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Doing expertise multilingually and multimodally in online English teaching videos

Abstract:

The use of online videos as a teaching resourgaimsng importance. It opens up opportunities
for the creation of knowledge, as educational aantan now be accessed by anyone with an
Internet connection. This democratisation of actesmowledge can also be seen in the
language learning context, where English languegetters create online videos for a
transnational audience. In this paper, we preseasa study of how two online English teachers
‘do expertise’ in their lessons, drawing on theultiingual and multimodal repertoire so that
expertise is talked into being. We conducted sdrctired interviews and analysed them by
interpretative phenomenological analysis (IPA) ke sense of the teachers’ experiences of
designing online teaching materials, and how teepertise was talked into being in the process.
The aim of this paper is to contribute to underditagn of expertise in the context of online
language teaching. We argue that online teachersxgertise’ by drawing on their multimodal
design knowledge, pedagogical knowledge and liniguimowledge.

Keywords: Online teaching; Expertise; Multimodality; Multilgualism; Design; Interpretative
Phenomenological Analysis

1. Introduction

On 22 October 2018, YouTube announced that it wowddst 20 million USD to support the
posting of high quality content by creators of eatianal content on its platform (Wojcicki,
2018). As a video-hosting site that attracts ov@rilllion logged-in users per month (YouTube
Press, 2019), YouTube is the ‘go-to’ site for pedpbking for knowledge and answers. A survey
conducted by the Pew Research Center revealedrbah five YouTube users based in the
United States considered YouTube to play a veryomant role in helping them learn how to do
new things (Pew Research Center, November 2018).afparent ‘democratisation of
knowledge’ has given rise to a new form of recadl language learning in which learners can
‘create their own language classrooms’ to perssedheir learning (Author, 2017: 170). This
kind of learning, as Eneau and Develotte (2012)edgdemands more time, organisation and
dedication from learners than learning in a clamsran particular, the freedom to ‘window shop’
for online learning resources has brought to the fao issues: first, the design of learning
materials, and second, the expertise of the teatherfirst issue has been extensively
researched, with particular attention to languageHring social network sites (e.g. Chik, 2015;
Author, 2019b). To date, however, there are ndbéisteed criteria for identifying expert teachers
(Tsui, 2009). Some researchers have attempteditpa® ‘expert teachers’ with ‘novice



teachers’ to investigate the qualities or feattinas expert teachers possess. For instance, Carter
et al. (1988) found that expert teachers and naeaehers differed in their perception and
interpretation of classroom information, and thgiext teachers were better able to ascribe
meaning to visual classroom events. The probler suth a comparison is that it neglects the
variety of teaching contexts in which teachers wetlch as online classrooms, where teachers
lack access to the visual cues commonly foundaaestboms. Expert teachers do not necessarily
demonstrate expertise in teaching online, as titer ldepends largely on how well teachers make
the transition from face-to-face classroom teachdinipe new online teaching environment
(Comas-Quinn, 2011).

In this article, we consider the use of YouTubeewisl for language teaching, and how expertise
is constructed by online teachers. We believedkpertise should be seen as a process that
builds up over time rather than a state that islred after years of practice or experience (Tsui,
2009). First, we investigate how ‘democratic’ ascestechnology impacts the constitution of
‘expertise’. Second, we examine how the strategecaf multilingual and multimodal resources
contributes to online teachers’ claim to expertiE@aching on YouTube requires teachers to
become designers of the learning environment, tiiravhich expertise is constructed
multilingually and multimodally.

Recent studies of videos in language education faeesed on 1) the acquisition of specific
skills, such as vocabulary (e.g. Arndt & Woore, )P) the benefits of engaging students in the
process of video production (e.g. Hafner, 2014)e8&)ners’ and teachers’ perceptions of the use
of videos in the classroom (e.g. Aldukhayel, 2089 4) technical issues related to the use of
videos in language classrooms (e.g. Hafner & Mik&19). Most of these studies have been
related to learners; the few studies related tohtexs have mostly been confined to teachers’
perceptions and identities. Whilst studies haveremad teachers’ use of videoconferencing for
synchronous teaching (e.g. Develotte et al., 2Wlityte, 2011), the role of teachers as designers
of recorded video teaching materials remains arewexglored area. In particular, there has been
insufficient research on the display of expertiggdachers through YouTube videos and how the
use of multilingual and multimodal resources cdnogts expertise.

