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Abstract

In recent years, Video-based Synchronous Computer-Mediated Communication (VSCMC) has 
started to be applied in EFL education for young Chinese learners. VSCMC teaching, as distinc-
tive from face-to-face teaching, brings numerous planning challenges for teachers using technol-
ogy. Research has shown that teacher beliefs significantly affect lesson planning for technology 
integration. However, teacher beliefs towards VSCMC specifically have been insufficiently stud-
ied in the field of EFL education for young learners. The purpose of this qualitative multiple case 
study was to explore how teacher beliefs influence lesson planning regarding VSCMC teaching. 
Semi structured interviews were conducted with six Chinese teachers of young EFL learners. The 
results indicated that participants had transitional pedagogical beliefs, strong self-efficacy beliefs, 
and a complex set of value beliefs towards VSCMC teaching. Accordingly, these beliefs moti-
vated them to teach in VSCMC settings in particular ways and influenced their lesson planning 
processes in terms of determining learning objectives, designing course content, and choosing 
teaching methods. 
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Introduction

Video-based synchronous computer-mediated communication (VSCMC) refers to real-time net-
work-based communication that takes place in video mode (Murray, 2000), and offers face-to-face 
communication opportunities (e.g., visual and vocal cues) that resemble real-life conversations (Hung 
& Higgins, 2016; Stockwell, 2010). As such, VSCMC is very much like face-to-face communication, 
in that interlocutors can still understand each other with visual cues (Petersen & Sachs, 2015). 

The implementation of VSCMC with young Chinese EFL learners has been steadily increasing in 
recent years. What makes the Chinese context particularly interesting is that English plays a critical 
role in individuals’ education and career development (Fang, 2018; Xiao, 2020). For instance, English 
is one of the compulsory subjects for all primary school students in China and more than 65 million 
Chinese primary school students learn English as a foreign language (MoE, 2019). Consequently, 
thousands of commercial schools have been opened in China to address the ever-increasing learning 
demand of EFL education, which values an early entry to learning English (Hu, 2007; Kirkpatrick, 
2011). Of particular relevance for this article, many of these schools offer online language programs 
which are growing in popularity. As a result, the number of monthly active online EFL learners have 
reached 16.37 million (Jiguang, 2020).

Notwithstanding the significant growth in the number of online EFL learners, scarce attention has been 
paid to VSCMC with Chinese young learners (Coyle & Reverte Prieto, 2017, Yu, 2018). Specifically, 
numerous examples of the implementation of VSCMC in EFL teaching could be found in Chinese 
university settings, such as online English discussions on Zoom (Zhang & Chen, 2021), language 
exchange with English native speakers on Zoom (Feng &Shirvani, 2021; Sunaoka, 2018), task-based 
learning on university-developed platform (Li et al., 2017). Besides, a variety of tools can be used for 
VSCMC teaching in China, such as interactive classroom (e.g., ClassIn, CCtalk), social media tools 
(e.g., QQ, WeChat, Skype), and remote meeting tools (e.g., Zoom) (Quadir & Zhou, 2021). Therefore, 
researching the context of VSCMC with Chinese EFL learners is a relevant endeavour. 

Moreover, teachers, particularly for those who are not familiar with online teaching, are confronted 
with numerous challenges (Baralt & Morcillo Gomez, 2017), partly due to the integration of the inter-
active whiteboard, video, audio, and text into language teaching (Wang, 2006; Wang & Chen, 2012). 
For instance, teachers can have difficulties to see learners’ facial expressions and body language in 
VSCMC settings (Lee et al., 2007). These differences can also lead to divergent learning outcomes 
compared with face-to-face teaching (Baralt & Morcillo Gomez, 2017; Hung & Higgins, 2016; Lim 
& Pyun, 2019; Yen et al., 2015).

In the same vein, research shows that teacher beliefs can also affect online EFL teaching practice 
(Basturkmen, 2012; Kagan, 1992; Pajares, 1992), technology use (Ertmer, 2005; Mouza, 2011; O’Neal 
et al., 2017; Tondeur et al., 2008), lesson planning and materials selection (Chan & Lam, 2003; 
Kitsantas & Baylor, 2001; Moallem, 1998). For instance, teacher beliefs may result in a refusal to use 
technology (Brush et al., 2008), inappropriate integration of technology (O’Neal et al., 2017), and 
inconsistency with face-to-face practices (Ertmer, 2005; Hsu, 2013).

Albeit the challenges brought by VSCMC features and teacher beliefs, research on VSCMC seems 
to be less common in part due to greater difficulty to collect data (Hung & Higgins, 2016; Hubbard, 
2021). Moreover, scarce attention has been paid to Children’s VSCMC (Coyle & Reverte Prieto, 2017; 
Yu, 2018). We could only find one recent study that focused on young EFL learners. In this longitu-
dinal study, Ockert (2015) focused on 29 EFL elementary school students communicating with their 
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Australian counterparts. The results illustrated that EFL young learners were motivated and engaged 
in the activities through videoconferencing. The language activities also provided EFL learners with 
ample comprehensible input and promoted students’ endeavors in learning to communicate in English. 
Following this, we will look at how teacher beliefs influence VSCMC integration. Similarly, teacher 
beliefs about VSCMC with young learners, an inadequately studied field (Coyle & Reverte Prieto, 
2017; Mei et al., 2018), warrant more research.

Given these circumstances, this study aimed to better understand how the beliefs of Chinese teachers 
influence their lesson planning for young EFL learners. The conceptual framework that guided the 
study will be presented in the next section followed by the methodology. Then, we will present and 
discuss the results associated with the ways teacher beliefs influenced lesson planning in VSCMC 
contexts. 

