challenges of technology implementation and yielding insights 
into how the potential of educational technology can be maximised. Although 



SN Soc Sci (2021) 1:219	 Page 3 of 29  219

this study was situated in the local context of mainland China, the issues it aimed 
to address bear a remarkable resemblance to those in other regions and societies. 
Around the globe, technology has been increasingly adopted in higher education 
to facilitate online teaching and learning, particularly during the pandemic. This 
calls for more empirical understanding of university instructors’ perceptions and 
use of technology and the challenges they encounter. Such an understanding of 
these significant problems would enable policy makers and university administra-
tion to make informed decisions about how to deploy various resources to support 
teachers’ use of technology in the classroom, with the ultimate goal of improving 
teaching and learning quality.

The second knowledge gap this study attempts to address is that whilst the major-
ity of previous studies rely on either qualitative or quantitative data to investigate 
teachers’ perceptions and practices (e.g. Aydin 2013; Celik 2013; Li 2014; Sağlam 
and Sert 2012), limited research takes advantage of both types of data. The present 
study therefore reports both qualitative (i.e. interview data) and quantitative (i.e. 
survey data) findings with a view to providing a holistic and nuanced understand-
ing of teachers’ technology uptake and their perspectives. This could help to gen-
erate novel findings regarding the important topic of technology integration which 
has great relevance to the international scholars and educational practitioners. In this 
regard, the current findings not only corroborate those of previous research but also 
advance our understanding of university EFL teachers’ perceptions and use of tech-
nology, yielding significant implications for technology integration in higher educa-
tion in many parts of the world. In the light of the knowledge gaps, the present study 
seeks to address the following research questions:

(1)	 What type(s) of technology did university EFL teachers in mainland China use 
and for what purposes?

(2)	 What were their perceptions of using technology in English teaching?
(3)	 What challenges and constraints did they perceive in technology implementa-

tion?

Literature review

In accordance with the aims of this study expounded above, the Literature Review 
section comprises three sub-sections: (1) English teachers’ use of technology, (2) 
English teachers’ perceptions of technology use, and (3) challenges of technology 
integration into English classrooms. This section fleshes out the abovementioned 
research gaps whilst providing a conceptual framework for the interpretation of the 
research findings reported later.

English teachers’ use of technology

Technology is defined broadly in this article as “traditional or established technolo-
gies” (e.g. computers, emails, mobile phones) and “new and emerging technologies” 
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(e.g. wikis, podcasts and other Web 2.0 technologies) (Waycott et al. 2010, p. 1203) 
as well as other technologies that have the potential to promote teaching and learn-
ing. Technology integration is defined as “the degree to which technology is used 
to facilitate teaching and learning” (Ertmer 1999, p. 50, as cited in Torsani 2016). 
In other words, technology integration is not simply about using technology in the 
classroom. Instead, integration can be achieved only when technology is used effec-
tively to support teaching and learning. One main principle for technology integra-
tion is therefore to fulfil pedagogical goals and address instructional problems and 
to regard educational technology as an integral part of the teaching process (Okojie 
et al. 2006). It is also pivotal for teachers to contemplate the intricate relationship 
between technology use and pedagogy, which is crucial for their success in technol-
ogy integration. They should be well versed in using pedagogical principles to guide 
their use of technology for instructional purposes (Okojie et al., 2006).

Research has shown that English teachers frequently utilise word processors 
(Meskill et  al. 2006), PowerPoint (Li 2014), and other traditional technologies 
(Trace et al. 2018; Yang and Huang 2008). On a less frequent basis, however, teach-
ers use new and emerging technologies such as Second Life and Rosetta Stone 
(Celik 2013). Whilst such empirical findings are derived from either surveys (e.g. 
Celik 2013; Meskill et  al. 2006) or interviews (e.g. Li 2014), few studies rely on 
both quantitative and qualitative data to investigate teachers’ technology uptake with 
both breadth and depth. In addition, the extant scholarship has largely focused on 
in-service primary and secondary school teachers (e.g. Celik 2013; Li 2014; Meskill 
et al. 2006) and pre-service teachers (e.g. Sang et al. 2011); less is known about uni-
versity teachers’ technology integration, particularly in the context of Chinese EFL 
classrooms (Teo et al. 2018).

In terms of the purposes of teachers’ technology use, the literature suggests that 
they implement technology in the classroom mainly for teacher-centred purposes (Li 
et al. 2019), such as delivering and presenting information to students (Wozney et al. 
2006), preparing teaching materials (England 2007; Yang and Huang 2008), and 
dealing with classroom management issues (Li and Ni 2011). On the other hand, 
teachers tend not to use technology in a student-centred manner, such as for recrea-
tion (e.g. games) and expansive purposes (e.g. simulations) (Wozney et al. 2006) as 
well as for constructivist learning (e.g. engaging students in creating digital arte-
facts to demonstrate their learning) (Gurcay et al. 2013). More worryingly, teachers 
rarely use multimodal technology to provide students with generative and meaning-
ful learning experiences (Siefert et  al. 2019). They even fail to use technology to 
create a communicative language learning environment for students (Li et al. 2019). 
Teachers’ use of technology is retrained probably because of their traditional trans-
missive beliefs (Liu et al. 2017). The literature thus calls for more student-centred 
use of technology which employs generative and collaborative approaches (Siefert 
et al. 2019), although research also suggests that teachers hold more constructivist-
oriented pedagogical beliefs than the transmissive-oriented ones (Liu, et al. 2017).

Similar to the problems with the literature on the types of technologies English 
teachers apply, it seems that the studies on how teachers use technology are mainly 
conducted in primary and secondary school settings. In particular, such studies fail 
to explain why the use of technology for teacher-centred activities dominates in the 
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classroom. This is probably because the research relies only on teachers’ self-report 
survey data (e.g. Li and Ni 2011; Wozney et al. 2006) without probing their actual 
classroom practices with technology through interviews. Even when interviews are 
used to interrogate teachers’ technology integration (e.g. Siefert et  al. 2019), this 
type of research does not attempt to explain why the use of technology is predomi-
nantly for teacher-centred purposes. Therefore, further research using both survey 
and interview data is needed to shed some light on this issue.

