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Abstract
This study investigated college EFL teachers’ attitudes toward task-based language teaching (TBLT), regarding
their familiarity with the idea of TBLT, their actual use of TBLT, and contextual factors that impede the
implementation of TBLT in the higher education context in China. The study described here is a questionnaire
survey with 26 valid responses. Results of this study are derived from discussion concerned with qualitative and
quantitative data. The findings in the study show that though there are constraints from various aspects
(including, the teaching materials, large class size etc.) for the successful implementation of TBLT, TBLT as a
communicative teaching approach received very positive feedback from teachers. The majority of the teachers in
this study hold positive views towards TBLT even though they have a low-level understanding of principles and
practices of TBLT. The results addressed the issues existed in the pre-service and in-service training of Chinese
EFL teachers. This study also highlighted the need for the Chinese ELT teachers to further develop their
professional skills in terms of their competence to deal with large class size teaching, material development and
English proficiency. Based on the findings, suggestions for teacher education and further development were
made. This research is intended to yield informative insights regarding sustainable curriculum change
management, policy implementation and professional development of English teachers in the Chinese EFL
context.
Keywords: task-based language teaching, teachers’ attitudes, teacher education, curriculum change management
1. Introduction
Since the early 20th century when English Language Teaching (ELT) in China entered into the formal
educational system, Chinese ELT practitioners and researchers have been seeking the best method for English
language teaching. Like many other language teaching innovations, TBLT has been applied to the English
language curricula in many countries across Asia (Butler, 2011; Littlewood, 2007).
Many research studies (Jeon & Hahn, 2006; Cao, 2012; Lowe, 2012) have been carried out on TBLT in
Asia-Pacific countries. Lowe (2012) proposes that there are two classroom phenomena in Japan which may act
against the successful application of TBLT, namely classroom silence and excessive L1 use. To avoid excessive
L1 use, Lowe (2012) carried out a research study with pre-intermediate level students to demonstrate that
through the example of peer monitoring, small classroom interventions can function as extrinsic motivating
factors, encouraging and promoting L2 use, and thus facilitating TBLT approaches. Jeon & Hahn (2006) carried
out a survey by questionnaire to explore EFL teachers’ perceptions of task-based language teaching in a Korean
Secondary school context. The findings of the survey show that despite the majority of respondents having
higher levels of understanding about TBLT concepts, many Korean teachers retain some fear of adopting TBLT
as an instruction method, because of perceived disciplinary problems related to classroom practice. However,
few studies have investigated in-service teachers’ response to this proposed language teaching method in the
Chinese college English context. Some case studies have investigated the implementation of TBLT in the
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classroom, with a particular focus on the context of primary and secondary English education in China (e.g.
Zheng & Borg, 2014; Zheng & Adamson, 2003). In addition, many studies focus on the application of TBLT in
writing courses at tertiary level (e.g. Miao, 2014; Cao, 2012).
Furthermore, findings from relevant literature show that the traditional teacher-centered teaching methods still
play a predominant role in many Chinese college English classes (Meng, 2009; Du, 2012). There seem to be
some inevitable gaps between the research and practice in the Chinese college EFL context. Thus, more
observations and studies of college English teaching need to be done, especially concerning teachers’ current
perception and application of TBLE in pedagogic practices. To bridge the gap between the literature and practice,
specific research objectives in this study are presented as follows:
1) What are Chinese college EFL teachers’ attitudes toward task-based language teaching?
2) For what practical reasons do teachers avoid implementing TBLT?
3) How can successful implementation of TBLT be encouraged?
The study described here is a questionnaire survey, including data collected from teachers in different parts of
