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ABSTRACT
This study aimed to examine the relationship between conceptions and approaches to teaching in two forms of 
online teaching in a university in Vietnam; asynchronous teaching through video-recording and synchronous 
online teaching through online communication platforms. Data were gathered through interviews with 14 
lecturers who taught through both modes of online teaching. Data analysis employed grounded theory. 
For the asynchronous online teaching via video-recording, there was no relationship between conceptions 
and approaches, as all lecturers used teacher-centred approaches to teaching. For the synchronous teaching 
through online communication platforms, there was a reasonably logical relationship between conceptions 
and approaches. Deviations from a logical relationship were caused by technological constraints. The 
findings differ markedly from those for face-to-face teaching, where there is normally a consistent and logical 
relationship between conceptions and approaches. This study highlights how technological affordances and 
institutional design choices mediate the expression of pedagogical intent in online distance education courses. 

Keywords:	 Conceptions of teaching, approaches to teaching, online teaching, distance education courses, 
university lecturers.

INTRODUCTION
The relationship between approaches to teaching and conceptions of teaching has been a significant topic for 
research in face-to-face teaching in higher education. It has been shown that teachers’ approaches to teaching 
(i.e., how they teach) are usually consistent with their conceptions of teaching (i.e., what they believe about 
teaching) (Kember & Kwan, 2000; Trigwell & Prosser, 1996). Teachers with student-centred beliefs tend to 
adopt learning-centred approaches, whereas those with teacher-centred beliefs are inclined to use content-
centred approaches. These relationships were found to have an impact upon learning quality. Postareff et 
al. (2008) indicated that those courses with higher quality learning outcomes were reported to be taught 
by lecturers with a match between their conceptions of and approaches to teaching and vice versa. These 
findings have important implications for enhancing the quality of learning for students.
The extending of research into relationships between conceptions and approaches to teaching in traditional 
environments into online teaching is well-justified since online education has become increasingly prevalent 
in higher education (Bridges et al., 2023). It is therefore pivotal to understand influencing factors on the 
quality of online teaching and learning. Whereas the knowledge of relationships between conceptions and 
approaches to face-to-face teaching and variables affecting this relationship is well-established, little is known 
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about the factors affecting conceptions and approaches of online teachers. Different from conventional 
teaching, in which teachers can be considered as the key determinants, online teaching involves other 
factors, such as commonly used online teaching methods at the institution, the nature of the Internet, or the 
utilisation of technology (Ellis et al., 2006). 
There has been some research into either conceptions or approaches to non-face-to-face teaching, but it has 
largely been confined to blended learning through the Internet for on-campus courses. Most of the existing 
studies have examined teachers’ conceptions of teaching in blended courses (Ellis et al., 2006; Lameras et al., 
2012; Lameras et al., 2008; McConnell & Zhao, 2006; Roberts, 2003), except for one study by Gonzalez 
(2009) that explored online distance courses with the specific focus on the use of E-Learning systems. Nguyen 
and Kember (2024) and Nguyen and Kember (2025) examined university lecturers’ conceptions of online 
teaching and their teaching approaches in both asynchronous and synchronous modes in undergraduate 
online courses. 
The gap in the literature that this article aims to address is to examine the relationship between lecturers’ 
conceptions of and approaches to online distance teaching in both asynchronous and synchronous modes 
in undergraduate courses. The aims of the study were to: (1) compare conceptions of and approaches to 
teaching in online asynchronous and synchronous modes; (2) examine the relationship between conceptions 
and approaches to online teaching in the two teaching modes; (3) explore the underlying reasons for the 
relationships between conceptions of and approaches to teaching in the two teaching modes.
For the purposes of this article, online distance education was defined as a form of teaching and learning which 
takes place entirely off-campus via a Learning Management System (LMS) or an online communication 
platform. It can take place online in either asynchronous or synchronous forms or in both modes, as in the 
context of this research. Forms of technology are used to maintain interaction between learners and tutors/
instructors and between learners and learners (Rapanta et al., 2020). 
The Vietnamese public university in which the study was implemented conducted both online distance courses 
for off-campus students at its E-Learning Centre and blended and online teaching for full-time courses at its 
member universities. For online distance courses, the lecturers mainly presented prepared content in videos, 
following a certain template. The learning contents constituted the essential body of knowledge that learners 
needed. These videos were uploaded onto the LMS and made into online lessons for students’ self-study. 
Students also did other learning activities and assignments on the LMS, which were managed by the course 
mentors. This form of online teaching will be referred to as asynchronous online teaching. 
The university additionally implemented synchronous teaching through online communication platforms 
at its member universities. Synchronous online classes have been conducted on platforms such as Zoom, 
Microsoft Teams or Google Meet, according to the schedule of face-to-face classes. The LMS was used as a 
supplement to the online instruction. This form of teaching is currently conducted for full-time on-campus 
students and account for 30% of the total amount of the training program. 
Grounded theory (Corbin & Strauss, 2015) was used to identify themes, categories and dimensions related 
to the lecturers’ approaches to teaching. There were four steps to the method: (1) identifying conceptions 
of online teaching for each lecturer (2) identifying approaches to asynchronous online teaching for each 
lecturer; (3) identifying approaches to synchronous online teaching for each lecturer. In the fourth step, the 
categories of conceptions of online teaching for each lecturer were then compared and cross-tabulated with 
their teaching approaches for the asynchronous and synchronous online modes, to identify if there were 
matches between the two elements.