2. Literaturereview

Considerable work has gone into investigating haline videos are used in language teaching.
For example, online videos have been used as daiomicidental vocabulary learning. Arndt
and Woore (2018) compared how learners acquirezhsdanguage (L2) vocabulary through
engaging with written blogs versus video blogs, fmuohd that the former “promoted more gains
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in orthographic knowledge” than the latter, thullimg for a better understanding of the
affordances of different forms of online media (dr& Woore, 2018: 124). Evidence of
language and intercultural learning has also beesstigated. Benson (2015) analysed YouTube
video comments, and concluded that YouTube videsste a context for individuals to comment
on issues raised by the videos, leading to intenasthat are “interactionally rich, and oriented
towards negotiation exchange and information ofmireg (2015: 99). Hafner (2014: 680)
reported that engaging students in the producti@eientific documentaries “provided students
with many opportunities for spoken and written laage practice”. Videos can also be used to
develop a multimodal understanding of events. Quays(Author, 2019a) analysed the
multimodal design of a series of online YouTubeewasl created by an online English teacher to
teach job interview skills in English, and suggddteat these videos not only teach learners the
required language skills, but also promote a multlat understanding of specific contexts
through the teacher’s strategic orchestration dfiple semiotic modes.

Studies of learners’ perceptions of the use ofasder learning have been conducted in
classroom contexts. Aldukhayel (2019) examined bedimers’ and teachers’ perceptions of the
use of video blogs to improve L2 listening skillfie students perceived the video blogs as
interesting, and the teachers also perceived thesitiyely, largely because they afforded
learners and teachers “full control of pause, reifast forward, captions, and speech rate”
(2019: 15).

In addition to using available videos for teachitegchers can engage students in creating online
videos in the classroom as part of the learninggss. However, depending on the familiarity of
the students and teachers with the technologynthig be challenging to implement. The
technical issues that arise in making videos asqfax classroom-based course were well
documented by Hafner (2014) and Hafner and MiR&10). Hafner (2014) studied the
challenges students face when creating scientifotichentaries, and noted that students’ lack of
prior experience of creating videos was a majotlehge. In addition to technical challenges,
students perceived rhetorical challenges suchdsfy ways to create an attractive hook and
combining modes simultaneously to achieve multichodzhestration. A major issue is the
contradictory discourses that language teachecuater when deciding whether to adopt
videos in their teaching. Whilst a considerable hanof studies have presented the benefits of
using videos in teaching, teachers are also coadahout the detrimental effect on literacy.
Such worries were summarised by Casanave (2017Chuad et al. (2016). Another challenge
faced by teachers, specifically in the contextragfagging students in creating videos, is that of
assessment (Author, 2020).



2.1 Rethinking expertise

Expertise is a fluid concept without a stable d&bn. Studies on expertise have been conducted
in the fields of psychology (e.g. Ericsson et B893), health communication (e.g. Candlin &
Candlin, 2002), sociology (e.g. Collins & EvanspZPand linguistics (e.g. Rampton, 1990)
among others. Many of these studies have investight the transition of novices into experts, 2)
gualitative and quantitative differences betweevices and experts, and 3) the discursive
expression of expertise (especially in healthcaténgs, where the knowledge gap between
novice and expert is much more pronounced thathier@rofessional communication settings).

One aspect that has attracted much attention isdtpaisition of expertise. A sociological
understanding of expertise sees it as a produsn@élisation. Collins and Evans (2007), in their
seminal workRethinking Expertisesuggested that the acquisition of expertisesiscéal process

in which novices become socialised into the prastiaf experts. In a study of expertise, Ericsson
et al. (1993) argued against the misconceptionetkrtise is innate, and suggested that expertise
is acquired through deliberate practice and by@weing constraints presented by the
environment.

In a professional encounter in a clinical or ancadiwnal setting, for example, the distribution of
power is asymmetrical. Expert behaviour is therefdosely related to discursive ability.
Candlin and Candlin (2002) argued that certainutise features and strategies can provide
insights into professional expertise, and can foeedbe regarded as resources that warrant
professional expertise. In the clinical settingn@a and Candlin (2002: 116) stressed that “the
discursive expression of expertise is to diffeextents a coparticipative endeavour of all
involved”. Expertise, or expert behaviour, is exgzed by the strategic deployment of discursive
resources that signals one as an expert. In a sfuggnetic counsellors, Sarangi and Clarke
(2002) noted that these counsellors used a rangedélised discourse strategies to convey
(in)expertise, such as discursively conveying etigethrough contrasts, and uncertainty
through hedging.