Conceptual Framework

Teacher Beliefs

Teacher beliefs have been investigated to explore and explain teaching practices (Pajares, 1992). 
According to Richardson (1996), teacher beliefs “are thought to drive actions” (p. 108). Kagan (1992) 
indicates that teacher beliefs could influence teachers’ decision-making, thereby impacting varied 
teaching practices. Moreover, Deal and White (2006) suggest that teacher beliefs define the nature of 
teaching practice. 

Research has confirmed the impact of teacher beliefs on technology use (e.g., Chaaban & Ellili-Cherif, 
2017; Jones, 2017; Kriek & Coetzee, 2021). It is in that line of thought that Miller et al. (2003) devel-
oped an overarching framework for teacher beliefs about technology integration that includes three 
types of beliefs – pedagogical beliefs, self-efficacy beliefs, and value beliefs.

Pedagogical beliefs denote the underlying understandings about teaching and learning that teachers 
verify (Tondeur et al., 2008). According to Ertmer (2005), the deployment of technology is influ-
enced by teachers’ pedagogical beliefs. Teachers with traditional beliefs use technology to support the 
teacher-centered instructions, whereas teachers with constructivist beliefs implement student-centered 
practice with technology (Overbay et al., 2012). 

Teachers’ pedagogical beliefs about technology integration in EFL education have been illustrated in 
numerous studies (Chai et al., 2013; Ding et al., 2019; Inayati & Emaliana, 2017; Liu et al., 2017; 
Van Praag & Sanchez, 2015;). Schmidt (2019) argues that pedagogical beliefs may enhance or impede 
language teachers’ Technological, Pedagogical, and Content Knowledge (TPACK). Concerning the 
alignment of teacher beliefs and practice, Ding et al.’s (2019) argue that teachers’ practice of technol-
ogy is in alignment with teachers’ pedagogical beliefs. When using identical tools, however, teachers 
would often use the technology differently to support their teaching practices based on their pedagog-
ical beliefs. 

Ertmer et al. (2003) define teachers’ self-efficacy beliefs about the utilization of technology 
as their beliefs concerning the capabilities of using technology in teaching. Self-efficacy beliefs 
about technology integration are related to the frequency of technology use, device affordances 
(e.g., multimedia, apps, and touchscreen) and availability, value beliefs, successful experience 
with technology, and pertinent professional development (Birisci & Kul, 2019; Tilton & Hartnett, 
2016).
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Studies illustrate that teachers’ self-efficacy beliefs can strongly predict their actual utilization of tech-
nology (Abbitt, 2011; Kwon et al., 2019; Teo et al., 2018). For example, teachers with firm self-efficacy 
beliefs about technology integration would promote teachers to be more motivated to use technology 
(Liu et al., 2017), resolve problems in teaching (Ertmer et al., 2006), and use technology more effec-
tively (Wang et al., 2004). Self-efficacy beliefs can influence the choice of incorporating technology 
in education (Wang et al., 2004). Self-efficacy beliefs can cause a refusal of using technology or create 
barriers to technology applications (Hew & Brush, 2007; Ertmer et al., 2012; Gbemu et al., 2020).

According to Wigfield and Eccles (2000), value beliefs indicate individual perceived significance, 
achievement, and cost. Teacher beliefs about the perceived value of technology refer to the judgment 
of how well the technology could benefit teaching and learning (Anderson & Maninger, 2007). Teach-
ers’ perceived values can influence teachers’ academic choices and performance (Wigfield & Eccles, 
2000). According to Miller et al. (2003), teachers’ perceived value of technology predicts their use of 
technology. Teachers who value technology integration would be more likely to incorporate technol-
ogy into their teaching (Buquoi et al., 2013). Moreover, high value beliefs may promote the integration 
of technology (Kimmons & Hall, 2016), whereas low value beliefs may hinder the adoption of tech-
nology (Howard, 2013).

Chaaban and Ellili-Cherif (2017) inquired into teachers’ beliefs and their impact on technology inte-
gration in EFL classrooms. A survey was conducted to collect quantitative data from 263 EFL teachers 
in a Qatari Independent school. The findings demonstrated that teachers’ high levels of value beliefs 
about technology were associated with their self-efficacy beliefs and their perceptions about obstacles 
to using technology. The researchers claimed that teachers’ perceived value of technology could pre-
dict the extent of technology integration in the EFL classroom.

Albeit the significant role of teacher beliefs in technology integration, limited research can be found 
pertaining to the influence of teacher belief about VSCMC with young learners. The only study that we 
could find from the literature review regarding teacher beliefs and VSCMC with young EFL learners 
was Yu’s (2018) study. Yu (2018) conducted a qualitative study to explore native English-speaking 
teachers’ perspectives about VSCMC with elementary school students. Results of the research were 
three-fold: disparity in student performances because of their diverse English levels, attitudes, and 
personalities, teachers’ lack of efficacy in teaching online, and inappropriateness of online activity 
design. However, this study did not define teacher perspectives, nor did the research discuss the impact 
of teacher perspectives. Simultaneously, the research above was all conducted in the public school 
system. 

In this paper, pedagogical belief is defined as EFL teachers’ perceived effective teaching regarding 
young learners in VSCMC contexts (Miller et al.’s, 2003). Self-efficacy belief is defined as teachers’ 
perceived capabilities of using VSCMC tools to teach young EFL students (Miller et al.’s, 2003). 
Value belief is defined as teachers’ perceived value of VSCMC for EFL young learners (Miller et al.’s, 
2003). Next, we will focus on lesson planning.