China, including Jiangsu, Zhejiang, Chongqing and Shandong, 26 in all.
2. Theoretical Framework
2.1 Change Management Strategies
As mentioned in Section 1, this ‘TBLT innovation’ calls for Chinese English teachers to move from traditional
teaching methods to the proposed language teaching method (Hu, 2013). It is clear that educational innovation is
a process which needs to be managed actively throughout its formulation, adoption, and evaluation. Therefore,
the effective change management of curriculum innovation is of great importance to its success.
Educational change involves different parties in an education system (such as teachers, teacher trainers, material
designers, etc.), thus educational change management needs to be aware of the consequences affecting all
parities within an education system. According to Walters and Vilches (2013), ‘the project change management
strategy needs to be sufficiently thought through so that the wider “ripple” effects of the primary innovation are
also taken properly into account, including, as necessary, via the creation of additional, secondary innovations’
(p.62). It is clear that the introduction of TBLT as an innovative pedagogy in EFL teaching in Chinese higher
education will have implications for coursebook design, teacher training, examination system and so on. In order
to promote this pedagogical change in the Chinese context, additional innovations in terms of teacher training,
the examination system, and materials design should be created.
2.2 Teacher Cognition and Classroom Practice
The literature on curriculum innovation and implementation suggests that ‘one of the causes of the discrepancy
between prescribed theory and classroom practice may be teachers’ attitudes’ (Evdokia, 1996, p. 187). According
to Graves and Shoen (2006, p. 2), ‘teachers’ perspectives are widely recognized as the most critical in the
realization of any curricular innovation’.
According to Richards (1998), a primary source of teachers’ classroom practices is what Borg (2006, p. 49) calls
teacher cognition, that is, ‘the beliefs, knowledge, theories, assumptions and attitudes that teachers hold all
aspects of their work’. It is argued that the change of teacher’s mental activity or thinking needs to be taken into
account in making educational change, such as implementing a new curriculum or a new pedagogy, adopting
new assessments or introducing new technological resources (Freeman, 2013, p. 127; Borg, 2006). Teachers are
inclined to interpret new ideas in the light of their own style of teaching, and will tend to translate innovative
ideas to conform with this (Wagner, 1991). They can accept, reject, or adapt the newly-proposed curricular
innovation. This has been made apparent in various retrospective accounts of TBLT innovation (Carless, 1997;
2003; 2004; 2005; Markee, 1997). Carless (2004) carried out a qualitative case study to explore how task-based
innovation was implemented in three primary school classrooms in Hong Kong. His analysis of classroom
observation and interview data shows how the case study teachers reinterpreted a new curriculum in line with
their own beliefs and the practical challenges occurring in their school contexts. Carless (2004, p. 659) maintains
that teachers’ knowledge and experiences are central to the change process, but are often neglected; teachers
mold innovations to their own abilities, beliefs, and experience, the immediate school context, and the wider
sociocultural environment.
Thus, educational innovation strategies need to address the practical and theoretical concerns that teachers have
while adapting their classroom practice, preferably in an integrated way (Van den Branden, 2006, p. 234;
Richards & Lockhart, 1994). Given the teacher’s central role in how curricular elements are put into practice,
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this study focuses on the investigation of teachers’ perceptions of TBLT and how can change management
strategies help the implementation of TBLT.
2.3 Teacher Education
The National English Curriculum Reform in the twenty-first century in China brings immense educational
changes for Chinese EFL teachers in higher education. This proposed teaching approach, TBLT, advocates
student-centered, communicative, and experimental learning, which poses challenges for Chinese EFL teachers
to reconstruct their knowledge and skills and re-conceptualize their professional identity. Various studies
(Freeman, 1993; Slaouti & Motteram, 2006) show the important role of teacher education in shaping teacher