English teachers’ perceptions of technology use

Whilst some studies have suggested that there is a parallel between teachers’ percep-
tions of technology use and their classroom practices (Ding et al. 2019; Türel and 
Johnson 2012; Van Praag and Sanchez 2015), other studies have revealed a mis-
alignment between teachers’ attitudes towards technology integration and their tech-
nology use (England 2007; Judson 2006; Li and Ni 2011). In other words, teachers’ 
perceptions of using technology in classroom teaching can be congruous or incon-
gruous with their actual practices. Looking specifically at teachers’ perceptions, the 
majority of empirical findings indicate that EFL teachers have positive perceptions 
of technology use in the classroom (e.g. Aydin 2013; Canals and Al-Rawashdeh 
2019; Huang et  al. 2019; Morgana and Shrestha 2018; O’Bryan and Hegelehimer 
2007; Thang et al. 2014). They hold positive attitudes towards CALL and using ICT 
in education (Albirini 2006; Chen et  al. 2019; Fatemi Jahromi and Salimi 2013; 
Kuru Gönen 2019; Taghizadeh and Hasani Yourdshahi 2019; Yunus 2007), and 
such attitudes are related to teachers’ perceived usefulness of technology (England 
2007; Hsu 2016; Sun and Mei 2020; Trace et al. 2018). For instance, they perceive 
technology to improve teaching efficiency and enhance student learning and interac-
tion (Hsieh and Tsai 2017; Van Olphen 2013) and improve students’ receptive skills 
such as listening and reading (Canals and Al-Rawashdeh 2019). In particular, teach-
ers positively perceive the usefulness of vlogs in enhancing students’ listening and 
vocabulary learning (Aldukhayel 2019). They also believe the use of smartphones 
in the classroom to enhance students’ motivation and creativity (Alzubi 2019). Most 
recently, teachers are found to perceive that students learn at the same rate or even 
faster in an online virtual classroom than in a traditional one (Manegre and Sabiri 
2020). In addition, teachers feel that technology provides them with a broad range of 
authentic teaching resources (Jeong 2017) and help them adjust their lessons accord-
ing to students’ needs (Kuru Gönen 2019).

However, despite the perceived benefits of technology adoption, some studies 
reveal teachers to hold negative attitudes towards the value of technology in Eng-
lish teaching (e.g. Li 2007; Van Praag and Sanchez 2015; Yang and Huang 2008). 
They even perceive technology integration to increase their workloads (Hedayati 
and Marandi 2014; Raman and Yamat 2014), bring about technical issues (Bueno 
Alastuey 2011; Comas-Quinn 2011), and reduce face-to-face interaction (Waycott 
et al. 2010). In particular, teachers perceive the use of webcam in online language 
lessons to be tiring and intrusive, causing privacy concerns (Kozar 2016). They also 
consider the use of mobile devices in the classroom invasive in the sense that the 
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devices challenge the traditional classroom hierarchy (Van Praag & Sanchez 2015). 
Mobile technology can also be distractive and disengaging when students use it 
for non-pedagogical purposes such as updating social media sites (Van Praag and 
Sanchez 2015).

Since the extant literature suggests that teachers have both positive and negative 
perceptions of technology integration and perceive various benefits and drawbacks 
of using technology in the classroom, it is not surprising that some teachers hold 
a critical, balanced viewpoint regarding whether or not technology is beneficial to 
their teaching. For instance, they believe technology to be a “double-edged sword” 
requiring the judgement of its value to be based on specific conditions and contexts 
(Allam and Elyas 2016; Liu and Chao 2018). From teachers’ perspective, the use of 
technology should be underpinned by pedagogical theories and principles to max-
imise the potential of educational technology (Koçoğlu 2009). Such critical reflec-
tion on the use of technology can help teachers engage with the ever-changing tech-
nology in a reflective manner (Chao 2015).

A large number of empirical research has investigated teachers’ perceptions of 
technology use through questionnaires and interviews. For instance, Aydin (2013) 
conducted a background questionnaire survey with 157 EFL teachers to assess their 
attitudes toward and perceived self-efficacy in integrating computers into their teach-
ing. Also using questionnaires as a means of probing respondents’ perceptions of 
technology use, Canals and Al-Rawashdeh (2019) concluded that teachers perceived 
more benefits of using technology for acquisition of listening and reading skills than 
for speaking and writing skills. As for interviews, Huang et al. (2019) carried out 
semi-structured, in-depth interviews with 14 university teachers in China, revealing 
the teachers’ positive perceptions of technology use in teaching. Similarly, in Van 
Praag and Sanchez’s (2015) study, semi-structured interviews were used to explore 
teachers’ perceptions of their use of mobile devices in second language teaching. 
Since the literature review suggests that both questionnaires and interviews are via-
ble means of examining research participations’ perceptions of technology use, the 
current study adopted both data collection methods to explore this issue.

Challenges of technology integration into English classrooms

The literature has classified the challenges of integrating technology into English 
teaching into external (e.g. training and support) and internal ones (e.g. attitudes 
and beliefs) (Johnson et  al. 2016). A more specific classification categorises the 
challenges into four types: material and finance, school-specific factors, human, and 
support (van Braak 2001). First, concerning material and finance, limited access to 
computers is often cited as one of the main constraints for K-12 teachers in the USA, 
Egypt, Iran and Malaysia (Chiero 1997; England 2007; Taghizadeh and Hasani 
Yourdshahi 2019; Yunus 2007). Similarly, availability of technological resources 
is reported as one important factor influencing secondary school teachers’ technol-
ogy integration in China (Li 2014) and technology use in English language teacher 
education in Turkey, Poland and Portugal (Aşık et  al. 2019). In addition, lack of 
administrative facilities constitutes one major barrier to technology implementation 
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for EFL university instructors in Iran (Ashrafzadeh and Sayadian 2015). It therefore 
seems that the challenge of material and finance is a common issue for different lev-
els of education in different parts of the world.

Regarding the second type of challenge, namely school-specific factors, the most 
frequently reported issue is time constraint in school schedules (e.g. Bauer and Ken-
ton 2005; Comas-Quinn 2011; Pelgrum 2001; Singh 2019). For instance, based 
on semi-structured interviews with ten English teachers, Singh (2019) reports the 
normal length of class duration (i.e. 40 to 45 min) to be insufficient for technology 
implementation. Teachers do not have sufficient time to use computer skills (Yunus 
2007). In addition, the design of school curriculum and assessment also plays a 
significant role in teachers’ technology implementation (England 2007; Gruba and 
Chau Nguyen 2019).