Lesson Planning 

Previous research has demonstrated that lesson planning is critically significant for a successful prac-
tice (Hatch & Clark, 2021; Rusznyak & Walton, 2011). Lesson planning helps teachers think through 
teaching components, including teaching content, teaching methods, and assessment (Riddell, 2014; 
Ruys et al., 2012). Lesson planning builds connections among theory, curriculum, and teaching prac-
tice (Lee et al., 2009; Dunn et al., 2010). Given students’ diverse needs and readiness, effective les-
son planning is critical to address students’ needs (Epp et al., 2015; Farrell, 2013). Well-developed 
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lesson plans allow teachers to improve teaching efficiency, particularly for English language learners 
(Bartholomew et al., 2020). 

Different scholars may have disparate definitions of lesson planning. Some scholars regard a lesson 
plan as a record (Farrell, 2002; Whitton et al., 2016). For instance, Farrell (2002), defines lesson 
planning as “a systematic record of a teacher’s thoughts about what will be covered during a lesson” 
(p. 30) and serves as a record of student improvement. Other scholars identify vital components of 
lesson planning (Jamali & Heidari, 2014; Vdovina & Gaibisso, 2013). More specifically, a lesson plan 
provides direction for teachers in light of objectives, teaching materials, procedures, time, teaching 
context, and assessment (Jacobs et al., 2008; Jamali & Heidari, 2014). Similarly, Freiberg and Driscoll 
(2000) analogize lesson planning as “the thread that weaves the curriculum, or the ‘what’ of teaching, 
with the instruction, or the ‘how’ of teaching” (p. 21). In EFL education, lesson planning indicates a 
teacher’s knowledge of language teaching and learning and their understanding of curriculum, stu-
dents, and context (Li & Zou, 2017). According to Richards and Rodgers (2014), lesson planning for 
language teaching can be focused on form, focused on fluency, or a combination of both. 

A growing trend in research concerns planning for technology integration (e.g., Hutchison & Wood-
ward, 2018; Kimmons et al., 2020; Thoma et al., 2017). However, limited research has been done about 
lesson planning for online teaching in K-12 education (Avgerinou & Pelonis, 2021). For instance, 
Fauzi and Khusuma (2020) conducted quantitative research on planning for online learning with 45 
elementary school teacher participants. They found problems in teachers’ planning for online learning. 
Specifically, teachers had difficulties in making materials due to time constraints. As a result, teachers 
assumed that online learning was not effective in that the implementation of online learning was more 
demanding (e.g., using technology, parent collaboration, and internet access). 

In this paper, lesson planning refers to the act of EFL teachers preparing what will be covered in their 
VSCMC lessons and how their lessons will be delivered (Farrell, 2002; Jacobs et al., 2008; Jamali & 
Heidari, 2014). 

Given the rapid growth of EFL online commercial schools in China, it is necessary and urgent to inves-
tigate Chinese teachers’ beliefs about VSCMC with young learners and their impacts on lesson plan-
ning. As my review shows, no study has focused on teacher beliefs about VSCMC with young EFL 
learners in Chinese commercial schools. Moreover, the literature review demonstrates that teachers 
with divergent established beliefs may make different decisions about lesson planning for technology 
integration. To fill the gap, my study aims to contribute to our collective understanding of the emerg-
ing phenomenon of VSCMC instructions by exploring the impact of EFL teachers’ beliefs on lesson 
planning. 

Four key concepts that emerge from the literature forms the conceptual framework, namely teacher 
belief (i.e., pedagogical belief, self-efficacy belief, and value belief), and lesson planning, providing 
the foundation for the following research question guiding this study: How do Chinese EFL online 
commercial school teachers’ pedagogical beliefs, self-efficacy beliefs, and value beliefs about VSCMC 
influence their lesson planning?

Methodology

Design

The study was designed as an exploratory multiple case study (Yin, 2017) that investigated how teacher 
beliefs influenced lesson planning. Specifically, we interviewed six Chinese EFL teachers working in 
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private language schools for young learners. Each teacher was a case because their decisions were 
particular to their classroom settings, beliefs, and lesson planning processes (Yin, 2017). According 
to Stake (2013), multiple case studies are congruent with multiple realities in that dichotomous views 
of the phenomenon are preserved. The multiple-case study supports the understanding of multiple 
bounded systems (Creswell, 2014), which, in the current study, were different teachers in different 
working sites. As such, we could build a holistic understanding of teacher beliefs and their impacts on 
lesson planning through analyzing the cases separately and collectively (Creswell, 2014). Data were 
analyzed through within-case and cross-case analysis.

Context

Since teacher beliefs are closely related to contexts and experiences (Negueruela-Azarola, 2011), it 
is significant to explore beliefs through contextualizing the participants’ beliefs and practices (Cross, 
2009). The current study focused on Chinese EFL teachers from private schools in Beijing, where 
VSCMC teaching was mostly practiced. Those schools all offered EFL English classes to Chinese 
young learners. However, those school were of different scales and applied different teaching plat-
forms and curriculums. 

Participants

After granted ethics approval from University of Ottawa, we adopted purposeful sampling 
(Creswell, 2014) to contact potential participants. To address the research question, we made delib-
erate choices based on two objectives (Seawright & Gerring, 2008): (1) all samples should be 
representative; (2) samples should be varied. Therefore, we decided on the following criteria while 
sampling: 1) Chinese EFL teachers teaching in different commercial schools to ensure samples 
to be representative and varied, 2) teaching 5-12-year-old students due to the focus of the current 
study being young learners, 3) teaching in VSCMC contexts for more than three years, given  
that the experienced teachers’ beliefs are more reliable in their practices (Basturkmen, 2012),  
4) Teachers working in Beijing, where, back to the time when the research was conducted, many 
of the online commercial schools were located due to the rich educational resources. Besides, the 
first author worked as an online EFL teacher in Beijing, where he had many connections with EFL 
teachers in different commercial schools.