cognition. Ellis (2006) also argues that the knowledge and beliefs gained in formal teacher education and
teachers’ experiences of learning a second language help to formulate language teachers’ professional knowledge
and belief system.
The importance of in-service professional development in the improvement of EFL teachers’ professionalism
level is also stressed by many researchers (Freeman, 1993; Day, 1999). Day (1999) claims that without a focus
on lifelong learning and in-service professional development, teachers cannot provide effective teaching as the
nature of teaching demands teachers to engage in utilizing knowledge and information in a changing context.
Therefore, it seems that Chinese EFL teacher education and professional development are crucial for the
successful implementation of this curriculum change, in order to meet with the new requirements and demands.
3. Method
3.1 The Participants
The questionnaire was designed to investigate Chinese EFL teachers’ attitudes toward TBLT and factors that
impede the implementation of TBLT. The participants of this study are the EFL teachers for non-English majors
in Chinese colleges and universities. Random sampling was employed and the questionnaire was emailed to at
least 200 Chinese EFL teachers in various parts of China in the form of an online questionnaire survey. The goal
of the study and the procedures related to the study were included in the email, and a consent form approved by
the Research Ethics Committees (RECs) of the first author’s university was provided for the participants.
Ultimately, 28 responses were received, but two of the received responses were invalid. In addition, due to the
unblalanced regional devlopment in China, the responses in this study mainly came from provinces distributed in
the north east, east and south parts of China. In other words, the partipants in this study are EFL teachers from
different universities in five provinces including Hebei, Jiangsu, Zhejiang, Chongqing and Shandong.
3.2 Research Instrument and Design
The design of the questionnaire for this study was developed based on practical suggestions illustrated by
Dörnyei (2007, pp.102-114), in terms of writing the questionnaire items, the format of the questionnaire and
developing and administrating the questionnaire. In addition, some items in this questionnaire are adapted from
the questionnaire designed by Jeon and Hahn (2006) (see Section 1) as these two research studies both focus on
investigating teachers’ perceptions of TBLT. The questionnaire in this study includes closed-ended items and
open-ended items, to enable the participants to express their ideas freely. The questionnaire contains 13 items
mainly focusing on four different areas:
1) class size;
2) the teachers’ overall familiarity with TBLT and whether they have implemented it;
3) to investigate if teachers have had training in TBLT;
4) to address the practical reasons that lead teachers to choose, or avoid, implementing TBLT (including two
closed-ended multiple choice questions and four open-ended questions);
Teachers’ perceptions of TBLT were assessed and analyzed by using the answers they provided for the
questionnaire. Mixed methods are employed in this research. Data collected from the questionnaire are
quantified and the qualitative data are coded and analyzed by using thematic analysis framework proposed by
Braun & Clarke (2006; 2013). Thematic analysis is a method for identifying, analyzing, and reporting patterns or
themes within the data set (Braun & Clarke, 2006, p. 35). Guest, Macqueen and Namey (2012, p. 15) describe it
as ‘a rigorous, yet inductive set of procedures designed to identify and examine themes from textual data in a
way that is transparent and credible’. Braun and Clarke (2006, p. 35) summarize the six phases of thematic
analysis as follows:
1) familiarizing yourself with your data;
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2) generating initial codes;
3) Searching for themes;
4) Reviewing themes;
5) Defining and naming themes;
6) Producing the report. (Braun & Clarke, 2006, p. 35).
4. Results
4.1 Class Size
Figure 1 presents the number of students in the EFL classes taught by the participants. These results show that
around 40% of the participants’ classes have more than 50 students and around 11% have more than 100. It is
widely accepted that a language class with 50-60 or more is ‘large’, even though there is no quantitative
definition of what constitute a ‘large class’. Therefore, we can see that nearly half of the participants in this study
have to deal with large class size in teaching.