One aspect of expertise that has not been adegexiabred is how it is conveyed multimodally.
In a study of Swedish cooking programmes, Erik§2016) found that the expertise of the chef
was demonstrated multimodally, by talking directito the camera and by answering the
guestions posed by the host, who was often postii@s a novice. Interestingly, multimodal
strategies were also used to downplay the chefiemestatus, such as not wearing professional
clothing and making no distinction when addressighost or the viewers, thus creating a sense
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of ordinariness. Evidently, therefore, multimodahtegies can construct both expertise and
inexpertise.

In this paper, we embrace the concept of reper&srthe totality of a person’s multimodal and
multilingual resources (Rymes, 2014; Kusters et28l17). This paper argues for the inclusion of
multimodality and multilingualism in rethinking e&gise in the context of online language
teaching. Multimodality is a contemporary commutimaapproach that challenges the
hegemony of language as the only way to make mgaNleaning is made by the strategic
combination of apt modes, and each mode has itssetvof affordances and constraints (Kress,
2010). Studies of multimodality have tended to ®oun the use of multiple modes in making
meaning, normally with the use of one named languag in Eriksson’s (2016) study. It is
therefore necessary to attend to the multilingaalire of communication, and how it constitutes
expertise. In this study, we interviewed two wedtadblished online teachers in order to
understand how they talked expertise into beind,Fw it is done multilingually and
multimodally.

3. Methodology

3.1 Participants

Two female online teachers, Sharon and Alice (psewais), were recruited through online
contacts. Both participants were purposively sekktd form a relatively homogenous sample to
answer our research question. Interpretative phenofagical analysis (IPA) adopts an
idiographic approach that allows researchers taitea closely defined group of participants
that represents a specific perspective in the @rstudy (Smith et al., 2013). Both teachers were
experienced online English teachers, who had besshing online for more than four years at
the time of the study. As their lessons were postedouTube, they attracted students from a
wide range of backgrounds and English proficienciée first language (L1) of most of these
students was expected to be Mandarin or CantoBesle teachers aimed to offer impactful
English education, which motivated them to creabeWube videos to showcase their English
teaching style to a wider audience. Sharon hadugitad from a prestigious US university with a
BA in linguistics. She was born in Taiwan and cosp@ak Mandarin and English fluently. After
graduating, she took a job in Taiwan, and ran ker Bnglish-learning service at the time of the
study. Similarly, Alice graduated from a prestiggduS university with a BA in German
language and literature. Alice was a Chinese Araarigho had acquired multiple languages,
including English, Cantonese, Mandarin, German&nddish, and was learning Japanese at the



time of the study. She ran her own English-learsiogdemy in Hong Kong, taking a
linguistics-based pedagogical approach.

3.2 Method

The semi-structured interviews were conducted igliEh. The two multilingual online teachers
were asked to discuss their experiences of tea¢hiigdjsh through online platforms and how
they communicated their expertise through theirghesf teaching materials. The interviews
were conducted by both authors and guided by anvietv schedule. However, we also
encouraged the participants to talk freely aboeir tbxperiences, and we sometimes asked
guestions spontaneously in response to their atsobach interview lasted for an hour and
thirty minutes, during which we played selectedmmlideo clips prepared by the teachers to
give them a chance to reflect on their own pedagdgiractices. During the interviews, we
discussed three to four videos that each teacltecieated. The videos ranged in length from
just over three minutes to just over seven minwed,covered different aspects of English
grammar or vocabulary.

This study followed the analytic stages suggesye8rith et al. (2013) to analyse the interview
data. The analysis moved from a focus on the idd&fi to a more shared understanding, and
from the descriptive level to a more interpretatereel. The first interview was read line by line,
and initial comments were made in note form, foogsin what was being said. We then made
exploratory comments on the transcript regardirgcttntent (descriptive comments), the
participant’s use of language (linguistic commeats) the researchers’ interpretations of the
transcript (conceptual comments). This stage requis to develop a conceptual understanding
of the issues raised by the participant’s accolim:se exploratory comments were made on each
transcript in isolation, without reference to tlmatent of the other interview. Next, emergent
themes were identified to reflect the meaninghefdomments. This entailed interpretation and
re-labelling of the exploratory comments to devedapcinct and resonant themes reflecting the
participant’s account. The techniques of subsummitd abstraction (Smith et al., 2013) were
applied to identify patterns between the seriesnoérgent themes, which led to a number of
superordinate themes for the participant. Aftedysiag the data for the first participant, we
repeated the process with the remaining transégoth interview was analysed in its own right
to allow the development of new themes. The ortlraehing videos created by the teachers
were also used to inform the analysts’ interpretej in line with the use of IPA. After analysis
of both transcripts, the emergent and superordiha®es for each participant were jointly
reviewed to seek patterns across the cases. Roisti®ng convergence and divergence were
also identified, as the teachers had differentiopgand experiences that were captured within
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the same theme. By clustering the themes togdtivee superordinate themes were identified,
which illustrated the layers of expertise displajpgdhe teachers in their online English
language teaching.