LITERATURE
The Literature Review focuses on explaining key concepts and reviewing significant studies into conceptions 
and approaches in blended and online teaching. The review is organized according to the three steps of the 
research study.
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Conceptions of Teaching 
Conceptions of teaching are generally understood as “teachers’ underlying beliefs about teaching” (Kember, 
1997; Postareff & Lindblom-Ylanne, 2008). Conceptions in face-to-face teaching were categorised into four 
categories which underpinned two broad orientations; a teacher-centred orientation with the focus on the 
teachers and their delivery of a body of knowledge and student-centred orientations with the emphasis on 
students and their learning (Kember, 1997). These categories of conceptions were presented under different 
labels in later studies into conceptions in face-to-face teaching, yet the nature of the categories appears to be 
the same (Akerlind, 2003; Postareff & Lindblom-Ylanne, 2008; Prosser & Trigwell, 1999; Samuelowicz & 
Bain, 2001).
Conceptions of teaching were later examined in on-campus blended courses using the Web (Ellis et al., 2006; 
Lameras et al., 2012; Lameras et al., 2008; McConnell & Zhao, 2006; Roberts, 2003) and in online distance 
courses (Gonzalez, 2009). Generally, the two broad teacher-centred and student-centred orientations were 
observed across these studies. New categories of conceptions in relation to the utilisation of the Web were 
developed, which ranged from delivery of learning content to sustaining communication and promoting 
students’ learning. It is noted that these studies focused on conceptions related to the use of the LMS or the 
Web rather than the act of online teaching per se. Furthermore, these few studies of blended on-campus 
web-based teaching and one in off-campus teaching were conducted some time ago, which is of significance 
because of rapid technological developments in online and blended learning.

Approaches to Teaching
“Approaches to teaching” are defined as the strategies that teachers adopt for their teaching practice (Kember, 
1997; Postareff & Lindblom-Ylanne, 2008). Approaches to face-to-face teaching were categorised into two 
broad approaches with one focusing on the content or knowledge to be taught and the other emphasising 
students and the learning process (Kember & Kwan, 2000; Postareff & Lindblom-Ylanne, 2008; Trigwell et al., 
1994). Kember and Kwan (2000) proposed six dimensions to delimit content-centred and learning-centred 
approaches in face-to-face teaching, namely motivation, instruction, focus, assessment, accommodation 
for student characteristics and source of experience/knowledge. These two broad approaches are viewed as 
opposite poles of a continuum rather than discrete categories. Postareff and Lindblom-Ylänne (2008) argued 
that it is not appropriate to treat the two broad approaches as a dichotomy. Instead, the learning-focused 
approach should be considered as a more complete and desirable approach.
Regarding approaches to teaching in blended on-campus courses, Roberts (2003) developed a framework for 
approaches to teaching using the Web in blended classes for on-campus students. This framework consisted 
of one motivational dimension related to the efficiency and effectiveness of teaching and learning and six 
strategy dimensions, including focus of use, nature of use, role of the teacher, time and place of use, role 
of students, and relationships with students. Gonzalez (2009) proposed two broad approaches to teaching, 
namely ‘informative/individual learning focused’ and ‘communicative/networked learning focused’ in online 
distance settings. There were four dimensions: intensity of use, resources, role of the lecturer and role of the 
students.

Relationship between Conceptions and Approaches
With regard to the associations between conceptions and teaching approaches in face- to-face teaching, 
Trigwell & Prosser (1996) indicated a link between intentions and strategy in lecturers’ approaches to 
teaching. Lecturers with the intention of ‘information transmission’ employed ‘teacher-focused’ strategies 
in their teaching, while those with the intention of ‘conceptual change’ chose ‘student-focused’ strategies. 
Similarly, Kember and Kwan (2000) found a general consistency between lecturers’ conceptions and 
approaches. Those with ‘teacher-centred’ conceptions were more likely to take a ‘content-centred’ approach, 
while those holding ‘student-centred’ conceptions tended to choose a ‘learning-centred’ approach.
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METHOD 
Data Collection
Purposive sampling was employed for the study. Lecturers from one large, public, regional Vietnamese 
university were invited to participate. The lecturers had considerable experience teaching in both online 
distance and face-to-face modes for the same courses. The demographics of the participants are illustrated in 
Table 1. To be consistent with the prior studies conducted in areas of teachers’ conceptions of teaching and 
approaches to teaching (Gonzalez, 2009; Kember & Kwan, 2000; Lam & Kember, 2006; Roberts, 2003), 
the study originally aimed at examining 20 lecturers. Nevertheless, the eventual number of interviewed 
lecturers was 14, due to data saturation.