20

16

15
10

7

5

2

0
Figure 1. Class size
4.2 Familiarity with TBLT
Figure 2 illustrates the results related to one of the research aims in this study which investigates ‘how well
Chinese college English teachers understand the concept of TBLT?’
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Figure 2. Teachers’ familiarity with TBLT
In response to the Likert scale question on whether they are familiar with TBLT, Figure 2 reveals that only
34.62% of participants are very familiar with TBLT. Over 65% are a little familiar or not very familiar. The
findings show that most teachers (around 65%) in this study perceive themselves as having a low level of
understanding of TBLT.
4.3Use of TBLT and Frequency of Use
In respond to Q3 (have you ever used TBLT in your teaching?), 17 participants (65.38%) have used TBLT in
their teaching and 15 out of them are still using TBLT (Q4). The remaining nine participants have never used it.
The frequency of use of the 15 participants is shown in Figure 3. This will be examined in the discussion section
(see Section 5.1).
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Figure 3. Responses to Q5 “Approximately how often do you use TBLT?”
4.4 Training in TBLT
In response to Q6 “Have you had any training in TBLT?” none of the participants answered in a positive way.
This issue is also highlighted by the participants for the open-ended items (Qs 10 and 11). Moreover, as
described by one participant: ‘There is no training for TBLT in my university. TBLT was really popular for a
period of time and I learnt it by reading articles and books’. Some teachers in this study suggest “teachers should
be given some training of TBLT”.
There is limited opportunity for teachers to develop their teaching skills; it seems that the only accessible way
for teachers to develop this is by self-learning. Teachers are left with instructions to use methods they are not
familiar with without any institutional support. It is not surprising to see that around 65% in this study have a
low level of understanding of TBLT (see Figure 2). About 20% of the questionnaire participants think that their
limited understanding of task-based instruction led them to avoid using TBLT (see Table 1). This finding
provides further support for Nunan’s (2003, p.606) statement that a major problem in Chinese teacher education
is the lack of adequate and appropriate teaching training. This specific factor will be given more details in
Section 5.
4.5 Factors Impeding the Implementation of TBLT
Concerning for what main reasons teachers avoid TBLT implementation, three items, including one closed-ended
question (Q9) and two open-ended items (Qs 10 and 11), were presented and analyzed. The quantitative and
qualitative data will be illustrated in turn here. The answers reveal considerable variation in teachers’ reasons for
reluctance to use TBLT application.
4.5.1 Quantitative Results
Table 1 presents the responses to Q9 a multiple-choice question investigating the factors that impede the
implementation of TBLT. Multiple responses are possible here, so the total exceeds 26.
Table 1. Factors that impede the implementation of TBLT
Options

Total responses

Proportion

Materials in textbooks are not suitable for using TBLT.

14

53.85%

Large class size is an obstacle to use task-based methods.

13

50%

TBLT requires much preparation time compared to other approaches.

9

34.62%

Students are not used to task-based learning.

7

26.92%

I have very little knowledge of task-based instruction.

5

19.23%

I have difficulty in assessing learners’ task-based performance.

5

19.23%

I have limited target language proficiency.