We recruited six participants from different commercial schools in Beijing for this study. In current 
study, the number of participants were also appropriate. Since qualitative research entails a more 
in-depth investigation (Creswell, 2014), a limited number of participants allows the researchers to 
acquire a holistic understanding (Seidman, 2006). As such, we could draw insights from multiple 
participants as well as conduct an in-depth analysis for each case. All potential participants were 
approached through instant messages on WeChat (i.e., an instant messenger used frequently among 
Chinese people) and then recruited through emails. After sending ten potential participants instant 
messages, eight teachers replied. After explaining our research, six teachers met the criteria and 
agreed to participate.

The participants were all Chinese EFL teachers (See Table 1). Two were male, and four were female 
from distinct schools. They had taught English to young children for over six years, including at least 
three years of teaching in VSCMC contexts. Besides, each participant had a different educational back-
ground and held various teaching certificates. These teachers used distinctive teaching tools, namely 
teaching in different contexts. Besides, they taught different age groups and numbers of students, 
contributing to a more extensive view of VSCMC. 
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Data Collection

The first author conducted two rounds of semi-structured interviews through telephone with individual 
teachers, guided by interview guidelines (Creswell, 2014). The first author interviewed the participants 
in Mandarin, which allowed them to fully express themselves in an articulate and comfortable manner 
(Creswell, 2014). Each round of the interview took up approximately 45 minutes to an hour.

Participants were asked to describe their school contexts, teaching platforms, lesson planning experi-
ences, and pedagogical beliefs in the first round of interviews. Specifically, the first author began by 
introducing the research and restating the ethical protocols used in the study. Then, the participants 
shared their prior experience as EFL teachers. Following this, the participants thought aloud about how 
they planned their lesson for VSCMC teaching. Finally, the participants reflected on their pedagogical 
beliefs.

The second interview took place one week later. The participants were asked about their self-efficacy 
beliefs, value beliefs, and their reflections on the impact of their beliefs on lesson planning. First, 
they reflected on how well they could teach in VSCMC settings. Next, they reflected on the values of 
VSCMC teaching. Last, they discussed the influence of their beliefs on lesson planning. 

Data was exclusively collected through interviews. We did not collect data from other sources, such 
as documents, observation, and video recording (Creswell, 2014). To enhance the internal validity, we 
address this limitation by following Merriam’s (1995) suggestions, in that we connected the findings 
to the current literature, conducted member checks with all participants, asking two professors from 
University of Ottawa to examine and comment on the findings.

Data Analysis

The interviews were recorded and transcribed as descriptive data for qualitative analysis. Member 
checking was used to validate the research (Creswell, 2014). That said, after transcribing data, we sent 
the transcripts back to the participants for feedback to improve the accuracy. After member check, we 
uploaded the raw data to NVivo to conduct the data analysis. 

To analyze the data for a multiple case study, we first analyzed every case separately within its unique 
context, followed by analyzing cross cases collectively (Stake, 2013; Yin, 2017). Specifically, the first 
author conducted a within-case analysis (Miles et al., 2014), in which each participant’s beliefs were 
presented. To begin with, he developed a start list to explore the data. The list of codes came from “the 
conceptual framework, list of research questions…that the researcher brings to the study” (Miles et al., 

Table 1  Participant Demographics

Pseudonym Gender Years in VSCMC 
Teaching

Students’ 
age

Number of 
students in a class

Number of Students 
Taught in Total

Lynn F 6 5–12 4–6 17
ChrisLeeson M 4 5–7 4 16
Yinko F 6 5–7 4 8
Andy M 4 7–9 1 4
Ariel F 6 7–9 4 4
Brandie F 3 8–12 11 11
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2014, p.86). The start list included codes addressing lesson planning, pedagogical beliefs, self-efficacy  
beliefs, value beliefs, and VSCMC. He applied the start list in the first case through line-by-line cod-
ing. He followed Creswell’s (2014) steps: First, he went through the text data; Next, he divided this 
data into different segments in NVivo and labeled the segments with either the codes in the start list 
or emerging codes; Third, he developed the codebook (i.e., a set of codes, definitions, and examples) 
(Miles et al., 2014) for coding the data; Fourth, he verified the codebook through interrater reliability 
(Creswell & Poth, 2016); Finally, he used the codebook to code the rest of the data. 

Following the within-case analysis, the first author compared and contrasted the cases through a cross-
case analysis (Miles et al., 2014). In other words, themes were generated deductively in line with the 
conceptual framework, such as teacher-centered and student-centered pedagogical beliefs and elements 
of lesson planning (e.g., learning objectives, teaching procedure, and teaching materials). Themes also 
emerged inductively from the data that showcased teachers’ reflection on how teacher beliefs could 
influence lesson planning for VSCMC classes.

To maintain the trustworthiness, we offered detailed descriptions so that the readers can decide the 
transferability of the findings (Creswell, 2014). In the current research, we described the teachers’ 
experience and school contexts and quoted large amounts of verbatims in the findings.

Findings

This multiple case study identified (1) teachers who held different extent of both student-centered 
beliefs, strong self-efficacy beliefs, and positive value beliefs, (2) reciprocal relationship between 
teacher beliefs and lesson planning.

School Contexts

All participants worked for private EFL schools in Beijing. However, the schools were different in 
curriculum development, duration and frequency of classes, and the choice of teaching platforms (See 
Table 2).

Schools had different policies for curriculum development. Three participants (Lynn, ChrisLeeson, and 
Brandie) reported that the curriculum developers were responsible to design the curriculum, including 
the choice of teaching goals, methods, content, and materials. Meanwhile, the other three participants 
(Yinko, Andy, and Ariel) indicated that they would develop the courses themselves. 