3.3 Interpretative Phenomenological Analysis

IPA was used to analyse the data from the two stmctured teacher interviews. IPA is a
gualitative approach developed within the fiel¢gpefchology to investigate personal lived
experience (Smith, 1996). Smith and Osborn (20684 that IPA focuses on the in-depth
exploration of personal experience and how indigldwnderstand and make sense of their
experiences. The assumption is that individualsaeatieely engaged with the world and
constantly reflect on their experiences to makeaseaf them (Smith et al., 2013). In addition,
IPA acknowledges that investigating the meaningsaoficipants’ experiences is an
interpretative enterprise by both the researchértla@é participants. Thus, for researchers to
understand how participants make sense of theildwardual interpretation process is involved,
called the ‘double hermeneutic’. The double herraénenvolves researchers trying to make
sense of participants’ attempts to make senseeafworld (Smith et al., 2013). Smith et al.
(2013) also suggested that researchers play areaote in the interpretation process, which
means that various interpretations of the partidigiaexperiences are possible. IPA was chosen
as the analytical method for this study becausts afiductive approach and capacity to explore
the complex lived experience of the participants.

3.4 Multimodal design, pedagogical and linguistic knowledge in online teaching

We expanded the concept of expertise by analysamgitiwas talked into being by the two
online teachers, identifying the strategic use aftiimgual and multimodal resources. Three
layers of expertise were extracted from the datdtimodal design, pedagogical knowledge and
linguistic knowledge.

‘Design’, in a multimodal sense, refers to “theiated process in which a sign-maker chooses
semiotic resources and possible arrangements fiupse entities to be produced to meet
particular social functions or purposes” (Jewitalet 2016: 73). This process involves the
selection and arrangement of different modes totsairhetorical purpose and specific audience
(Kress, 2010; Bezemer & Jewitt, 2010). The conteeators must work within the affordances
and constraints of the available resources td fié various norms and conventions. Online
teaching requires teachers to design the learmmgament. They have a “semiotic purpose” to
shape the pedagogical content using the resouvedalale to achieve the “best possible
alignment” between the purposes of the designetladesources available to the audience
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(Kress, 2010: 49). The range of available desigrisaimed by the mode and media available
(New London Group, 1996; Cope & Kalantzis, 2008)tHe online teaching environment, a
wide repertoire of resources is available to tees;tend it is important for them to have the
necessary multimodal design skills to utilise thessv’ resources in their teaching.

Pedagogical knowledge in online language teaclimften shaped by classroom teaching
approaches. Online teachers adapt, and sometimdi§ynadassroom practices in their online
teaching, such as drawing on whiteboards, providefgitions, eliciting questions and varying
the use of registers and languages to constructeol@nguage-learning environments that
resemble classroom teaching. Nonetheless, onlaohiteg approaches do not replicate
classroom teaching, and online teachers therefeed a different set of skills compared with
face-to-face classroom teaching. Hampel and Sti¢RI&05) presented an overview of the skills
required by online teachers, ranging from basicetence in using technology to developing
their own style in online teaching. Aside from geig@pedagogical knowledge, multilingual and
multimodal pedagogies are of considerable impodanc¢he online language-teaching context.
Pedagogy that conceptualises language as a “mgligil, multisemiotic, multisensory, and
multimodal resource for sense- and meaning-makfhig’2018: 14) should be at the centre of
online material design. In particular, a translagjng pedagogy is increasingly being used,
which takes into account the multilingual and mmtdal repertoire of learners and mobilises
students’ familiar resources to scaffold their ragsbf the target resources (Lin, 2012). In this
sense, pedagogical knowledge is closely relateduitimodal design, which forms the
theoretical basis on which semiotic resources eaartanged.

Linguistic knowledge goes beyond syntactic and sgim&nowledge; it also incorporates a kind
of sociolinguistic awareness of the sociolinguiséality in which the learners and the learning
environment are situated. Online teaching presuggptigt learners come to the learning
environment with their multilingual repertoire, lealson which the teachers have to design the
teaching and learning activities. The goal of laaggilearning is to help learners to become
multilingual, rather than to replace their L1 tacbme monolingual (Li, 2018). These beliefs
about language and language learning shape howdgeg are taught and learned in online
contexts, and influence the way semiotic resouacesitilised in the creation of teaching videos.

As indicated above, multimodal design knowledgelagegical knowledge and linguistic
knowledge are three interconnected constructsctratitute expertise in online language
teaching. The following section shows how expentiss talked into being by the two online
teachers.