Table 1. Demographics of Participants

Participants Gender Age Years of 
Experience Title and Position Faculty Discipline  

ENG1 Female 38 16 PhD, Lecturer English English language 
learning and teaching

ENG2 Male 63 41 PhD, Senior Lecturer – Former 
Dean of Faculty of English English English linguistics

ENG3 Female 41 18 PhD, Lecturer English American and British 
Culture

ENG4 Female 41 17 MA, Lecturer English English for Translation 
and Interpretation

ENG5 Female 67 45 PhD, Senior Lecturer – Former 
Dean of Faculty of English English English for Translation 

and Interpretation

LAW1 Male 66 44 MA, Senior Lecturer Law Law Studies

LAW2 Male 36 13 MA, Lecturer Law
Civil Law, Finance 
Law and International 
Commerce Law

LAW3 Male 40 17 PhD, Lecturer, Vice Dean of 
Faculty Law Business Law 

BM1 Male 67 45
Professor, Senior Lecturer – 
Former Vice President of the 
regional University

Business 
Administration Business Management

BM2 Male 48 30 MA, Senior Lecturer Business 
Administration Project Management

BM3 Male 60 33 PhD, Senior Lecturer – Dean of 
Faculty

Business 
Administration Macroeconomics

ECO1 Female 34 11 MA, Lecturer Economics Microeconomics

ECO2 Male 50 24 PhD, Senior Lecturer, Vice Dean 
of Faculty Economics Public Economics

BK Male 50 24 MA, Senior Lecturer Banking Finance

Semi-structured interviews were employed for data collection. The interview first focused on probing the 
lecturers’ general attitudes about online teaching and explored the changes these lecturers had made during 
the transition from face-to-face to online teaching. Then, the questions uncovered the teachers’ conceptions 
of online teaching and moved on to investigate their teaching approaches, specifically, the strategies that 
they felt were the most effective in their online teaching practice. Finally, the lecturers were asked about the 
influences of some contextual elements on their teaching conceptions and approaches. Participants could 
choose their preferred language of interview, which was either in English or Vietnamese. The interviews were 
recorded and transcribed verbatim. The research investigations conducted for this paper abide by the ethical 
requirements of the University of Tasmania Human Research Ethics Committee. Ethics approval was gained 
through application 2xxx3.
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Data Analysis 
The average duration of the interviews was 44 minutes, with the total length ranging from 20 to 110 minutes. 
All the transcripts were returned to the respective lecturers for the addition of further relevant points that 
might have been omitted during the interview. Generally, no major revisions to the transcripts were made.
The data analysis procedures employed in this study were consistent with deductive thematic analysis as 
outlined by Braun and Clarke (2006, 2019) and Braun et al. (2019). Rather than generating new theoretical 
constructs, this study applied and tested the existing frameworks from the Nguyen and Kember’s prior 
studies on lecturers’ conceptions of online teaching (Nguyen and Kember, 2025) and approaches to online 
teaching (Nguyen and Kember, 2025). The main purpose is to examine the relationship between lecturers’ 
conceptions and approaches to teaching in two online modes— asynchronous and synchronous distance 
education. 
The analysis followed the six-phrase process with codebook-based thematic analysis (Braun & Clarke, 2006). 
In the first phase, the interviews were read repeatedly to ensure familiarity with the data and identify content 
pertinent to the established coding framework. In the second phase, the set of codes representing categories 
of online teaching (Nguyen and Kember, 2024) and the seven-dimensional framework of approaches to 
teaching (Nguyen and Kember, 2025) were applied for the data set. Based on this codebook, the transcripts 
were systematically coded to classify excerpts into the appropriate conceptual categories. For the third and 
fourth phases, codes were iteratively reviewed and refined through constant comparison to ensure consistent 
and reliable application of pre-existing codes across the entire dataset. The fifth phase involved cross-
tabulation of lecturers’ coded conceptions and approaches across asynchronous and synchronous teaching 
modes to identify patterns of alignment or misalignment. 
Between coding rounds, the two researchers discussed to solve discrepancies in coding, or to clarify the 
operational definitions of codes. This process helped to ensure the reliability of categorization and the 
consistent intepretation of data across all cases. Furthermore, the intra-coder reliability assures “the consistent 
manner by which the researcher codes” (Hoonaard, 2008, p. 446). The authors worked in similar condition 
when coding each time and no confounder occurred that could change the coding practice throughout 
the analysis process. NVivo 21 was used for coding and managing the data. The whole data collection and 
analysis is summarised in the diagram below. 

Figure 1. Data collection and data analysis process (adapted from Tie et al., 2019)
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RESULTS AND DISCUSSION
Conceptions of Online Teaching
Conceptions of online teaching have been characterised and discussed in detail in Nguyen and Kember 
(2024). The article reported four categories of conceptions of online teaching which were grouped under 
three orientations as shown in Figure 2.