In terms of human factors, teachers’ beliefs and willingness to accept technology 
have been identified as one of the most significant factors in technology integration 
(Mumtaz 2000; Thang et al. 2014; Van Praag and Sanchez 2015). In addition, lack 
of insights into the possibilities and potential of educational technology is regarded 
as an important constraint on technology integration (Blake 2007; Comas-Quinn 
2011; van Braak 2001). Students’ low digital literacy is also reported as a prominent 
challenge for teachers’ technology integration (Gruba and Chau Nguyen 2019).

Lastly, with regard to support, the literature highlights professional training and 
technical support (England 2007; Gruba and Chau Nguyen 2019; Hedayati and 
Marandi 2014; Taghizadeh and Hasani Yourdshahi 2019; Yunus 2007), hardware 
support and management (Yang and Huang 2008), instructional support (Aydin 
2013), and support from school principals and institutes (Aşık et al. 2019; Hedayati 
and Marandi 2014; Li 2014; Taghizadeh and Hasani Yourdshahi 2019). These kinds 
of support are deemed crucial factors in technology adoption.

Although research has identified various inhibitors of technology implementa-
tion, the challenges for university EFL instructors are under-researched, particularly 
in the Asian context (Ashrafzadeh and Sayadian 2015). To fill this knowledge gap, 
this study not only examined university teachers’ perceptions and use of technology, 
but also explored the challenges facing their technology integration.

Research design, setting and participants

This study employed a single-case study design, as it aimed to capture university 
EFL teachers’ experiences and perceptions of using technology in the classroom. 
Accommodating both qualitative and quantitative methods, case study allows an 
in-depth understanding of a specific phenomenon (Yin 2009). In this study, one 
university was regarded as one case. The university was a provincial key uni-
versity1 in southeast China. One case was selected because focusing on one rep-
resentative university helps to yield in-depth understanding of the phenomenon 

1  Universities in mainland China are classified into key and non-key universities based on such factors as 
their academic strength and management capacity (Wang 2009).
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of technology integration whilst shedding light on the situation at other similar 
universities (Hu and McGrath 2011). This case university was representative and 
selected for the following reasons. First, it is investing considerably in building 
a technology-enhanced learning environment and encouraging university-wide 
technology implementation. It is therefore representative of universities in main-
land China that are implementing technology-related educational policies such 
as the “ten-year development plan for education informatisation (2011–2020)” 
which stipulates the integration of technology into teaching and learning and 
facility investment (Huang et  al. 2019). Second, at the case university, English 
is taught as a foreign language and is a compulsory subject for all undergradu-
ate students. In addition, the university has an English Language Centre provid-
ing different levels of English for Academic Purposes courses to all non-English-
major students. These conditions are typical of those in many key universities 
around mainland China (Wette and Barkhuizen 2009).

The teacher participants of this study were recruited from the English Language 
Centre at the focal university. At the time of this study, the Centre had a total of 
60 teachers, and approximately half of them are from countries outside China. An 
online survey was distributed to all the 60 teachers, with 35 of them returning the 
survey. In addition, nine survey participants who expressed their willingness to pro-
vide further support participated in individual follow-up interviews. Tables 1 and 2 

Table 1   Demographic 
backgrounds of survey 
participants (N = 35)

Categories Frequency %

Gender
 Male 15 42.9
 Female 20 57.1

Age
 25 or younger 2 5.7
 26 to 35 19 54.3
 36 to 45 5 14.3
 46 or older 9 25.7

Degree
 Bachelor 2 5.7
 Master 30 85.7
 PhD 3 8.6

Years of English teaching 
experience

 1–5 18 51.4
 6–10 7 20.0
 11–15 5 14.3
 16 or more 5 14.3

Participation in training in 
technology integration

 Yes 34 97.1
 No 1 2.9
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below show the background information of the survey and interview participants, 
respectively.

Online survey

To provide a general picture of teachers’ technology use, perceptions, and the chal-
lenges facing their technology implementation, an online survey (see Appendix A) 
was used to collect quantitative data. The survey consisted of four sections. Sec-
tion  1 required participants to provide such demographic information as gender, 
age, degree, and years of English teaching experience. Section 2 contained 11 items 
about the frequency of technology use, and the items were measured on a 5-point 
Likert scale, ranging from 1 = Never to 5 = almost every day. Section 3 included 10 
statements eliciting participants’ perceptions of technology use in English teaching, 
and amongst the statements seven were positively phrased whilst three were nega-
tively phrased. For the seven positive statements (e.g. “I believe that students enjoy 
using technology in the classroom”), they were measured on a 5-point Likert scale, 
ranging from 1 = strongly disagree to 5 = strongly agree. On the contrary, for the 
three negative statements (e.g. “I think that using technology to facilitate teaching 
will be boring for my students”), they were measured on a 5-point Likert, ranging 
from 1 = strongly agree to 5 = strongly disagree. Similarly, since Sect. 4 comprised 
15 items of the challenges of technology implementation, the items were measured 
on a 5-point Likert scale, ranging from 1 = strongly agree to 5 = strongly disagree.

The survey was developed based on previous established research on EFL teach-
ers’ engagement with technology (Alahmari 2013) and factors influencing the use 
of technology in the classroom (van Braak 2001). The instruments employed by 
Alahmari (2013) and van Braak (2001) have been validated by empirical research. 
Therefore, it seems rather reasonable to adapt them for the current study, although 
they have not been used in the Chinese context. To enhance their suitability for the 
current research setting, the adaptation was based on a pilot study which aimed to: 

Table 2   Background information of interview participants (N = 9)