4. Analysis

4.1 Multimodal Design

The teachers illustrated their ability to utiliselltimodal resources by creating online videos and
delivering instruction. Sharon believed that refegrto other course materials was one way she
could demonstrate her expertise:

Extract 1

I always put in the description an ‘About’ link Huat if people are curious about me and the
video in itself does arouse any kind of curiosiyt@, you know, who are you, why are you
teaching this, then | hope that they can followlthks and then go and read more about my
experience [...] | think by pointing to different ase material, and by pointing to different
videos and including the links, | think that thi#aaserves over time to demonstrate how
everything is linked together and that it has agmeorganization and | think that sense of
greater organization that repetitive themes thatatso add to the area of expertise. (Sharon)

In this extract, Sharon explained that she normadinted out video links and different course
materials to the students. Sharon believed thatloying the students the connections between
the existing materials and the pedagogical focub®fesson, she illustrated her expertise as a
teacher who could identify the relevance of differeourse materials to the current lesson topic.
Sharon’s ability to draw on her multilingual and Itmodal repertoire to design videos was
evident in a video clip in which she explained diféerence between ‘make’ and ‘let’ to her
Chinese-speaking students. As shown in Figure &rddhincluded a screenshot of the English
definition of ‘let’, extracted from th®xford English Dictionaryto explain that the meaning of
‘let’ is connected to the idea of ‘permission’. $Higure also demonstrates Sharon’s use of
various resources, including Chinese (the studédds’yellow highlights, screen brightness (e.g.
using white to highlight the particular definitiof ‘let’) and symbols (e.g. an arrow and a
red-shaded box), to emphasise the meaning of ‘let’.



¥ Definition of let verd from the Oxford Advanced Learmer’s Dictionary

Let M a ke B1E /let/ 4): NAME /let/ 49

|+Veerorms
M - A
iR

allow

1 @ [no passive] to allow somebody to do something or something to happen without trying to stop
it

*let body hing do hing Let them splash around in the pool for a while.

* Don't let her upset you.
* Let your body relax

* let somebody/something He'd eat chocolate all day long if I let him.

e 577 S A
= & T 2
351@ I%Isﬁ & 7E T:l j:lj 2 © to give somebody permission to do something
92 1F * let somebody/something do something They won't let him leave the country
ﬁlj]éﬁjjj]l E)JEE * let somebody/something She warnited to lend me some money but | (i
3 @ let somebody/something + adv./prep. to allow somebody/something to go somewhere
* to let somebody into the house 2.9 )]

Figurel

Alice presented different views on her use of muttilal resources:

Extract 2

| try to have scenes of me talking and then likegwng that back and forth with like
blackboard, services. | just see this like blagkesn has like a blackboard for me with
examples on it. | try to... yeah, when I'm tryiog twhen there's too many words to fit like
around my face and I try to do this like, a blankegn and put examples on them and just
focus on that, especially when I'm trying to explike the structure and use the different
colours and try to have the screen be just likeex@nple or as few words as possible [...] |
always feel like | should, what if | should, youdum, what if it would help people understand
this more easily if | put this other label on here | try to make it as clear as possible
visually for students. (Alice)

Here, Alice noted that she imagined a ‘virtual kBlamard’, a ‘black screen’ on which words and
examples were shown to facilitate her explanatafrisnglish sentence structure. This may show
how Alice’s experience as a classroom teacher ¢atoglay. As noted in the interview, Alice

had worked as an English language and literata@hts at a secondary school for a few years
before becoming a full-time online English teacltare, it can be argued that Alice adapted the
practices commonly used in classroom teaching vdesigning her online teaching. In the
following extract, Alice stated her preference dising different symbols and colours to design
her videos:
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Extract 3

| tried to use like different colours to colour eodifferent things in the clause. | tried to, as
much as | can, to use like symbols, arrows likeashg you things and like for them trying to
make them in sync with the word so that they waggdear at the right time. That's the
difficult part. (Alice)

Alice’s account here demonstrates her understaritiatgt is necessary to arrange multimodal
resources systematically and appropriately to lgbhthe key messages for students. This
perspective was demonstrated in one of her teactdegs (Figure 2), in which Alice used
various colours and arrows to highlight the corcdtam of relative clauses.

(independent clause)
Relative clauses are dependent clauses
because they cannot stand alone.

("normal" dependent clause)

conjunction

Relative clauses are dependent clauses
that modify noun phrases.