Figure 2. Categorisation model of conceptions of online teaching (Nguyen and Kember, 2024)

The teacher-centred orientation focused on the delivery of a body of knowledge and skills defined in the 
curriculum. Online teaching was believed to be communicating the most essential contents to students with 
lecturing as the major teaching method. The teachers viewed their role as ‘sage on the stage’ and students’ as 
passive recipients of knowledge. The LMS was regarded as a repository of studying resources and a medium 
for information delivery. 
The bridging orientation including the category ‘online teaching as guiding students to acquire knowledge 
and skills’ displayed a transition of focus from teachers to students. Online teaching was viewed as orienting 
students to sources of knowledge and equipping them with studying skills throughout learning process. The 
lecturers viewed their roles as observers and tutors. They specified the knowledge to be learnt for students 
and students were expected to exercise their own abilities to achieve the targeted outcomes. The LMS was 
considered as a place for self-study and individual assessment. 
The student-centred orientation emphasised the development of students’ understanding and capabilities 
and consisted of two subordinate conceptions: ‘online teaching as facilitating students’ understanding and 
interaction’ and ‘online teaching as developing students’ understanding and capabilities. In the former 
category, online teaching was conceived of as an interactive process between teachers and students and 
among students themselves, which was important for building students’ understanding. The lecturers viewed 
their roles as ‘guides on the side’ and co-constructors of knowledge with students. The LMS was considered 
useful for asynchronous communication and feedback provision. In the latter category, online teaching was 
viewed as enhancing students’ understanding at a sophisticated level, developing their creativity, critical 
thinking, evaluating and problem-solving abilities, and assisting them in applying their obtained knowledge 
to solving real-world tasks. The lecturers also believed in a holistic development for students by teaching 
them good conduct and ethics. It appears that the teachers took it for granted that the role of technology is 
to stimulate thinking and learning application. 
The article additionally reported the classification of individual lecturers to categories of conceptions of 
online teaching. They were found to hold multiple conceptions of online teaching and move back and forth 
these conceptions. For cross-tabulation, the highest category of conception was chosen.

Approaches to Online Teaching
Approaches to online teaching have been characterised and discussed in Nguyen and Kember (2025). The 
findings revealed the characterisation of approaches to online teaching consisted of two broad approaches: 
content-centred with focus on the content to be taught and learning-centred with emphasis on the whole 
learning process as shown in Figure 3. These two approaches were characterised in more detail by one 
motivational dimension and seven-strategy dimensions: instruction, technological use, accommodation for 
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student characteristics, accommodation for online teaching characteristics, source of knowledge/ experience, 
assessment and role of students. Each dimension was represented by a continuum between content- and 
student-centred poles. Each lecturer was allocated to an approximate position on each continuum. A holistic 
judgement was then made to classify each lecturer into a broad approach category; content centred, learning 
centred and an intermediate approach labelled content and learning.

Figure 3. Components and dimensions of online teaching approaches (Nguyen and Kember, 2025)

Relationship between Conceptions and Approaches
The relationship between the lecturers’ conceptions of and approaches to online teaching was examined by 
cross-tabulating the online teaching conceptions of individual lecturers with their approaches to teaching 
in two online teaching modes. The results are shown in Table 1 below. The symbol X in Table 1 below 
represents the cross tabulation between conceptions and approach for each individual. The matrix shows the 
combinations of conceptions and approaches of the lecturers. The rows in the first vertical column represent 
the categories of conceptions held by the 14 teachers. The final four columns represent the categories of 
approaches adopted by the lecturers in two online teaching modes. The X symbol shows the cross tabulation 
between the conception of teaching and the approach to teaching adopted for the two modes of online 
teaching.
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Table 2. Conceptions of and approaches to online teaching

Conceptions of 
online teaching Lecturers

Approaches to online teaching

Online courses using 
video-recording Synchronous online teaching

Content-centred Content-centred Content and 
Learning Learning-centred

Teacher-centred BM3 X X

Both teacher and 
student

ENG2 X X

LAW3 X X

ECO2 X X

Student-centred

Facilitating 
students’ 
understanding 
via interaction

ENG1 X X

ENG3 X X

ENG4 X X

ECO1 X X

BK X X

Developing 
students’ 
understanding 
and capabilities

ENG5 X

LAW1 X X

LAW2 X X

BM1 X X

BM2 X X

The most striking finding from the cross tabulation was that, regardless of the conception of teaching held by 
the lecturer, every lecturer adopted a content-centred approach for the asynchronous online teaching for video-
recording courses. For synchronous online teaching, there was variation in approaches to teaching. In the majority 
of cases the approach to teaching appeared to be reasonably logically related to conceptions of teaching. In four 
cases indicated by the X symbol, there appeared to be a degree of mismatch between conceptions and approaches.

Conceptions and Approaches for Asynchronous Online Teaching 
A significant finding of the study is the lack of a relationship between the lecturers’ conceptions of and 
approaches to online teaching in online distance courses using video-recording. All the lecturers employed 
the content-centred teaching approach regardless of the conceptions they held. This result was unexpected, 
as there is evidence of a close relationship between lecturers’ conceptions of and approaches to teaching in 
the face-to-face mode (Kember & Kwan, 2000; Trigwell & Prosser, 1996). The underlying explanation for 
this finding could be that the lecturers’ teaching autonomy was constrained by the tasks that the institution 
defined for them. The lecturers were engaged solely in video-recording; they simply delivered the predefined 
curriculum content and followed a prescribed teaching template. 
It is quite evident that the lecturers were not to be able to make decisions about choosing their preferred 
instruction methods, but to comply with the guidelines from the Centre. The interview transcripts are 
replete with “they required’, ‘they told us to’, ‘they expected us to’, ‘I was asked to’, …

They [the Centre] told me about the procedures...and gave me general requirements about what to do 
for each section and each unit … The responsibilities of teachers are to teach students some skills to do a 
certain task type, and to transfer knowledge … The Centre also expected me to cooperate well with the 
technical team and to fully cover the content in the coursebook (ENG1).