Table 2  School Context

School Curriculum 
Developed by

The Duration of Each 
Class (minutes)

No. of Classes/
week/group

Teaching 
Platform

Lynn Curriculum 
designers

30–40 2 Classin

ChrisLeeson Curriculum 
designers

25–40 2 Classin

Yinko Teachers 40 2 School-Developed
Andy Teachers 50 1 Zoom
Ariel Teachers 50 2 Classin
Brandie Curriculum 

designers
120 1 School-Developed
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Meanwhile, the duration and frequency of the classes were also different. Each class reported by three 
participants’ (Lynn, ChrisLeeson, and Yinko) lasted 25 to 40 minutes, which was shorter than those 
of Andy and Ariel’s school (e.g., 50 minutes). Meantime, classes in Brandie’s school had the longest 
time, which was 120 minutes per class. Concerning the frequency of classes, while four participants’ 
(Lynn, ChrisLeeson, Yinko, and Ariel) school offered classes for each group twice a week, two schools 
(Andy and Brandie’s) only offered one class for each group.

Each school employed disparate teaching platforms. Four schools (Lynn, ChrisLeeson, Andy, and 
Ariel’s) adopted third-party teaching platforms (e.g., Classin and Zoom). In comparison, Yinko and 
Brandie’s school developed their own teaching platforms.

Teacher’s Complex Belief Systems towards VSCMC

Pedagogical beliefs

All participants held combined teacher-centered and student-centered beliefs. Four participants (Lynn, 
Yinko, Ariel, and Brandie) agreed on the integration of the teacher-centered approach due to technical 
constraints. Specifically, Lynn claimed that she could not employ the student-centered approach with a 
class of more than two students because “the students were too young.” Lynn explained,

Activities, such as projects and drama, are easier to organize in a face-to-face setting… 
[In videoconferencing setting,] the teacher-student communication and interaction will 
be negatively influenced by not being physically present…Students are more likely to 
be inattentive…So I employed a teacher-centered approach more.

Given the lack of physical coexistence, Ariel and Brandie further demonstrated that it would be impos-
sible to conduct kinesthetic activities and student-student interactions. Andy and Lynn both indicated 
that they began with a teacher-centered approach, which aimed at gradually releasing the power. Andy 
suggested that “the teacher-centered approach could offer beginners more language input.” Yinko and 
Brandie agreed that it would be more efficient to incorporate teacher-centered approaches with the 
fixed curriculum.

Self-efficacy beliefs

All participants were confident in using the teaching platform to teach EFL students. Their confidence 
came from their rich experience with the teaching platform. For example, Lynn stated,

The teaching platform does not have a high threshold for using the technology…It is 
because the teaching platform does not have too many functions…I think I can be fully 
capable of using the features and functions of the teaching platform. I have applied all 
those functions in my own teaching practice. Even if some features cannot be applied 
in my class, I also know how they can be used.

Andy claimed that he could “use all the features” and exemplified features that he applied in his teach-
ing, including “sharing screen, annotation, texting, pointer, muting and unmuting.” Ariel demonstrated 
her “advanced skills” in designing interactive slides. She recalled,

I set triggers in the slides so that the students were able to see the animation effects by 
clicking them…some young children cannot use mouse properly. So, I enlarged the font 
size. I could ask them to read the letters or words aloud, and I helped them click. 
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Meanwhile, five participants (Brandie, Yinko, Ariel, ChrisLeeson, and Andy) expressed their chal-
lenges with the teaching platform. Yinko and Ariel faced the challenges of “manipulating the teaching 
platform as well as the students.” Yinko indicated,

Since [the teaching platform] offers many tools, it can be challenging…If I am not 
familiar with the tools, I might not be able to shift between them. Internet speed may 
cause the ambiguity of the video… Also, the audio may delay as well…online teaching 
weakens eye contact. It is hard to tell if the students are watching you…If the teacher 
spends too much time on classroom management, the teacher may not finish the class. 
If the teacher does not manage the class or barely care about it, the efficiency of learn-
ing would be low due to the inattentiveness of many students

Brandie expressed her concerns regarding classroom management with older students, who might 
“play video games and pretend to listen.” ChrisLeeson argued that teachers had “no control” over stu-
dents while teaching online. Ariel felt “powerless” when students had technical troubles at their sides. 

When evaluating their online teaching, five out of six participants (ChrisLeeson, Lynn, Brandie, 
Yinko, and Ariel) were confident. ChrisLeeson and Brandie referred to the high “retention rates” 
of their classes. Since Yinko considered herself an “experienced” and “responsible” teacher, she 
was confident with her teaching. Lynn argued that her teaching succeeded in enhancing students’ 
oral communication. However, she claimed that her teaching was not successful because VSCMC 
teaching was “incomplete” due to the absence of physical interactions and activities. Ariel was also 
satisfied with her teaching, whereas she thought she needed more improvements. In contrast, Andy 
was not confident due to his lack of experience with teaching more than one student in VSCMC 
settings. 

Value beliefs

All participants appreciated the benefits of VSCMC teaching, such as its “flexibility,” “extra resources,” 
and “exposure to technology.” Meanwhile, all participants acknowledged that students had “shorter 
attention spans,” and the integration of technology could be problematic, such as the obstacles to 
classroom management. Moreover, all participants reached an agreement that the teaching efficiency 
of VSCMC was lower when compared with face-to-face teaching. 

However, Lynn indicated that it would be “unfair to compare VSCMC with face-to-face learning” 
because VSCMC served only part of teaching and learning needs. Lynn analogized VSCMC as “indus-
trialization upgrading.” Specifically, VSCMC only updated “part of the production line,” whereas 
face-to-face teaching was “the whole production line.” Andy and Brandie also believed that teaching 
in VSCMC contexts was not complete due to a lack of “student-student interactions.” 