Figure?2

4.2 Pedagogical Knowledge

Both online English teachers explained how thettgg®gical knowledge shaped their online
teaching approaches. Drawing on her own life exypee and everyday knowledge, Sharon
deployed examples familiar to students as a wagaffold their understanding, which was a
way for her to demonstrate her expertise:

Extract 4

| usually do try to pick examples that are recugiim my work so that | know that for sure this
is going to be very helpful to a lot of people [l.Hope that | can continue to use the
information with my own students so that’'s howyl tio select the topics. And when | teach,
the way that | hope to demonstrate that experi®g ithe actual discussion of it, so when | do
a demonstration, | try to use my experience anaghup things or ideas that are relevant to
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people then try to explain it as clearly as | aamj | hope that that does convey the area of
expertise. (Sharon)

Sharon remarked on the usefulness of drawing ompbes familiar to students, which made the
teaching content more relatable to their life elgreres. This idea is related to the notion of
‘bringing the outside in’, which was first exempad in a study by Cooke and Wallace (2004).
This notion emphasises that the L2 classroom aaesin which teachers and students can draw
on considerable cultural, linguistic and life expace resources. This can bridge the gap
between classroom interaction and real-life L2 (4gehor, 2018). In one of Sharon’s online
videos, she used examples of Disney movies tdidtesthe different pronunciations of ‘the’:

/. Vt'/VIi[ﬂS’
.

‘)! W’ !)I:\\)I 2

lHE

LION KING

Figure3

Beauty and the Beast
/68/

Figure4

As shown in Figures 3 and 4, Sharon used examptdsasThe AvengerandBeauty and the
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Beastto explain when students should use the longoehs /di/ and the schwa soundy/d
Doing this helped the students to understand hew#w knowledge connected to their old
understanding, affording them opportunities to a&gknowledge. Alice explained that online
teaching can also serve as a means to increasnsemjagement:

Extract 5

Yes, | enjoyed those interactions as well, becausé of people... what | found interesting
was when | answered these people's questions iswitke verbally, like in words, they
understood a lot of the stuff that | tried to exipla..] a lot of them understood my verbal
explanations, and | think that's because they veakchy videos and that they tried to engage
with it even before asking me a question, and sy tere very engaged. (Alice)

Alice stressed the need for students to watch higmevideos and take the initiative in digesting
their content. Doing so prompted the students kchagher-order questions, helping to promote
knowledge construction between the teacher anestadThis extract illustrates Alice’s
understanding of the pedagogical function of onliltkeos, which gave her a platform to explain
more complicated linguistic concepts, and also eragged students to initiate higher-level
guestions. Alice also expected her students toviothe course format, as this could help them to
initiate meaningful questions:

Extract 6

That's why I think the course format is good aldtmwing the students to really kind of think
about everything first and then decide what theytdmderstand, and then | can engage with
you on that level of understanding. (Alice)

This extract clearly exemplifies Alice’s pedagodjicdionale for presenting English structure in
sequence. Alice believed that by adopting a steptby approach she could guide students to
acquire a basic understanding of English sentemgetgre. This was exemplified in her online
video channel, where she systematically classtfiedvideos in chronological order. For instance,
she divided the teaching of relative clauses iive ¥ideos. Each video lasted for approximately
ten minutes, and each offered a general overvieteolesson and had a specific teaching focus,
such as relative adverbs or relative pronouns bjgsts and objects. Alice assumed that once
students had engaged with the videos in this otidey, could initiate questions based on the
areas they had failed to grasp.

4.3 Linguistic Knowledge
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The teachers also explained how their expertisi@guistics informed their online pedagogical
approaches. In her interview, Sharon explainedlgémguage can be a creative form, and that she
hoped to convey this perspective through her teachn the extract below, Sharon

demonstrated her sociolinguistic awareness, whiah Imave shaped her English teaching
approach:

Extract 7

| always try to observe that in my teaching buaih be a little bit difficult at times because if
your goal is to try to get your students preparesfeecific purpose. | think there are certain
standards that need to be observed and | don't twamtly present the ideology of it without
being able to make it practical [...] So now | anirigyto teach people the difference between
the long “0” and “schwa” sound. But | think that swdne wrong example to give because you
can in fact say both, it’s just a little variationthe way we pronounce it both are openly, both
are okay [...] So that experience quite early on nradenore of aware of how | should be
teaching in a way especially to the general publit doesn’t narrow down the scope too
much and doesn’t become too restricted in a wayt@mdtandardize to point of being
discriminating. (Sharon)