They gave us some basic requirements, that is the content points of the lesson and how many chapters 
will be recorded and the length of each chapter. And they also required that we introduce the exercises for 
consolidation for each chapter (ENG2).
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As the lecturers’ major role was transferring knowledge, the only approach was content-centred teaching. This 
finding supports the idea that the teacher’s role in online teaching can influence the adoption of a particular 
approach to the teaching (Baran et al., 2011). Their teaching approaches were more likely to be a response to 
a defined teaching situation and linked more closely with their perceptions of the teaching environment than 
with their teaching conceptions, consistent with the findings of Martin et al. (2000). Briefly, the lecturers are 
required to follow an established model for online course production at the university.
Some lecturers commented that their roles were minimised in online distance courses. They felt as if they 
were being a part of the course materials rather than doing real teaching and expressed their dissatisfaction 
with this instruction method. Some lecturers were not contented with their passive roles and claimed that 
learning in this sense was merely the replacement of ‘incorrect’ with ‘correct’ views through negative and 
positive reinforcement, without genuine understanding. 

Honestly, I didn’t feel comfortable when I was video recorded… In pre-recorded lessons, I mainly 
lectured… I felt like I was doing a monologue when it was supposed to be a two-way interaction 
between teachers and learners in the whole learning process. I think that my online lessons do not have 
good quality (BK).

The biggest demerit is lack of interaction and unexpected situations. I think the Centre need to research 
to create more interactive activities to increase the learning value for learners. I found following the lesson 
plan a rigid teaching approach (BM2). 

Doing online teaching via video recording puts the lecturers in a passive position. The passivity I mean 
here refers to following the lesson plans when I record. For example, in a face-to-face class, if my students 
didn’t understand something, they could ask me directly and I solved their problems. For video-recording 
…, the interaction is limited, and I mainly talk (BM3).

Distance learners receive information from lecturers in a one-way manner. If they produce a wrong 
answer to a question, they don’t know at which point in the answer they are not right or why the whole 
answer is not right. They just know that according to the teacher, that is a wrong answer. On my side, I 
also don’t know how they think or reason to produce that answer (ECO1). 

Industrial Model of Online Course Production
As can be seen, the lecturers were involved in one step of the online course production meanwhile other steps 
such as editing videos, designing studying activities on the LMS, counselling and supporting students were 
implemented by other teams. This type of organisation is akin to an assembly line production, with different 
teams responsible for different components. Peters (1983) related distance education to industrial production, 
with common characteristics such as division of labour, mass production and centralisation. This system is 
termed Fordist production (Badham & Matthews, 1989). Campion (1995) indicated, “rationalisation of 
this kind allows for increased administrative control and a more extreme division of labour as the production 
process is fragmented into an increasing number of component tasks” (p.194).
The Fordist model implemented at the university is informed by the regulations from the Vietnamese 
Ministry of Education and Training (MOET) about online training. MOET issued Circular No. 
12/2016/TT-BGDDT on Employing Information and Communication Technology in Online Training 
and Management, dated 22nd April 2016. This document promulgated seven essential requirements for 
institutions to be legally qualified to provide online training programmes. It specified that the staff involved 
in online training must include (1) IT system administrative staff; (2) learning materials designers; (3) 
teaching staff who are capable of building e-Learning lessons; and (4) academic mentoring staff. There is a 
clear division of labour among the staff, and the duties of the lecturers who participated in this study were 
mostly restricted to delivering online lessons. 
Furthermore, in a later-issued Circular - No. 10/2017/TT-BGDDT, with statutes for distance education at 
the tertiary level, MOET required that the study materials for distance learning must “deliver, fully transfer 
the training curricula’s content and be suitable for distance education mode so that learners can use it for 
self-study”. In accordance with the characteristics of Fordism, importance is placed on developing quality 
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instructional materials, which in this case means that the materials need to fully cover the content defined 
in the pre-programmed curricula. 
Regarding the design of LMS, Circular No 12/2016/TT-BGDDT specifies that the LMS functions are: 
(1) enabling learners to access studying contents; (2) allowing the institution to manage learners’ grades 
and their learning processes and the online activities of lecturers and academic mentors. It is implied from 
the document that the design of the LMS is situated in knowledge transfer with low interactivity between 
learners and lecturers. This design is described as linear or teacher-centred, with major focus on knowledge 
sharing or transmission (McGee & Green, 2008).