Teachers Gender Age Nationality Degree Years of English 
teaching experi-
ence

Participation in training 
in technology integra-
tion

T1 Male 26 to 35 Chinese Master 1–5 Yes
T2 Female 26 to 35 Chinese Master 1–5 Yes
T3 Female 26 to 35 Chinese Master 1–5 Yes
T4 Male 26 to 35 Chinese PhD 6–10 Yes
T5 Male 46 or older American Master 16 or more Yes
T6 Male 26 to 35 American Master 1–5 Yes
T7 Female 46 or older American Master 1–5 Yes
T8 Female 26 to 35 Chinese Master 6–10 Yes
T9 Female 25 or younger Chinese Master 1–5 Yes
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(1) improve the appropriateness and clarity of the statements in the survey by gain-
ing feedback from pilot study participants (N = 11), and (2) obtain data to test the 
validity and reliability of the survey. Based on the feedback from the pilot study 
participants, the researcher made two major modifications to the survey: (1) adding 
a definition of “technology” to ensure the consistency of respondents’ understanding 
of technology, and (2) adding three items of technologies (i.e. items i, j, k in Sect. 2 
of the survey) because the participants reported that they also used those technolo-
gies in their teaching. Such a refinement helped to reflect the rapid development of 
technology. Furthermore, in order to test the internal reliability of the survey, the 
researcher used SPSS to compute Cronbach’s Alpha, and its value was found out as 
0.83 and 0.86 for the scales of perceptions and challenges, respectively. Since the 
values were above 0.70, they indicated good reliability (Cohen et al. 2013).

Follow‑up interviews

Serving to triangulate the survey data and to gain a multifaceted answer to the 
research questions, the teacher interviews offered a direct viewpoint from the class-
room and an in-depth understanding of teachers’ perceptions and use of technology 
as well as the challenges they perceived. The development of the interview protocol 
(see Appendix B) was informed by previous studies on teachers’ perceptions and 
use of technology in English language teaching (e.g. Alahmari 2013; Sağlam and 
Sert 2012; Sung and Yeh 2012). In the development process, particular attention 
was paid to refining the interview questions to fit the research context. Moreover, 
the interview protocol underwent ongoing development because upon completion 
of each interview the researcher reviewed the interview responses and refined the 
protocol by adding some prompts potentially relevant to other teacher interview-
ees. In other words, the interview with one teacher helped the researcher understand 
more about the university context and ask more relevant follow-up questions in the 
remaining interviews.

The interview comprised five guiding questions and was semi-structured in 
nature to allow participants to elaborate their thoughts and ideas and the researcher 
to ask follow-up questions. Since the interviews aimed to elicit further responses 
from survey participants, the follow-up questions were formulated also based on 
teachers’ responses to the survey. All the interviews were conducted by the author in 
the participants’ preferred languages (i.e. Chinese mandarin, Cantonese, or English) 
to avoid language difficulty and were audio-recorded for transcription purposes. The 
interviews lasted between 25 and 70 min. Amongst the nine teacher interviewees, 
however, two of them (i.e. T4 and T5) only provided written responses to the inter-
view questions because they felt more comfortable doing so.
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Data analysis

A total of 35 valid teacher surveys were entered into the SPSS database. Descriptive 
analysis was then utilised to provide analytical profiles of teachers’ technology use, per-
ceptions, and challenges. After all survey responses were given a specific value, the 
mean scores, frequencies, standard deviations of each survey item were computed.

The interview data were transcribed verbatim and sent back to the interviewees for 
respondent validation to ensure the quality of the transcription (Cohen et  al. 2013). 
Only those transcript extracts selected for use were translated if they were not in Eng-
lish, and the translation was double-checked by a certified Chinese-English transla-
tor. The interview data were then subjected to thematic analysis given its great poten-
tial for identifying patterns of qualitative responses from different participants and 
yielding unanticipated insights (Braun and Clarke 2006). With the aid of NVivo, the 
researcher scrutinised the interview transcripts many times before conducting initial 
coding according to the research questions and the literature reviewed in this article. 
The initial coding was followed by an iterative process of coding and recoding, and 
descriptive codes were used to summarise the topic of data segments for subsequent 
indexing and categorising (Miles et al. 2014). Similar codes were then collapsed into 
provisional themes. For instance, descriptive codes such as “engaging and motivating” 
and “convenient and fast” were categorised into a provisional theme named “perceived 
benefits of technology” to reflect teachers’ perceptions of technology integration. Con-
tinuous reflections were made to ensure that all provisional themes were closely related 
to the research questions and supported by rich data from different participants. Subse-
quently, the theme/sub-themes were compared and combined to form the main themes 
with reference to the conceptual framework explicated in the Literature Review section. 
Based on the main themes and the framework, the researcher then constructed analytic 
narrative of the data. To help safeguard the quality of data analysis, following Braun 
et al. (2016), the researcher employed a reflexive and deliberative approach during the 
data analysis process with a view to “capturing the messy, contradictory, and complex 
nature of psychological and social meanings” (Braun et al. 2016, p. 202).

It is noteworthy that the questionnaire data were interpreted along with the inter-
view data during the process of data interpretation. Whilst the former depicted a gen-
eral picture of teachers’ technology use, perceptions, and the challenges facing their 
technology implementation, the latter was used to triangulate the former and to obtain 
a multifaceted answer to the research questions. The two sources of data combined to 
offer a holistic and nuanced understanding of the issues under investigation. The Find-
ings section below therefore presents the two sources of data in an integrated manner.

Findings

This section is organised in accordance with the three research questions and there-
fore encompasses three sub-sections: (1) EFL teachers’ use of technology, (2) per-
ceptions of technology use, and (3) inhibitors of technology integration. Each 
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sub-section presents the relevant survey and interview findings, and preliminary 
interpretations are provided with reference to the literature reviewed earlier.

EFL teachers’ use of technology

Amongst the different technologies listed in Table 3, teacher respondents most fre-
quently utilised Microsoft Word to create and edit text (M = 4.66, SD = 0.64) and 
PowerPoint to make presentations (M = 4.54, SD = 0.70). In particular, 71.4% of 
respondents used word processors daily, and 62.9% used PowerPoint daily. In addi-
tion, they frequently shared course materials via Moodle (M = 4.34, SD = 0.64) 
and communicated with students via text (e.g. chat/discussion on WeChat, emails, 
forums on Moodle) (M = 4.34, SD = 0.94). Such findings suggest that teachers 
mostly used traditional technologies (e.g. Microsoft Word and PowerPoint) to plan 
for and deliver instructions. For emerging technologies (e.g. WeChat), their use was 
limited to interaction with students.