Here, Sharon displayed her awareness that it isritapt not to indoctrinate the model of
‘standard’ English pronunciation, as this may conei students that there is only one way to
pronounce specific English words. Being able talpoe intelligible utterances is considered far
more important than adopting a particular accemtaity communication (Jenkins, 2012). During
Sharon’s undergraduate studies, she was involvadsotiolinguistic research project that gave
her unique insights into the different varietiedasfguage use in society. Hence, it is possible
that Sharon’s awareness of sociolinguistics cawm fier linguistics background and was
reflected in her teaching. Indeed, in one of hdinenvideos, Sharon explained the difference in
pronunciation between ‘w’ and ‘wh’ when uttering mis like ‘what’ (/hwot/ versus /wt/) and
‘why’ (/hwai/ versus /wd). In the video, Sharon referred to this as thiméawhine merger’
(pronounced /wa/ and /hwan/, respectively) and rightly pointed out that sqmeeple

nowadays do not pronounce the /h/ sound (i.et//fer what or /wa for why), and that this is
related to the sociolinguistic understanding ofjlaege, which changes across space and time.
Sharon also skilfully used a world map to visudllystrate locations, such as Scotland, where
people still pronounce the ‘wh’ sound (Figure R)eShereby demonstrated her linguistic
expertise by displaying not simply her understagdifithe pronunciation of the words, but also
the historical development of the change in proratitn over time and across space and social
groups.
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Scotland

Figure5

Alice also draws on her linguistic knowledge tohaer teaching approach:

Extract 8

But | realized that my main interest was in lingiais and so | wanted to actually use that
background and that knowledge to teach Englisteach English as a foreign language to
people within a sort of linguistics enlighteneddiof way, like, linguistics-based manner.
(Alice)

Extract 9

What | found difficult to explain to them was thatu know, at the end of the day, it doesn't
matter whether it's speaking or writing or readifilgis is one language with systematic rules.
(Alice)

From Extracts 8 and 9, it is apparent that Aligeslagogical approach was heavily influenced

by her linguistic expertise, which was acquiredimigiher time as an undergraduate studying
German language and literature at a US univeiSitg. believed that teaching students the
linguistic structure of English could facilitatesih acquisition of English. As evidenced by

Alice’s online channel, most of her online videosused on teaching English sentence structure.
In one of her videos (Figure 6), she used braclketygpical linguistic notation convention, to
illustrate the overall structure of a clause. ABdaear analysis of the clause is clear evidesfce
how she applied her linguistic expertise to hechazy.
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(independent clause)

[Relative clauses are dependent clauses]

[because they cannot stand alone].

("normal" dependent clause)

conjunction

Relative clauses are dependent clauses
modify noun phrases.

‘ (relative clause)

Figure6

It is also apparent that both Alice and Sharon @madantly used Chinese to conduct their
teaching. In Extract 10, Sharon acknowledged tleeabthe L1 in promoting L2 acquisition,
and this recognition was informed by her own exg@®re as an L2 learner and a sequential
bilingual. In her own teaching videos, she used d&am for her explanations and used both
Chinese and English (e.g. Figure 1) in the desfdreovideos.

Extract 10

| began to think about so what is a way that | es@ Chinese to teach English without making
people reliant on Chinese all the time but stilvéi& from it by maybe understanding the
difference between the two languages. And soréhcing back to what | have studied to try
to provide some insight into that and also my eigpee as someone who is sequentially
bilingual. I hope that that can also come into @ag also as a language learner of Chinese
and... | mean of English and of French. (Sharon)

Extract 11

I learned it from reading their [bilingual educaticesearchers’] research and stuff. But why is
there, at least as far as | can see, why thergodlittle linkage between, or connection
between that research or the understanding thaigeave, of like both Chinese structure and
like, you know, Chinese linguistics and Englistglimstics. There’re so much scholarship and
research and like knowledge in those areas andead are experts but, there's like no
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trickle-down, like there's no connections to liletuel English teaching that we see in the
world, in society. I'm not the judge of whether Bonccessful in doing that, but at least that's
my goal, like | want to at least be like one persadm's trying to link that together [...] (Alice)

Alice further explained her goal in linking L1 ah# linguistic knowledge in Extract 11 to
address the pedagogical implications suggestetulolyes on bi/multilingualism. Alice’s use of
simile, i.e.,no trickle-down reflects the lack of connection between the figdiof
bi/multilingualism research and pedagogical practithis motivated her to ‘at least be one
person’ attempting to link Chinese and Englishuiistic knowledge in her videos to help
students identify the similarities and differenbesween their L1 (Chinese) and L2 (English).
This aspiration was reflected in one of her vid@osyhich she pointed out some structural
differences between Chinese and English by presgeatcomparative analysis of a complete
Chinese sentence and its back translation intoign{fFigure 7).

v BN Bf ZEZF

(object + topic) (verb)

X * already achieved.