1

3.85%

Total

54

As shown in Table 1, 53.85% choose ‘Materials in textbooks are not suitable for using TBLT as the main reason.
Half of the participants (50%) believe that large class size is an obstacle to use task-based methods. 34.62% hold
the view that ‘TBLT requires much preparation time compared to other approaches’. In addition, around 20% of
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the participants found that their limited knowledge of TBLT and the difficulty of task design and assessment are
the factors that impeding the implementation of TBLT.
To get further information about the feasibility of TBLT implementation, two open-ended questions (Qs 10 and
11) were explored. Ten people answered these questions in total with 17 separate answers. Though four out of
ten participants held very positive attitude toward TBLT implementation, others thought that TBLT could not be
easily adopted in the Chinese context due to various factors. Unsurprisingly, there is a significant overlap
between data collected from the open-ended questions and that of the closed-ended question. Details will be
discussed in the following section.
4.5.2 Qualitative Results
The answers resulted from the open-ended items (Qs 10 and 11) were coded into themes by using thematic
analysis (Braun & Clarke, 2006). Themes and codes generated from the data are listed as follows:
1). shortage of appropriate teaching Materials;
2). classroom management in large classes;
3). high requirements for teachers:
a. the difficulty of task design and task assessment;
b. the complexity of TBLT to be carried out;
The lack of suitable materials for using TBLT is one of the most serious constraints in implementing TBLT in
this study. Though many research studies stress the importance of TBLT, there are few genuinely task-based
textbooks available (Rooney, 2000; Willis & Willis, 2007, p. 201); ‘this popular and strongly SLA-based
methodology has been eschewed by course books’ (Mishan, 2013, p. 273). The findings in this study provide
further support for this claim as more than half of the participants believe that ‘Materials in textbooks are not
suitable for using TBLT’ (see Table 1). In the open-ended questions, teachers address this issue in the following
aspects. First, there lacks textbook that is relevant to TBLT, as they wrote ‘I find myself short of appropriate
materials when I want to use TBLT’ and ‘textbook compiling need to be initiated and designed in line with the
TBLT so as to make it workable’ . Secondly, teachers are not satisfied with the quality of tasks in TBLT-oriented
textbook as they think ‘TBLT designed in textbooks does not quite fit the physical world’. In other words, tasks
designed in the textbooks are not authentic. However, according to Ellis (2003, p. 6), one of the most important
characteristic of a task is authenticity, which means ‘task needs to correspond to some real-world activity’.
Moreover, teachers found the management in large classes can be a problem. Students have different levels of
English competence which is challenging for teachers to implement TBLT. One participant deceived that ‘the
English competence of EFL learners play sorts of decisive role in the applicability of TBLT in the English
language class’.
As discussed earlier in this section, there is limited availability of ready-made task-based materials and textbooks
designed to fit TBLT, leading teachers to believe that the only way to implement TBLT is to create their own
complete set of teaching materials (Hobbs, 2011). However, task design for EFL teachers can be quite
challenging, when they, as individual practitioners, have to consider various questions, like how to make the
tasks interesting, how to group students and the appropriate amount of input in the pre-task cycle at the same
time. For example, one comments in the questionnaire that ‘It is very difficult to design interesting and
appropriate tasks. If the task is time-consuming and difficult to do, EFL learners might lose enthusiasm to finish
it’. Apart from task design, task assessment is another challenge for Chinese EFL teachers. For example, the
participants maintain ‘How to design good tasks and how to assess the effectiveness of the tasks are worth of
much attention’ and ‘It is not hard to implement the tasks but it is not easy to assess how far the tasks work
effectively on the learners’. This echoes the findings in Table 1, where around 20% of the teachers state that they
have very little knowledge of TBLT and they find it very difficult to assess learners’ task-based performance.
Furthermore, the participants in this study also found it is very challenging to implement TBLT. For example,
one participant described, “The idea of TBLT is wonderful, but it’s difficult to implement for teaching
practitioners. That’s why so many English teaching methods are coming and going quickly”. Implementing
TBLT has high requirements for teachers in refer to understanding of concept of task, the implication of the
task-based instruction and also evaluation of the task performance. This can be revealed in the words of one
participant: ‘Assessing the students’ performance appropriately requires a lot from the teachers’ side, like rich
knowledge on the task, quick mind, target language fluency and so on’. The findings in this study provide further
evidence for the statement made by Butler (2011). According to Butler (2011, p. 41), non-native
English-speaking ELT teachers often do not feel confident of their sociocultural and strategic competence when
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introducing communicative activities in class, or when assessing student’ communicative competence. It is clear
that some Chinese ELT teachers in this study feel intimidated by TBLT implementation due to the requirement
for a high level of language proficiency and communicative and pragmatic competence.
5. Discussion
In this section, the participants’ attitudes toward TBLT regarding their familiarity with TBLT and the use of