Conversely, on a much less frequent basis, teachers applied technological applica-
tions such as SoJump and Kahoot! to design in-class quizzes (M = 2.37, SD = 1.21) 
and utilised gaming tools (e.g. Second Life) to engage students in virtual worlds and 
simulations (M = 1.54, SD = 1.04). It seems that teachers rarely implemented these 
relatively new and emerging technologies in the classroom to enhance students’ 
learning experience. The above findings may imply that compared with emerging 
technologies, traditional technologies were more accessible and easier to apply in 
classroom teaching. On the other hand, teachers might be less familiar with emerg-
ing technologies and lacked the knowledge and skills to successfully integrate them 
into the English classroom (Taghizadeh and Hasani Yourdshahi 2019), which led to 
their less frequent use.

Echoing the survey findings whilst providing more insights, the interview data 
revealed teachers to mostly rely on traditional technologies to deliver and present 
information to students (Wozney et al. 2006). For instance, they routinely used Pow-
erPoint, with one of them using it specifically to present students’ common prob-
lems in writing and to make a mock exam for oral English. They used projectors 
to show students PowerPoint slides and other materials. They also used Microsoft 
Word to prepare course materials and provide feedback to students’ writing. As for 
emerging technologies such as Moodle, the most common use by teachers was for 
logistics purposes, that is, they treated Moodle mainly as a database for uploading, 
storing and sharing course materials, although they also used the forum function 
of Moodle to discuss and interact with students and to promote critical discussion 
amongst students. In addition, they used Moodle to assign and collect homework, 
make appointments with students, grade students’ homework, and design in-class 
quizzes. When it comes to WeChat, teachers reported that this social networking 
tool allowed them to communicate with students and send important messages. The 
interview data also indicated that teachers asked students to use mobile phones to 
record their oral English, use audio and visual materials to train students’ listen-
ing and other language skills, and use Kahoot! to pose questions, design quizzes 
and help students revise course content. Teachers also introduced students to online 
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English learning resources for their self-study and used online teaching resources to 
supplement course materials.

It appears that teachers’ use of both traditional and emerging technologies was 
primarily for teacher-centred purposes rather than student-centred purposes. In this 
regard, the interview data provide some insights into why teacher-centred use was 
more common. The reasons may relate to teachers’ perception that teaching without 
the use of technology has its own advantages and therefore technology integration is 
not a must, as illustrated by the following illustrative quote:

All of our teachers tend to use traditional methods of teaching […] because 
sometimes we think that the traditional methods do not require the use of any 
technology but only paper and pencil, which helps students to form a close 
relationship with each other. That means their interaction is more direct and 
better. Maybe this is one of the reasons why we do not use many technologies 
in teaching. The traditional teaching has its own merits. (T1)

In addition, teachers preferred to stick with traditional teaching without technology 
use probably because they did not see the potential and advantages of technology 
integration over traditional teaching:

If the technological platform is not innovative enough or functions similarly as 
traditional teaching, then I think it is very unlikely that technology can replace 
traditional stuff. The reason is that [for instance] if I can draw a mind map on 
A4 size paper, I do not think it is necessary for students to use that technologi-
cal platform to do so. (T2)

Perceptions of technology use

As Table  4 shows, teachers generally held positive attitudes towards technology 
use in the classroom. Specifically, 82.8% of respondents strongly agreed or agreed 
that students enjoy using technology in the classroom (Statement 1) (M = 4.29, 
SD = 0.89). 88.6% of respondents concurred with the importance of students’ access 
to technology in every classroom (Statement 2) (M = 4.26, SD = 0.74). It is note-
worthy that whilst 54.3% of respondents strongly agreed or agreed that students 
will learn more if technology is used in the classroom (Statement 3) (M = 3.80, 
SD = 0.96), 40% of respondents neither agreed nor disagreed with this statement. 
They did not take a stance on this statement probably because they thought that the 
effect of technology on students’ learning depends on different circumstances.

As Table  5 illustrates, on the contrary, 85.8% of teacher respondents strongly 
disagreed or disagreed that using technology to facilitate teaching will be boring 
for students (M = 4.03, SD = 0.75). 68.5% of respondents strongly disagreed or disa-
greed that they feel nervous about having to use technology in teaching (M = 3.91, 
SD = 0.98). 80% of respondents strongly disagreed or disagreed that using technol-
ogy in the classroom will interfere with their teaching (M = 4.03, SD = 1.07). Their 
overall disagreement with the above negative statements also suggests that they had 
positive perceptions about technology integration.
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Whilst the above survey results provide a general picture of teachers’ percep-
tions of technology use in the classroom, the interview findings allow a more in-
depth understanding of teachers’ perceptions. Regarding teachers’ perceived ben-
efits of technology, they stated that technology provides them with a broad range 
of options and resources (Li 2007). For instance, they felt that they can search 
and obtain extra teaching and learning materials to supplement those provided 
by textbooks. Similarly, they believed that mobile phones and Wi-Fi technology 
afford students easy access to online English learning resources. Students can 
readily find those materials that cater to their needs and practice their language 
skills through online reading and chatting. With the use of technology, teachers 
can also add more varieties of instructional approaches to their class, as illus-
trated by the following representative extracts:

One of the benefits, I guess, is that both teachers and students have more 
options in their classroom. They do not rely on the textbook only. Technol-
ogy offers them more information and a more vivid channel for language 
learning and exposure. (T4)

Using technology can make our teaching different. For example, we can 
teach the same content with different types of technologies. (T1)

In addition, enhancing students’ engagement and motivation is also one of 
the merits of technology frequently mentioned by teacher interviewees (Alzubi 
2019). They believed that the use of technology adds new elements to their class 
and makes the class more interesting than the class without technology use. They 
even observed that some students become more interested in classroom activities 
when technology is used, especially in the first few times of its use. However, 
when technology is used too often, its novelty wears off and students become less 
motivated:

I found that technology use can attract students’ attention. Moreover, some 
students may not be very interested in other activities. But once they use 
technology, they become very motivated. […] and they especially enjoy 
technology when they use it for the first and second times. (T9)

Another prominent benefit identified by teachers is that technology provides 
great convenience to their teaching (Chang et  al. 2012). For instance, since the 
materials they upload to Moodle for one class can be readily transferred to a new 
class, they do not need to upload the materials again when teaching a new class. 
They can also easily share the materials with other teachers using Moodle. More-
over, they do not need to print out the course materials before each class. Instead, 
students can download them by themselves from Moodle and print them when 
necessary. In addition, teachers also mentioned that WeChat provides them with 
an instant and convenient manner to contact students:

In fact, because students use WeChat more often, we can get their reply 
quickly. But that is not the case for emails since they do not check emails 
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often. But they use WeChat every day, so WeChat is actually more conveni-
ent. (T9)

Time-saving and improved efficiency are also a frequently reported benefit of 
technology adoption (Hsieh and Tsai 2017). This is because teachers perceived 
that PowerPoint saves them the trouble of writing the same things on the black-
board for each class. They also stated that the Internet provides abundant off-the-
shelf audio and visual materials for their selection and use. However, they also 
realised that to let technology save time, they need to fully grasp how to use it 
first and familiarise students with it:

I think technology improves efficiency a lot. For example, we can prepare 
PPT slides before each class, so that we do not have to waste time writing 
on the blackboard in the class. (T8)

Once you know how to use technology, it is easy to use it. After all it will 
take time to learn, but once you know it and your students are familiar with 
it, it would be fine. (T6)

On the one hand, teachers appreciated the abovementioned benefits of technol-
ogy. On the other hand, they pointed out the drawbacks of technology. The dis-
advantage most frequently mentioned is that students get distracted when using 
technology (Yunus et al. 2012). In particular, the use of mobile phones can direct 
students’ attention to other interesting matters irrelevant to the class (Van Praag 
and Sanchez 2015), which may exert a negative influence on their learning:

You know students these days are addicted to smart phones. Well, they can 
be addicted to their smart phones. You have to be careful about their check-
ing of WeChat messages. (T6)

The teachers also opined that the use of technology can be time-consuming 
under some circumstances (England 2007; Hedayati and Marandi 2014; Raman 
and Yamat 2014). For instance, when the Internet connection is unstable, students 
need more time to get access to the Internet. When students use a particular tech-
nological tool for the first time, it takes time to give them clear instructions and 
familiarise them with the given tool. It is interesting to note that sometimes stu-
dents may spend more time figuring out how to use technology than using tech-
nology to improve their English:

Some software really takes time. […] You need to take into account the time 
students need to spend, so I think some software is not very helpful but more 
time-consuming. Students spend their time on things that are not necessary. 
(T2)

Whilst the teacher informants were cognisant of both the advantages and disad-
vantages of technology, in general, they held positive attitudes towards technology 
use and believed that technology use is a trend and will be a norm in the future 
(Huang et al. 2019). Meanwhile, they thought critically about the use of technology 
in English teaching, arguing that whether technology plays a positive role in English 
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teaching largely depends on how it is used and under what conditions, which con-
firmed the relevant survey findings. Teachers also perceived that although technol-
ogy can be used in a way that benefits teaching and learning, its use should be cau-
tious and rational. It is unwise to rely heavily on technology as sometimes traditional 
teaching may be more effective. On the other hand, it is more important to consider 
how technology can be integrated into lesson plans to serve teaching and learning:

I think technology is an aid and it should not dominate teaching. We should 
not depend too much on it because sometimes it is necessary to consider its 
role in teaching and how to use it reasonably. We should not use technology 
just for its own sake, and the important thing is to combine it with the course 
content and syllabus. (T3)

Inhibitors of technology integration

As Table 6 indicates, the inhibitors mostly perceived by teachers can be subsumed 
under the category of “material and finance” (van Braak 2001) or the category of 
“external barriers” (Johnson et  al. 2016). Specifically, the major barriers include 
insufficient time (M = 2.26, SD = 1.02, 64.7% of agreement), poor management or 
repair of classroom computers (M = 2.35, SD = 1.12, 61.8% of agreement), unsuit-
able educational software (M = 2.38, SD = 0.92, 61.8% of agreement), lack of pos-
sibilities for (in-service) training (M = 2.44, SD = 1.05, 58.8% of agreement), and 

Table 6   Constraints on technology implementation

In my technology integration I perceive such con-
straints as…

Mean SD Percentage of agreement 
(strongly agree or agree)

(a) Insufficient time 2.26 1.02 64.7
(b) Poor management/repair of classroom computers 2.35 1.12 61.8
(c) Unsuitable educational software 2.38 0.92 61.8
(d) Lack of possibilities for (in-service) training 2.44 1.05 58.8
(e) Students get distracted by the use of mobile 

phones in class
2.56 1.19 55.9

(f) Lack of equipment 2.62 1.23 47.1
(g) Lack of financial resources 2.62 1.1 47.1
(h) Inappropriate online teaching materials 2.65 0.88 50
(i) Lack of external support 2.71 1.06 47.1
(j) Lack of flexibility of the curriculum 2.79 1.17 47.1
(k) Insufficient insight in the possibilities of educa-

tional technology
2.82 0.97 38.2

(l) Lack of interest in technology amongst the staff 2.85 1.13 41.2
(m) Lack of support from other staff members 2.97 1.22 35.3
(n) Negative attitude of school leaders 3.12 1.09 23.5
(o) Lack of interest amongst students 3.85 0.86 2.9
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students being distracted by the use of mobile phones (M = 2.56, SD = 1.19, 55.9% 
of agreement).

As for the least perceived obstacles, only 2.9% of teachers strongly agreed or 
agreed that there was a lack of interest in technology amongst students (M = 3.85, 
SD = 0.86). Only 23.5% of respondents concurred with the obstacle of negative 
attitudes of school leaders (M = 3.12, SD = 1.09). It therefore seems that human 
factors (van Braak 2001) were not a major challenge of technology implementa-
tion in this study.