Conceptions and Approaches for Synchronous Online Teaching
For synchronous teaching through online communication platforms, lecturers had greater control over the 
nature of their teaching and the form of teaching would more closely resemble face-to-face teaching than 
the online video-recording. The cross-tabulation showed a reasonable degree of relationship between the 
lecturers’ conceptions of and approaches to online teaching. They tended to employ the teaching approaches 
that were in alignment with their conceptions of teaching. Overall, ten of the fourteen lecturers (71%) 
adopted teaching approaches which were compatible with their conceptions of online teaching. It can be 
seen from Table 2 that one lecturer categorised as teacher-centred adopted content-centred approach to 
online teaching. Two of the three lecturers whose categorisation indicated a focus on both the teacher and 
the student used the intermediate approach that emphasised both content and learning. Six of the ten 
lecturers allocated to the student-centred category took on the learning-centred approach.
The association between conceptions and approaches found in this online teaching setting is consistent with 
the findings found in research on face-to-face teaching (Kember & Kwan, 2000; Trigwell & Prosser, 1996). 
The lecturers who perceived online teaching as transmitting a body of content tended to employ content-
centred approaches in their teaching. They were inclined to rely on external factors to motivate students such 
as compulsory attendance requirements or grades to maintain students’ involvement, lecture during online 
lessons, use technological tools as a medium for information delivery and administrative purposes, use the 
same teaching methods for different types of learners, provide examples from their experiences, use tests and 
quizzes frequently and disregard students’ contributions to the learning process.

My way is that I check their attendance at the beginning of the class … I still give lectures as I normally 
do (ENG3). 

My teaching approach for online and off-line classes is quite the same. I use online tools such as Google 
Classroom to lecture and share ideas with students (ECO2). 

I give students some exercises or quizzes on Moodle. Once they complete these exercises, they submit 
their papers online. I can mark and give them corrections (ENG2).

In contrast, the lecturers who were categorised as student-centred tended to adopt learning-centred teaching 
approaches. They were likely to motivate students as an intrinsic part of their teaching responsibilities, use 
a wide array of interactive learning activities to encourage students to discover knowledge and to develop 
their capabilities such as critical-thinking ability and students’ autonomy, use technologies to enhance 
understanding and communication and create a learning community, modify their teaching methods to suit 
students’ characteristics, make good use of learners’ knowledge and experiences, utilise flexible assessment 
methods and engage students in contributing to the learning process.

I asked some open questions for students to discuss and raise their opinions …The discussion was 
recorded on Google Meet. When I taught another class for the same subject, I let the students watch 
this discussion and asked them if they could add other points. I elaborated or expanded ideas based 
on the ideas the students discussed. They could also learn a lot from each other in this activity (BM2). 

I used Zoom’s feature of breakout rooms to organize the students into smaller groups … The students 
told me that they felt they were really involved in a real class when they could see their classmates and 
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they could really interact with the teacher and with each other ... I used all kind of channels to give 
feedback (ENG4). 

I asked the class to participate in interactive activities. For example, I gave them a question: “Do 
attitude and job satisfaction create internal and external motivation?”. I also asked them if the factor 
creating motivation is positive attitude, promotion, or payment... The learners evaluated these factors 
and did some calculations according to the requirements that I set. After they finished, they worked in 
groups and discussed with each other. Then each group nominated one person to debate with others 
from different groups. I then wrapped up the main ideas of the discussion (LAW1).

The lecturers who were categorised in the intermediate position tended to employ learning activities that 
focus on both content and learning strategies. They engaged students in inquiry-learning tasks related to 
the specified content to build knowledge for their students. Lecturers with this intermediate approach 
used interactive activities to scaffold students’ understanding and consolidate their knowledge. The LMS 
and other technologies were used alongside this for consolidating and expanding the learning content in 
synchronous online classes and also for organising asynchronous discussion for students.

I lectured and interacted with students using short questions or asked them to solve practical problems... 
I also asked them to make presentations or discuss some topics relevant to the lessons (ECO2). 

I launch some forums for students’ discussion and other activities on Moodle as follow-up activities 
to consolidate what they have learned, and to check their understanding, and what they can do after 
each lesson (ENG2). 

It is noted that the lecturers’ roles are not restricted to that of presenters or instructors, as they were in the 
E-Learning Centre. They had greater autonomy in their teaching compared to industrialised teaching and 
were able to maintain two-way interaction with students and adopt more student-focused approaches to 
teaching. The synchronous online teaching mode features the craft model of distance education, which will 
be discussed below.