TBLT are discussed (see Section 5.1). Since the focus of this study is to investigate factors that impede the
implementation of TBLT, details on this will be illustrated. In order to improve the situation and encourage the
successful implementation of TBLT, suggestions for best practice are illustrated in Section 5.2. Suggestions are
mainly focused on the following aspects, namely the pre-service and in-service teacher training and teachers’
further development.
5.1 Teachers’ Attitude toward TBLT
As discussed in Section 4.3, around 65% of the participants have used TBLT in their teaching and among these,
88.24%, which is 15 out of 17 people are still using TBLT. In addition, Figure 3 shows that more than half the
questionnaire participants (53.33%) use TBLT at least once every 2-5 lessons. This shows that the frequency of
use is high. The results indicate that Chinese EFL teachers held positive attitudes toward the practice of TBLT in
their classroom though the comparatively lower-level understanding of TBLT (see Figure 2). In other words, this
finding suggests that these teachers are willing to try out TBLT in their teaching.
However, the existence of situational constraints (including contextual and cultural constraints) may lead to the
failure of implementation despite favorable attitudes (Oskamp, 1991; Cheng & Moses, 2011). In this research,
though most of the Chinese ELT teachers may prefer the innovative task-based approach, due to constraints from
the local context,(for example, large class size and the form-focused examination system), teachers may adopt
the language-focused traditional teaching approach in their teaching. Therefore, the factors that hinder the
implementation of TBLT will be addressed in the following discussion.
5.2 The Difficulties
As discussed in Section 2.1, educational innovation is a process, which needs to be managed actively throughout
its formulation, adoption, and evaluation. Therefore, effective change management of any curriculum innovation
is of great importance to its success. Educational change involves different parties in an education system (such
as teachers, teacher trainers, material designers, etc.). Thus educational change management needs to be aware of
the consequences for all parities within an education system. It is clear that introduction of TBLT as an
innovative pedagogy in EFL teaching in Chinese higher education will have implications for course book design,
teacher training, examination systems. Section 4.5 presents constraints that made the participants avoid using
TBLT in a variety of areas within the education system, including the lack of task-based coursebook, the large
class size and teachers’ ability to use TBLT. It seems that policy makers for the Chinese EFL curriculum
innovation did not adopt effective management strategies in order to facilitate the sustainable and successful
implementation of TBLT.
Findings in Section 4.5 illustrate that the large class size is an obstacle for teachers to implement TBLT. Around
40% of the participants’ classes have more than 50 students and around 11% have more than 100 (see Figure 1).
It is widely accepted that a language class with 50-60 or more is ‘large’, even though there is no quantitative
definition of what constitute a ‘large class’. While it is not possible to generalize on the basis of a very limited
amount of data, it is interesting to note that these results corroborate the findings of the survey conducted by the
National College English Committee, which revealed that the average number of students in college English
classes surpassed 80 in 2005 (Meng, 2009). English as an international language is playing an ever-increasingly
important role in the world. Due to China’s large population and the larger number of college students since
1999, the large size of classes, at all levels of education, seems to be a challenge for teachers. The ratio of
College English teachers versus students is around 1:100 according to a survey carried out by Shu (2004, p. 190).
However, this phenomenon will not disappear in the near future as the number of English learners in China has
increased with surprising speed. It is clear from the above that the English teaching environment in Chinese
colleges seems to be a big challenge for any pedagogy, but particularly for TBLT, since task-based teaching
encourages interaction in the classroom and many tasks are carried out in groups. Therefore, Chinese EFL
teachers have to develop the skills and competences to deal with implementing TBLT in large class sizes.
Moreover, as mentioned in Section 4.5, there are few genuinely task-based textbooks available (Rooney, 2000;
Willis & Willis 2007, p. 201). In China, a variety of course books have been compiled and published since the
nationwide reform of college English language teaching in 2004; however, among the various versions of course
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books, few perfectly fit the particular requirements of the TBLT approach (Huang & Zhao, 2013). Therefore, it
seems that teachers have to adapt the course book to fit the principles of TBLT if they wish to carry out tasks in
class (Rooney, 2000). Willis and Willis (2007, pp. 201-212) offer a range of solutions for teachers to integrate
tasks into their course book even if the course book is not designed for task-based teaching. It is possible to carry
out TBLT in the classroom even without the genuinely task-based textbooks. However, it poses challenges for
Chinese EFL teachers to be able to adapt the teaching material.
Furthermore, the data in this present study shows that most of the teachers are not confident in understanding the
principles and practices of TBLT. The participants in this study in this study also found it is very challenging to
implement TBLT. This exposed a major problem in Chinese teacher education; the lack of adequate and