With respect to the interview findings, they are generally in alignment with the 
above survey results whilst providing a deeper understanding of the challenges for 
teachers. In particular, teachers highlighted the barrier of “the Great Firewall”, 
an Internet censorship system in mainland China blocking many English-medium 
websites and resources (Mei et  al. 2018). This constraint prohibited teachers’ 
access to many quality teaching resources and tools, which may have particular 
adverse effects on English teaching since they thought English teaching materials 
produced by English-speaking countries are often richer. Although teachers tried 
to overcome this barrier using a virtual private network (VPN), most of the time 
they found the VPN connection to be unstable and slow especially on campus:

In mainland China there are many things I can’t get them involved in. They 
can’t google subjects which would be really nice and they can’t watch a lot 
of English videos that I would like them to catch. [...] Well, the biggest con-
straint of course is the Great Firewall in China. (T7)

The teachers also complained about the slow Internet speed and unstable Inter-
net connection especially in the classroom (Cheok and Wong 2016; Hedayati and 
Marandi 2014). This concern deterred them from relying on the Internet when 
teaching in the classroom. Consequently, they prepared and downloaded the 
teaching materials before coming to class:

With a stronger Internet connection, I would be happy to use the Internet 
in the classroom. For now, however, it’s just too risky to plan a lesson that 
depends on the Internet. (T5)

What exacerbated the problem was that both teachers and students had limited 
data for Internet connection, meaning that once they used up their data quota, 
they could not have access to the Internet unless they applied for more. This led 
some teachers to borrow data from their colleagues. Teachers found it ridiculous 
to have data limit because that limit was a great barrier for their searching for 
more teaching materials and updating of computer software:

For instance, when some teachers update their computer systems and down-
load software, suddenly they run out of their data quota and complain in our 
WeChat group. Then they need to apply for more data from the Network 
Centre [of the university]. After they get extra data, they need to update the 
systems and download software again, so what is the point of setting the 
data limit? (T2)
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Another major constraint pointed out by teachers is concerned with the incon-
sistency of technological facilities across the classrooms. The fact that some 
classrooms are equipped with interactive whiteboards whilst others only have tra-
ditional blackboards caused uncertainty for teachers when deciding whether to 
use interactive whiteboards in their teaching. Before they teach in the classrooms, 
they do not know whether the classrooms assigned to them are equipped with 
interactive whiteboards.

Teachers also complained about the lack of technical and pedagogical training 
in technology use (Taghizadeh and Hasani Yourdshahi 2019). They did not have 
enough workshops that could help them learn how to use technology and integrate 
them into their teaching. For those workshops they attended, they found them not 
very useful because they were for a general audience but not tailor-made for English 
teachers:

The university gathers teachers teaching different courses from different 
departments and introduces them to some software. In fact, many times I think 
there is no need for me to participate in this kind of training because I won’t 
use what they introduce. Such training is not targeted to a particular audience. 
(T2)

Discussion and implications

In response to the first research question regarding the types of technology univer-
sity EFL teachers in China used and the purposes, a synthesis of the survey and 
interview data suggests that consistent with previous research findings (e.g. Polly 
and Rock 2016), teachers commonly used traditional technologies (e.g. Microsoft 
Word, PowerPoint, projectors) to prepare course materials and deliver instruction. 
They also adopted audio and visual materials as well as online teaching and learning 
resources to support students’ learning in and outside of class. For emerging technol-
ogies (e.g. Moodle, WeChat), their use by teachers was predominately for logistics 
and social purposes (e.g. share course materials and communicate with students), 
although a few teachers used Moodle as a pedagogical tool to engage students in 
online discussion and used Kahoot! for evaluative purposes. These findings gener-
ally echo those of Tondeur et al. (2017) indicating that teachers employed a broad 
range of technological applications primarily for structured teaching and learning 
rather than active student engagement. Such findings are significant for international 
scholars and educational practitioners. The reason is that if they come to realise that 
teachers’ technology integration is mainly at the surface level (i.e. serving struc-
tured teaching and learning), they may be prompted to think about effective ways of 
guiding teachers to use technology for student-centred activities to enhance student 
engagement.

In addition, the current findings suggest that teachers’ technology use was mainly 
for informative and expressive purposes whilst there was a lack of use for more 
complex purposes such as for creative and expansive use, which echoes the find-
ings from other regions and countries (e.g. Wozney et al. 2006). It therefore seems 
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that most teachers failed to truly integrate technology into their classroom to create 
a student-centred learning environment in which students actively engage in learn-
ing with teachers serving as a facilitator (Gao et al. 2011; Johnson et al. 2016). Such 
findings imply that the potential of educational technology to enhance students’ 
learning experience may not be fully achieved by teachers because they tend to use 
technology as an instructional delivery tool, but seldom apply technology as stu-
dents’ learning tools. In order to take full advantages of technology, teachers need 
to experience a paradigm shift from teacher-oriented to student-oriented (Bitner and 
Bitner 2002; Chen et al. 2019) and “from traditional transmissive pedagogy to con-
structivist pedagogy” (Liu et  al. 2017, p. 758). They also need to understand the 
inherent value of technology integration because this will help them implement tech-
nology in a meaningful, student-centred manner (Vongkulluksn et al. 2017). In this 
sense, the current findings have great relevance to the global audience because the 
issue of not using technology for student-centred purposes has also been reported 
elsewhere and is yet to be resolved. Moreover, the findings suggest that the teachers 
were more familiar with the advantages of traditional teaching than those of technol-
ogy integration, which may explain why their technology use was mainly teacher-
centred. Based on the findings of this study, it is suggested that to help teachers use 
technology in the classroom to create opportunities for student-centred learning, it is 
imperative that they transform their teaching beliefs from traditional to constructiv-
ist. This is because research (e.g. Hermans et al. 2008) has indicated that the more 
traditional teachers’ beliefs are, the less likely that they will integrate technology in 
the classroom. Therefore, more efforts should be made in the field of teacher educa-
tion in which a student-oriented mindset should be highly valued and prioritised. 
It is also crucial to provide teacher professional development programmes with a 
focus on implementing technology to enrich students’ learning experience. These 
programmes should provide not only technical support to teachers, but perhaps more 
importantly, situated learning experiences in which they explore and experiment 
with technology with real students and obtain feedback on their technology integra-
tion in authentic classroom settings (Egbert et al. 2002).

In addressing the second research question concerning teachers’ perceptions of 
using technology in their English teaching, the findings indicate that they displayed 
positive attitudes towards technology use and believed that technology use is a trend 
and will be a norm in the future, which is consistent with those findings of previous 
studies (e.g. Huang et al. 2019; Shin and Son 2007). It is noteworthy that the find-
ings also suggest that teachers perceived technology to provide more options and 
resources for their teaching whilst previous research has yet to regard it as one of the 
benefits of integrating technology into English language education. It is of global 
importance to know that teachers have positive perceptions of technology and real-
ise its various affordances for teaching and learning. This could strengthen the theo-
retical basis for technology integration, which may in turn help to convince teachers 
of the value of online teaching and learning during the pandemic.