Craft Model of Online Teaching
In the synchronous online teaching, the lecturers followed the craft model of distance education, which is 
also called post-Fordism. The post-Fordist strategy emphasises the autonomy of academics in the labour 
process and the tradition of craft work (Renner, 1995). The division of labour is removed and academics are 
multi-skilled, responsible for developing curricula, teaching, student counselling and support and assessing 
as they are in face-to-face teaching. When fully in charge of students’ learning and in direct contact with 
them, lecturers can be more aware of their interests, needs and capabilities. Thus, lecturers are able to modify 
and deliver the curricula that accommodate learners’ needs (Campion & Renner, 1992). These academics 
can engage in production and employ strategies to facilitate effective learning rather than being just executors 
of pre-packaged curricula or presenters. The technology should be employed as a “thinking tool” (Renner, 
1995, p. 296) for students to construct knowledge, rather than to regulate learner behaviour.
The principles mentioned above align with the lecturers’ responsibilities described in the document No 
1222/DHDN-DBCLDGD of the university, which was issued to ensure the quality of online teaching 
and learning. According to this, the lecturers should be engaged in instructional design, and managing 
learning activities, assessment, and student support. The document also specified they should be able to 
use constructivist learning strategies, enabling students to participate in problem solving and discussions, 
and contribute to the knowledge-construction process. Generally, the changes in the lecturers’ roles and 
thereby more autonomy in their teaching advocated in this document would have been likely to empower 
the academics to adopt more learning-focused approaches to their online teaching. This result in relation to 
their synchronous online teaching accords with an observation by Prosser et al. (2003) that, in face-to-face 
teaching, teachers who perceive that they have more control over their teaching adopt more student-focused 
approaches to teaching rather than teacher-focused approaches.
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Technological Constraints of Matching Approaches to Conceptions
There was also evidence in this study of disjunction between the lecturers’ espoused beliefs and their teaching 
practice. Technological issues were considered to be the influencing factors that lead to these discrepancies. 
The interviewees reported that their online teaching was interrupted occasionally due to unstable Internet 
connections, and low sound quality. These problems inevitably slowed down the teaching and learning 
processes, when the time for each lesson was already limited. The lecturers might have opted to reduce or 
remove interactive activities and focus on covering the required content. As participant ENG2 said, ‘because 
the internet is not good, I couldn’t conduct many interactive activities’. Indeed, in developing countries in 
which universities and schools have not achieved a complete stage of digital transformation of educational 
activities, it took more time for academics and students to switch effectively to online teaching and learning 
(Adedoyin & Soykan, 2020).
Another technology-related problem indicated by the lecturers is the use of online tools. Initially, the 
university did not accommodate its technological infrastructure properly to meet the demands of online 
teaching. The university later managed to improve its infrastructure. However, some lecturers encountered 
technical challenges in using some of the functions the communication platforms effectively. Lecturer 
ENG3 reported, ‘Even though Microsoft Team has a breakout room function, it’s kind of complicated. I cannot 
use it properly’. A sense of confusion and frustration could be perceived among the lecturers, especially those 
who preferred learning-centred approaches or who used learning-centred approaches in their face-to-face 
teaching when the degree of interaction in online teaching was not as they expected, which could lead to a 
failure to adopt the teaching methods that they used in their face-to-face teaching.
It is notable that, even though the interviewees had previous experience in conducting online distance 
courses at the E-Learning Centre, they still faced some problems in using technologies effectively in the 
synchronous teaching. This suggests that teachers who are inexperienced in online teaching are likely to 
encounter many difficulties in conducting online courses (Sheridan, 2006). These teachers may have to 
cease the learning process to deal with technological problems, which in some cases, they may not be able 
to handle (Wang et al., 2021). Therefore, those who lack technological skills might not be confident to 
experiment with interactive teaching, which may require the use of advanced technological features and stick 
to a safer option i.e., using conventional teaching methods. Likewise, Le et al (2022) found out that teachers 
adopted lecturing technique when they faced challenges in organising interactive activities in online teaching 
as it was perceived as the easiest solution. 
Additionally, the limitations of the LMS possibly hindered the lecturers from operationalising their 
conceptions. Some lecturers expressed their dissatisfaction with the lack of interactive features on LMS. 
Lecturer ENG2 commented, ‘We have been thinking of some ways of doing online teaching. But till now, we 
haven’t applied them yet because of some limitations of the LMS we are using’. It has been observed previously 
that the prevailing use of LMS for online learning was as a delivery mechanism to transmit online learning 
resources to students, with little use of sophisticated educational tools (Benson & Palaskas, 2006; Wise & 
Quealy, 2006). Indeed, LMS has the textual nature of the Internet and integrates conventional practices, 
which may consolidate conceptions of teaching as the transmission of information and does not encourage 
sophisticated pedagogical practices that promote interactions and active learning (Coates et al., 2005).
Findings related to the limitations of LMSs and communication platforms can be better understood through 
the lens of the theory of affordances. The term “affordances” was coined by Gibson (1979) – an ecological 
psychologist to decribe the action possibilities that an environment offers to an organisim, depending on the 
organism’s capabilities. He claimed that perception and action are inseparable and shaped by the dynamic 
relationship between the properties of the environment and the effectivities – or action capabilities of the 
perceiver. Later, Norman (1988, 1999) extended the concept of affordances to human–computer interaction. 
In his viewpoint, “the perceived affordances are what determine usability” (p. 123). He also distinguised 
between real affordances (what technology actually enables) and perceived affordances (what users believe 
they can do with it). 
The concept of affordances is particularly relevant to the online teaching in this study, where the perceived 
affordances of LMSs and communication platforms such as content transmission and assessment assignment 
versus interaction could influence the way teachers enact pedagogy and directly constrain the possible teaching 
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approaches. Teachers’ engagement with these technological tools depended not only on the tools’ functional 
possibilities but largely on how they perceived their usability within institutional and technical constraints. 
In this study, the lecturers often perceived the LMS as a structured, text-dominant environment suited to 
the develivery and assessment of content, which is often aligned with transmission-oriented or teacher-
centered approaches. Conversely, communication platforms such as Zooms or MS Teams were perceived as 
affording dialogic exchange, which supports more interactive or student-centered teaching. However, these 
interactive affordances were constrained by factors such as limited bandwith, fixed scheduling, and varying 
digital literacy levels, which narrowed the range of posssible actions. Thus, the affordances of each online 
environment not only shaped but also delimited the pedagogical orientations that teachers could realistically 
adopt in this context.
Kaufman’s (1995) perspective further complements this ecological interpretation by emphasizing the interplay 
between multiple learning environments. He argued that dividing learning across face-to-face and online 
contexts presents both opportunities and challenges for constructive alignment. When affordances across 
these environments are not clearly designed or perceived, the learning experience can become fragmented, 
as learners and instructors struggle to connect activities and outcomes between spaces. In contrast, when 
online learning and face-to-face learning are purposefully integrated, their combined affordances can create 
emergent opportunities for engagement. Yet in this study, such integration was often limited by institutional 
regulations and technological barriers, which constrained teachers’ capacity to align the affordances of online 
tools with the interactive strategies typically used in face-to-face settings. 