Participants disagreed with each other regarding individualized teaching. Lynn and ChrisLeeson 
argued that the “small-scale classes” could individualize teaching. Although Yinko enjoyed teaching 
with smaller groups, she thought VSCMC failed to accommodate students with “special needs.” Ariel 
agreed with Yinko on this point and added that VSCMC was far from individualization:

Students who had attention deficit hyperactivity disorder (ADHD) could not get suffi-
cient support or attention. The commercial schools do not have a specialist to offer help. 
So, I think it is not very beneficial for ADHD students to learn in an online setting so 
early. They could even barely stay focused in a face-to-face setting, let alone sitting in 
front of a camera for 25 or 50 minutes.
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Albeit those disputes, all participants perceived that VSCMC could be a good idea. Lynn noted, “online 
teaching is just one of the dishes, but you cannot count on it to resolve all the problems.” Other partici-
pants also resonated with this viewpoint. They tended to look at the brighter side of VSCMC teaching, 
in that it was more like an add-on option without losing the traditional face-to-face teaching.

Teacher Beliefs and Lesson Planning

All participants agreed that their beliefs guided their lesson planning. Specifically, ChrisLeeson argued 
that his beliefs “define[d]” his lesson planning. Lynn and Ariel indicated that their beliefs gave them 
hypotheses of what might work in their classes. Subsequently, those hypotheses helped plan their lessons. 

Moreover, five participants (Andy, Lynn, Ariel, Yinko, and Brandie) argued that their lesson planning 
as part of their teaching practice would influence their beliefs. Andy, Lynn and Ariel argued that they 
would reconstruct their beliefs when reflecting on their practices during lesson planning. Yinko argued 
that she would not “build her beliefs towards VSCMC if she had never practiced it.” Brandie agreed 
that her past experience allowed her to “understand what could be possible, plausible and feasible.” 
Therefore, her lesson planning also shaped her beliefs.

Pedagogical beliefs

All participants’ lesson planning illustrated the consistency between their pedagogical beliefs and 
lesson planning. First, the pedagogical beliefs influenced lesson planning. When making decisions 
on learning objectives, all participants considered their students, such as their levels, preferences, 
and ages, which aligned with their student-centered pedagogical beliefs. In terms of levels, Brandie 
reflected that she used “English as the medium of teaching” because her students were competent in 
English communication. She also presented the content based on “students’ prior knowledge.” Yinko 
added that assessment time should depend on students’ levels. She also argued that teachers needed 
to consider “students’ preferences and interests.” Specifically, Lynn, ChrisLeeson, and Brandie added 
aural and visual elements, such as “cartoons and songs,” that interested the students. 

With regard to students’ ages, ChrisLeeson believed objectives were primarily “listening and speaking 
at the elementary level” and “writing objectives for students older than seven years old.” Ariel agreed 
that “writing should not be overemphasized when the students were too young.” Brandie focused on 
“students’ interests” and “language exposure” for younger students and “knowledge and skills” for 
older students. Yinko designed “simple games” for young children and “group activities” for older 
students.

Four participants (Andy, Ariel, Lynn, and Yinko) chose teaching content and materials that served 
their student-centered beliefs. Andy and Ariel decided on materials to nurture “independent learners.” 
Moreover, Lynn and Yinko believed that teaching content should be relevant to “students’ daily life” 
and communications.

Moreover, all participants engaged the students with different features of the teaching platform. For 
example, they asked students to “annotate on the screen.” ChrisLeeson developed slides based on 
“screenshots.” Ariel and Brandie used “interactive courseware” to engage students. Andy used “selec-
tors” to stimulate students. Brandie adopted “Flash games” to practice vocabulary and grammar. She 
was also in favor of “the rewarding system” embedded in the teaching platform, which was attrac-
tive to students. In addition, Lynn, Ariel, and Yinko suggested that formative assessment could be 
appropriate for the platform could document students’ progressive learning trajectories. For example, 
Yinko integrated “running records,” including vocabulary, reading comprehension, reading fluency, 
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and grammar. Brandie and Ariel indicated that they could receive “students’ feedback” on the plat-
form. Specifically, Brandie recalled that the teaching platform allowed students to “rate the class” and 
“write short comments,” such as their feelings, understanding, and confusion, which was an alternative 
assessment for the lesson that the teacher could take advantage of to refine the lesson plan.

In alignment with teacher-centered belief, all participants adopted, though to a different extent, the 
ready-made curriculum. Three participants (Lynn, ChrisLeeson, and Brandie) mentioned that their 
schools would design the curriculum for them. Accordingly, they needed to learn about the objectives, 
content, and activities. Lynn, ChrisLeeson, and Brandie argued that their schools’ curriculums were 
trustworthy in that curriculum designers referred to sound English Standards (e.g., the Common Euro-
pean Framework of Reference), students’ cognitive developments, and parents’ expectations. They 
believed that teachers “should not change” the learning goals or content in the curriculum. Though 
not adopting a ready-made curriculum, Yinko, Ariel, and Andy chose readers and textbooks from 
American publishers rather than developing the content by themselves. Yinko and Ariel suggested 
that languages used in books developed by native speakers could be more “authentic” and “accurate.” 
Ariel developed the teaching objectives in reference to “Common Core State Standard.” Meanwhile, 
Andy designed his teaching objectives in alignment with “the higher-order questions at the back of the 
readers.” 