Moreover, the current findings’ global importance also lies in that they reveal a 
misalignment between teachers’ perceptions and practices. The relationship between 
the two has been studied extensively around the globe but has yet to generate 
conclusive evidence (e.g. Judson 2006; Li and Ni 2011). In this regard, the study 
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indicated that although teachers had positive perceptions of technology integration 
and realised its benefits for students, they used technology primarily for teacher-
centred activities. Such a misalignment between perceptions and practices can be 
attributed to the lack of subject-specific training identified as one of the challenges 
for teachers in this study. Without such training, teachers may suffer from a lack 
of knowledge about using technology in a constructivist manner (Taghizadeh and 
Hasani Yourdshahi 2019). It is recommended that the training should provide teach-
ers with an in-depth understanding of the pedagogical rationales and principals of 
using technology (Comas-Quinn 2011) as well as hands-on experience in practis-
ing technology integration into authentic classrooms (Li et al. 2019; Yang and Kuo 
2020). They need to understand the pedagogical possibilities of technological tools 
through a training approach that prioritises teacher self and teacher identity (Comas-
Quinn 2011).

The findings of this study are critical to the international audience, especially 
those who mainly see the advantages of technology integration, since it revealed 
teachers’ perceived disadvantages of technology use. Such findings would alert 
the technology advocates to the potential issues of technology-enhanced teaching 
and learning, thereby prompting them to be more critical in choosing certain types 
of technology. In particular, the teachers in the study bemoaned the problem that 
the use of technology can be distracting and time-consuming, which has also been 
reported in Chen et al. (2019), England (2007), and Hedayati and Marandi (2014). 
They perceived using technology to be time-consuming at the beginning but time-
saving in the long run, which is in line with the findings of Huang et al. (2019). The 
interview findings also suggest that it takes time for students to connect to the Inter-
net and learn to use technology. Sometimes students are obsessed with figuring out 
how to use technology rather than using technology to facilitate their learning. It is 
interesting to note that such findings are somewhat different from those of previous 
studies (e.g. Chen 2008; Raman and Yamat 2014) suggesting that it is time-consum-
ing to set up ICT tools, integrate technology into a packed curriculum, and create 
online learning materials.

With respect to the third research question regarding the challenges and con-
straints teachers perceived in technology implementation, the present findings indi-
cate that teachers needed to overcome such barriers as unsuitable educational soft-
ware, insufficient time, the Great Firewall, Internet-related issues, inconsistency of 
technology equipment across the classrooms, and insufficient technical and peda-
gogical training in technology implementation. These inhibiting factors for tech-
nology integration can largely be subsumed into external challenges (Johnson et al. 
2016) or material and finance (van Braak 2001). On the other hand, the internal 
challenges (e.g. teacher attitudes and beliefs) (Johnson et al. 2016) or human factors 
(van Braak 2001) are not identified as prominent inhibitors in this study. Such find-
ings are understandable given that teachers had positive perceptions of technology 
integration. In addition, since the case university under investigation in this study 
is located in a less developed region and still upgrading its technological infrastruc-
ture, it is reasonable to expect that the current research findings are somewhat differ-
ent from those of Johnson et al. (2016) indicating that much progress has been made 
to eliminate the external barriers to technology implementation. Indeed, one of the 
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contributions of this study lies in its findings about the challenges and constraints for 
technology implementation, which are important to know for school administrators 
around the world in making informed decisions about how to support educational 
practitioners’ use of technology for teaching and learning.

In particular, the issue of the Great Firewall is worthy of discussion since it is 
rarely mentioned in the literature on technology integration (see Mei et al. 2018 for 
exception) but has great relevance to other regions and societies imposing Internet 
censorship. The study suggests that the Great Firewall reduced teachers’ access to 
many English-medium websites and resources which can be useful to English lan-
guage learning in mainland China (Li 2008, 2009). Due to the existence of the vir-
tual firewall system, teachers do not have easy access to English-medium Web 2.0 
technologies (e.g. YouTube, Google, Facebook) that are widely used outside main-
land China (Mei et  al. 2018). This might put English language learners in main-
land China in a disadvantaged position in terms of equal access to English learning 
resources. To address the issues caused by the Great Firewall, the university should 
provide teachers with free and quality VPNs whilst investing more in develop-
ing suitable English learning materials. Indeed, this Internet censorship issue also 
occurs in other countries like Iran in which website filtering constitutes an occa-
sional obstacle (Hedayati and Marandi 2014). An understanding of this issue could 
alert policy makers to the potential negative impact of Internet censorship on tech-
nology integration.

In terms of the lack of subject-specific training identified by the current study, 
it can be attributed to school administrators’ failure to consult teachers about their 
needs and weaknesses in technology integration (Okojie et al. 2008). When teachers 
understand how technology can help them meet the teaching goals in their specific 
subject content areas, they tend to implement technology in the classroom more fre-
quently (Hughes 2005). It is therefore recommended that the university conduct a 
needs analysis to truly understand teachers’ difficulties in using technology in Eng-
lish teaching so as to provide useful professional development workshops.

Conclusion and limitations

Drawing on both quantitative and qualitative data, the current findings not only cor-
roborate those of previous research, but also contribute to the understanding of uni-
versity EFL teachers’ technology integration in mainland China whilst addressing a 
larger issue of technology integration. In particular, this study provides insights into 
the reasons why teacher-centred use of technology prevails. It also reveals teachers 
to hold critical opinions on technology integration and discusses the implications for 
the promotion of teaching innovation and effectiveness. Further, this study deepens 
the understanding of the challenges (e.g. the Great Firewall) for teachers and pro-
vides practical suggestions for facilitating their technology use.

However, two limitations have to be acknowledged. First, regarding research 
participants, although efforts have been made to include as many EFL teachers at 
the university as possible, the absence of voice from university administrators and 
leaders, technical staff as well as students may make it difficult to triangulate EFL 
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teachers’ responses with other perspectives. Future enquiries should include per-
spectives from different stakeholders to enrich the findings. Second, given the geo-
graphical diversity in mainland China, the findings of this small-scale study may 
not be inclusive. Further research is warranted to examine Chinese EFL teachers’ 
technology use by involving teachers from various types of universities and different 
parts of China.
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