LIMITATIONS AND FUTURE RESEARCH
This study was conducted as a single-institution case study within a specific national and cultural context—
Vietnam, which might influence the transferability to other educational settings with different regulatory 
or cultural conditions. The pedagogical patterns identified in the paper, particularly the alignment or 
misalignment between lecturers’ conceptions and approaches to teaching across asynchronous and 
synchronous online modes, are largely shaped by contextual conditions, including institutional structures, 
national education policies, and technological infrastructures in Vietnam’s higher education system.
A key contextual factor that may limit the generalizability of the findings is the policy framework set by 
the Ministry of Education and Training (MOET). MOET circulars—such as Circular No. 12/2016/TT-
BGDDT on ICT-based training and Circular No. 10/2017/TT-BGDDT on distance education—prescribe 
detailed requirements for online course design, staff responsibilities, and technological system. These 
directives have promoted a Fordist model of course production that separates the academic and technical 
dutis, thereby constraining lecturers’ pedagogical autonomy. The observed relationships between conceptions 
and approaches to teaching in this study may reflect the influence of this policy-driven, industrialised model 
rather than a universal pattern of online teaching practice. 
To address these contextual constraints, future research could broaden the scope of investigation beyond one 
single institutional and national setting. Comparative studies across several Vietnamese universities would 
be valuable in examining how variations in institutional governance, resource allocation, and technological 
capacity mediate the relationship between teachers’ conceptions and approaches to online teaching. Second, 
quantitative or mixed-methods research could test or refine the conceptual model proposed in this study 
with larger samples and across multiple institutions. Finally, cross-national studies could further explore 
whether national education policies consistently mediate the conception-approach relationship or whether 
greater institutional autonomy allows stronger alignment between teachers’ beliefs and practices. 

CONCLUSION
The study was of research into the relationship between university lecturers’ conceptions of and approaches 
to online teaching in asynchronous and synchronous modes in distance courses. The most significant finding 
was a distinct divergence from face-to-face teaching, where there is typically a strong relationship between 
conceptions and approaches. In asynchronous video-recorded courses in online distance courses, the 
alignment was absent as the teachers mainly followed an established model, which restricted their freedom 
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in adopting the teaching approaches they preferred. In contrast, the synchronous online teaching enabled 
them more autonomy, resulting in a stronger alignment between conceptions and approaches, albeit with 
exceptions driven by technological limitations.  
The study’s results have implications for teaching in the wider context. There is evidence that the alignment 
between teachers’ conceptions of and approaches to teaching in online environment was influenced by external 
factors, mostly by technology and institutional policy. In courses relying on pre-recorded video content, the 
lecturers uniformly adopted content-centred approaches regardless of their underlying pedagogical beliefs. 
The misalignment between conceptions and approaches appears to largely stem from institutional structures 
with rigidly structured use of technology that limit teacher agency, framing their role as content transmitter 
and prompting them to use predetermined teaching strategies. Conversely, in synchronous teaching, where 
technology is flexibly integrated – paired with institutional support and teacher autonomy- it enables 
pedagogical approaches that match with the lecturers’ beliefs. 
The study, therefore, underscores the intersection of technology, pedagogy and institutional structures in 
shaping teaching practices in online environment. It is important for institutions to provide teachers with an 
appropriate degree of autonomy, favourable conditions in technological aspects so that they can better match 
their conceptions with approaches. Importantly, universities need to provide professional development that 
helps educators integrate technology not only as a delivery medium but also as a tool for fostering student-
centred and interactive learning experiences in online distance courses. Enabling lecturers to enact their 
beliefs that closely align with their pedagogical approaches is likely to improve the quality of online teaching 
and ultimately improve student learning outcomes. 
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