In contrast, five participants (ChrisLeeson, Lynn, Andy, Yinko, and Brandie) displayed some inconsis-
tencies between their pedagogical beliefs and lesson planning. Lynn’s choices of learning objectives, 
materials, and activities were all compatible with student-centered beliefs through the consideration 
of students’ ages, levels, and interests, which were against her teacher-centered belief. ChrisLeeson 
argued that he was a “true believer” in student-centered approaches. However, the “PPP model” (i.e., 
present, practice, and produce) adopted by ChrisLeeson, which he believed was “the most efficient” 
model for teaching English, was against his student-centered beliefs. Although Yinko expected to 
integrate student-centered activities, she only exemplified teacher-directed games, such as “guessing 
games” and “spelling games.” In Andy’s case, his ultimate goal was to promote “independent learn-
ing.” Nonetheless, his learning objectives only referred to the ready-made materials without adjust-
ments, namely “the higher-order questions at the back of the readers.” That said, his goal development 
was not entirely in agreement with his student-centered belief. Brandie argued that her class consisted 
of both teacher-centered and student-centered sessions. When elaborating on the student-centered 
sessions, however, she would involve teacher-directed activities such as “grammar and vocabulary 
exercises.” 

Self-efficacy belief and value beliefs

When discussing the influence of their beliefs on lesson planning, the participants’ answers indicate 
a combined effect of self-efficacy and value beliefs. Therefore, we will discuss both self-efficacy and 
value beliefs in this section. 

All participants shared their most used features embedded in their teaching platforms, such as “video,” 
“audio,” “screen sharing,” and “annotation.” They were confident in using the features to present their 
content, including “sharing their slides,” “predeveloped activities,” and “multimedia resources.” Lynn 
“replaced realia with multimedia resources,” which she believed was more “appropriate” for VSCMC 
contexts. Yinko and Lynn indicated that, if applicable, they “reverted face-to-face activities into online 
versions.” 

Brandie and Yinko indicated that their self-efficacy and value beliefs guided them to have a positive 
attitude towards challenges. Yinko said,
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I also came across problems. Even if there might be some unsatisfactory outcome, I 
think I can still reflect on my teaching and gradually make adjustments… [For exam-
ple,] I would like to design my online teaching with the same duration of an in-person 
face-to-face class. It would be impossible to monitor or supervise students doing their 
worksheets in an online class. So, I need to reorganize and delete some ready-made 
materials and content… I did not set up too many different steps because it will be 
taxing to transit between steps. …Eventually, I believe I can fix the problems. I think I 
have the capability of that. My confidence comes from my love of being a good teacher 
and my cumulated teaching experience.

Given their perceptions of VSCMC teaching’s benefits and drawbacks and their capability of teaching, 
Andy and Brandie could make better decisions on activities in lesson planning. Brandie said,

I understood that I had to teach online, which might bring me some challenges. I kept 
a positive attitude towards it so that I tried my best to teach in an online setting. I con-
sidered how I could take individuality into account while assuring the achievement of 
the overall learning objectives. I considered students of different levels. I understood 
the benefits of online teaching. Meanwhile, I also faced challenges…I understood that 
some work needed to be done before the presentation. For example, they needed to 
finish their thinking map before the presentation. It is unlike the face-to-face class that 
they can finish the thinking map during the class.

Moreover, all participants developed learning objectives that were best suitable, though differently, 
for VSCMC instructions, showcasing their value beliefs and self-efficacy beliefs. For example, Yinko 
elaborated,

I think… [my belief] does affect my lesson planning. It is how I understand English 
teaching. If I had never taught online, I would not know its outcome. I would be con-
fused or in doubt regarding online teaching. I think my understanding of online teaching 
will affect my teaching practice. I would be more likely to incorporate online teaching 
into my curriculum. I think I can save a lot of time if I can be competent in using the 
technology. I would like to choose online teaching if I think online teaching can reach 
the same teaching goal as face-to-face teaching. Meanwhile, I also like to share those 
advantages of online teaching with more parents. So, more people will accept and try it. 
So, I am more willing to use it.

Since the participants had confidence in their VSCMC instructions, they integrated different features 
(e.g., annotation, interactive whiteboard, and games) in their teaching. Their value belief motivated 
them to continue to teach in VSCMC contexts.

In summary, all participants demonstrated that the best practice in VSCMC was the combination of 
both teacher-centered and student-centered methods, displaying their mixture of both pedagogical 
beliefs. Given their experience with technology, they all had strong self-efficacy beliefs in using tech-
nology to teach. Despite the technological challenges and lower teaching efficiency, all participants 
held a positive value belief towards VSCMC, in that VSCMC was viewed as an add-on option without 
decreasing the traditional face-to-face teaching. Moreover, all participants planned their lessons differ-
ently regarding learning goals, the choice of teaching content, and methods. Besides, all participants 
perceived that their teacher beliefs impacted their lesson planning. Similarly, most participants argued 
that their lesson planning as part of their past experience would also contribute to the formation of their 
beliefs. Based on the analysis, their lesson planning demonstrated both consistency and inconsistency 
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with their pedagogical beliefs. Both their value beliefs and self-efficacy beliefs motivated them to 
teach and solve problems in VSCMC contexts.

Discussion

In this section, we discuss how teacher beliefs affect teachers’ decision-making in their lesson plan-
ning. We explore factors that lead to the consistency and inconsistency between teacher beliefs and 
lesson planning. 

Teacher beliefs explicate the differences in planning technology integration (Prestridge & de Aldama, 
2016; Tondeur et al., 2017). The research shows that teacher beliefs guide teachers’ decision-making in 
lesson planning (Chan & Lam, 2003; Kagan, 1992; Pajares, 1992) and their use of technology (Ertmer, 
2005; O’Neal et al., 2017). Specifically, the participants chose appropriate content and materials based 
on their pedagogical beliefs (Chan & Lam, 2003; Kitsantas & Baylor, 2001; Moallem, 1998), such as 
authentic materials chosen by Ariel, Yinko, and Andy, learning content chosen by ChrisLeeson, and  
learning goals chosen by Lynn and Brandie. Meanwhile, teachers’ teacher-centered and student- 
centered approaches are supported by their pedagogical beliefs (Overbay et al., 2012). For example, Lynn, 
Yinko, and Brandie believed a teacher-centered approach was more efficient, thereby adopting teacher- 
directed activities. Ariel valued the student-centered approach, which informed her inquiry-based 
activities.