appropriate teaching training (Nunan, 2003, p. 606). As discussed in Section 4.4, there is limited opportunity for
teachers to develop their teaching skills; it seems that the only accessible way for teachers to develop this is by
self-learning. However, educational change requires changes in teacher cognition and identities in the classroom
as the process of becoming a teacher involves formation and transformation of teacher identity (Flores & Day,
2006). Pre-service and in-service training play crucial roles in shaping and mediating teacher cognition and
identity (see Sections 2.2 and 2.3). Teacher education should provide support for Chinese EFL teachers to
reconstruct their knowledge and skills and re-conceptualize their professional identity when faced with the
National English Curriculum Reform.
5.3 Implications for Practice
A discussed in Section 5.2, there is a need for most of the Chinese ELT teachers to further develop their
professional skills, in terms of teaching in large class sizes, material development skills, English proficiency,
sociocultural and strategic competence. It seems that a more practical and efficient teacher training program
should be developed to deal with problems in the Chinese context. However, the current MA TEFL programs in
China are being criticized in terms of overemphasizing the development of teachers’ subject matter knowledge
(Zhang, 2008; Liu & Zhang, 2014). This training leads to ‘a teacher education program aimed at memorializing
knowledge, never at nurturing and enhancing teachers’ professional practical ability’ (Jiang, 2012, p. 14). In
addition, the EFL teaching methodology course in the MA programs only briefly introduces various language
teaching approaches (e.g., communicative language teaching, the audiolingual method, TBLT, Grammar
Translation method) without integrating with any teaching practice. TBLT is only introduced as one of the
various language teaching approaches and no special attention or focus has been given to such task-based
learning and teaching (Liu & Zhang, 2014). It seems that there is a gap between the curricula of EFL and teacher
education in Chinese higher education. In order to maintain a sustainable curriculum change, there is a strong
need for the adjustment of Chinese EFL teacher education in terms of the curriculum design, training focus, and
training model. Moreover, the Chinese EFL teacher education should ‘empower teachers in constructing their
personal theory when confronting educational changes’ (Zheng, 2015, p. 53).
Furthermore, findings in this study show that there are limited chances for EFL teacher to attend in-service
training in TBLT. From the questionnaires which support this study it is evident that none of the participants had
some training in TBLT. According to Meng and Tajaroensuk (2013), the shortage of good and practical in-service
professional program in Chinese higher education affects EFL teachers’ professional development. The findings
in this study further support this statement. Teachers are left with instructions to use methods they are not
familiar with without any institutional support. Therefore, it seems that developing a support system for the
professional development of Chinese EFL teachers in order to respond to the on-going reforms of ELT is both
necessary and crucial.
In terms of teacher training and further development, teachers’ ability to adapt or develop teaching material
should be highlighted. Teachers in China are frequently required to use a coursebook mandated by the institution.
Thus teachers need to be capable of evaluating, adapting and producing materials, to ensure the teaching material
matches the learners and suit their individual teaching contexts, that is, as Tomlinson (2003, p. 1) suggests ‘every
teacher needs to be a material developer’. Therefore, teacher trainers should bear in mind teachers’ ability to
evaluate, adapt and produce materials. In addition, as illustrated in this section, teachers’ ability to deal with
large class size and their language proficiency and sociocultural and strategic competence should be addressed in
teacher training. In order to facilitate teacher teaching, it may be that a national sharing online platform should
be created for teachers to exchange ideas on teaching or task design in the Chinese context. This could provide
more useful resources in the areas of further study and self-development for teachers. By sharing the design of
task-based teaching, teachers can save a lot of time and energy preparing their lessons while a more
contextualized task-based teaching model can be created.
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6. Conclusion and Outlook
This study investigated teachers’ views and understanding of TBLT and its implementation in the Chinese
context. The results in the study show that though there are constraints from various aspects (including, the
teaching materials, large class size etc.) for the successful implementation of TBLT, TBLT as a communicative
teaching approach received very positive feedback from teachers. The majority of the teachers in this study hold
positive views towards TBLT even though they have a low-level understanding of principles and practices of
TBLT. This study also highlighted the need for the Chinese ELT teachers to further develop their professional
skills and suggestions for teacher education and further development were made. In addition, the empirical
research contributes to enriching the data on the TBLT practices in the EFL context. It contributes to a better
understanding of curriculum innovation and the English teachers’ professional development in the Chinese
context, all of which have implications for the implementation of other innovative teaching methods in China.
This research also yields informative insights regarding sustainable curriculum change management, policy
implementation and professional development of English teachers in the EFL context.
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