Besides, teachers’ perceived self-efficacy beliefs influence their teaching practice (Liu et al., 2017). 
All participants had a high level of self-efficacy in using technology to teach EFL young learners in 
VSCMC settings, which predicted their teaching practice (Abbitt, 2011; Kwon et al., 2019; Teo et al., 
2018). For example, Brandie would use the teaching platform the same way as she employed the inter-
active whiteboard, for both tools shared similar features. ChrisLeeson interacted with the student by 
using multiple features, which he was completely capable of using.

Teachers’ perceived value beliefs also informed their teaching practice (Chaaban & Ellili-Cherif, 2017; 
Miller et al., 2003; Wigfield & Eccles, 2000). Before teaching in VSCMC contexts, teachers made 
value judgments (Zhao et al., 2002) that it could be the trend of EFL teaching. They valued VSCMC 
teaching for its add-on opportunities for children to attain language exposure. As a result, they started 
to teach in VSCMC settings.

With the understanding of the benefits and downsides of VSCMC teaching, teachers would make 
appropriate decisions on lesson planning (Ottenbreit-Leftwich et al., 2010). Teachers planned their 
lessons based on their favorite features. ChrisLeeson developed slides based on screenshots. Ariel and 
Brandie incorporated interactive courseware to engage students. Andy employed selectors to stimulate 
students. Brandie integrated Flash games to consolidate students’ vocabulary and grammar. 

Besides, teachers may rule out activities based on the disadvantage of VSCMC teaching (Ottenbreit- 
Leftwich et al., 2010). Because of the long-distance, Lynn would not involve too much kinesthetic 
movement, such as jumping and running. Since it is difficult to make judgments about students’ under-
standing due to the dim view of the camera, Lynn suggested that monitoring reading and writing would 
be difficult and time-consuming. 

On top of consistency (Ding et al., 2019; Kuzborska, 2011), the current research also demonstrated 
inconsistency (Borg, 2003) between teacher beliefs and lesson planning. The differences mainly lie 
in their pedagogical beliefs and lesson planning. The inconsistency may be caused by external factors 
(Borg, 1999; Duffy & Anderson, 1984; Taimalu & Luik, 2019). As the teacher belief and lesson planning 
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section discussed, teachers had divergent lesson planning affected by their students and technology. For 
example, four teachers argued that they could not engage students with student-student interaction due 
to distant learning. As such, they had to figure out alternative teacher-centered activities. 

Moreover, their differences in teacher education may also result in inconsistency (Deal & White, 
2006). According to Deng et al. (2014), teacher-centered beliefs refer to that teachers act as experts 
to supervise the learning process, while student-centered beliefs capitalize on the learners’ needs and 
interactions. All participants reached an agreement on teacher-centered beliefs. However, their stu-
dent-centered beliefs were distinctive. Lynn and Andy admitted that the ultimate goal of teaching was 
to achieve the students’ learning autonomy. Lynn and ChrisLeeson believed that a student-centered  
approach was able to individualize teaching and learning. Ariel and Brandie considered student- 
student interactions as the student-centered approach. ChrisLeeson, Ariel, and Yinko highlighted 
the students’ positive affections, namely students were interested and felt safe. As such, their lesson 
planning might align with their reported beliefs but contradict the theory.

Conclusion and Implications

VSCMC is insufficiently studied in the field of EFL education for young learners. Meanwhile, the 
VSCMC context is distinctive from the face-to-face context in many aspects (Wang & Chen, 2012), 
resulting in bringing numerous challenges to teachers in planning for technology (e.g., Baralt & Morcillo 
Gomez, 2017; Guichon & Cohen, 2014; Stickler & Shi, 2013). Given the uniqueness of EFL young 
learners (Setyaningsih, 2007) and the influence of teacher beliefs on lesson planning (Basturkmen, 2012; 
Kagan, 1992; Pajares, 1992), we interviewed six EFL teachers to explore how Chinese EFL teachers’ 
beliefs about VSCMC with young learners would impact lesson planning. The results indicated that 
teachers had transitional pedagogical beliefs partially due to technological constraints. The participants 
had strong self-efficacy beliefs because of their adequate exposure to VSCMC teaching platforms. They 
held a complex value belief towards VSCMC teaching. Numerous variables (e.g., school policy, student 
characteristics, class scale, and technological affordances) interplayed with their lesson planning process. 
Their perceived beliefs motivated them to teach in VSCMC settings and assisted the discission-making 
process of lesson planning regarding learning objectives, teaching content, and teaching methods. 

Understanding teacher beliefs would be conducive to teachers, teacher training, and teaching platform 
development. The six cases in the current study would act as references for teachers during the process 
of reflection. Teacher trainers should be aware of teacher beliefs to better prepare the pre-service teach-
ers. Meanwhile, teaching platform developers should develop customized tools for teachers to use. 

This research fills the gap of understanding VSCMC in the field of EFL education for young children. 
The current study echoed with previous research with regard to teacher beliefs (e.g., Funkhouser & 
Mouza, 2013; Tilton & Hartnett, 2016; Tondeur et al., 2008;) and their impacts on lesson planning 
(e.g., Kagan, 1992; Prestridge & de Aldama, 2016; Tondeur et al., 2017). Moreover, it offers a detailed 
account to support previous findings. Given the characteristics of young learners, this research disagrees 
with some research on adult learners (e.g., Wang, 2006; Yen et al., 2015; Ziegler, 2016). Given the wide-
spread use of VSCMC, future research might be done in different contexts and/or language educations.
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