(object + topic)

v already achieved my goal.

(finite verb)  (object)

Il already achieved my goal) 7 @SR EERENFG

Figure?7

5. Discussion

This study set out to examine how expertise wa&ethinto being by two online English teachers.
We explored how these teachers do expertise mudathoand multilingually. We believe that

the concept of expertise comprises three aspecitinmdal design knowledge, pedagogical
knowledge and linguistic knowledge. These concapgsnterconnected and point to the need to
embrace multilingualism and multimodality when cepiualising expertise.
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Online teachers are designers of learning enviromsnd@hey have a ‘semiotic toolkit’ to shape a
lesson using the resources available. Althougheaehers in this study did not necessarily
perform ‘hands-on’ design and editing work, the sstructured interviews suggested that they
were highly involved in the multimodal design preseand demonstrated an understanding of
the affordances and constraints of the resourctginmultimodal repertoire. Sharon, as
indicated in Extract 1, made use of hyperlinksdorect her experience with the lesson content,
and to connect different lesson content to orgathisse discrete, virtual lessons effectively. The
use of hypertext, which is an affordance of digiéxdts, allows readers to ‘travel’ between one
text and another (Lemke, 2002). The multiple irtarections are revealed by the multimodal
design work of online teachers. Online videos alteachers to bring a different ‘lifeworld’ to
students by using direct links to a particular pageby using screenshots. Teachers can also
bring in resources from the classroom context, stsctihhe blackboard and the use of multiple
colours, as asserted in Extracts 2 and 3, to presemplicated content in a visually appealing
way. Presenting content in a visually appealing @itterent way involves more than just
combining multimodal resources. It also relies @gchers’ understanding of the affordances and
constraints of each of these resources in relatidheir pedagogical and linguistic knowledge.

Although teaching an online audience presentsfardiit set of challenges from classroom
teaching, it is still useful for teachers to dramvpedagogical knowledge commonly used in the
classroom context and adapt it to online teachtog.instance, in Extract 4, Sharon explained
the importance of selecting examples that are agieto the learners’ out-of-class experiences to
create a supportive learning environment. In paldic the use of popular culture was a way for
Sharon to create a space for the teacher and ssutdeloring their life experiences into the online
classroom. The use of popular culture for L2 teagltian be seen as a “motivational stimulus”, a
reward”, a “resource for teaching and learning” and'outcome” of learning (Benson & Chik,
2014: 5). Pedagogical knowledge was also demoedtiat the teachers’ understanding of the
pedagogical potential offered by the new mediagess in Alice’s comments in Extracts 5 and 6.
Videos were used to encourage students to askrhagtier questions and to structure the lesson
content.

Instructional design using a range of multimodabregces needs to be informed by pedagogical
knowledge. This need to align design and pedagag/stressed by Chapelle (2009), who
observed that the expanding use of technologyafoguage teaching and learning calls for
designers and teachers of online language leaamuagonments to modify and adapt existing
second language acquisition theory to facilitattnenanguage learning. The two teachers
featured in the present study modified and adaghieid pedagogical knowledge and the theory
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of linguistics to their respective online teachountexts. For instance, Sharon explained in
Extract 7 that she was fully aware of prevailinggaage ideologies that are preoccupied with
certain preferred norms or standards. This comstistarkly with many English teachers, who are
influenced by an “English and European bias” (I02@: 3). Li further argued that multilingual
language users can also bring innovations to lageybg challenging conventionalised patterns
and structures, and that this creativity shoulddos®gnised and valued. As evident in Extracts 8
and 9, Alice’s background in linguistics and hepestence of ‘sequential bilingualism’ had
shaped her pedagogical approach, which focusedeostitucture of English. Both Sharon and
Alice were aware that their learners were multilialgand believed that as teachers they should
acknowledge this social reality. Instead of tregtimultilingualism as a hindrance, they
attempted to draw on their learners’ multilingugpertoire in their English teaching, as shown in
Extracts 10 and 11.

As seen from the above discussion, the three aspéonline teaching expertise, i.e.,
multimodal design knowledge, pedagogical knowleaige linguistic knowledge, are
interconnected and influence one another. Expdrtisaline language teaching is built on the
orchestration of these three aspects, as showigume3:

Expertise in
online language
teaching

| |

Multimodal
design
knowledge

Pedagogical
knowledge

Linguistic
knowledge

Examples of multimodal design knowledge:
The use of hyperlinks, virtual blackboard, colour coding as resources

Examples of pedagogical knowledge:
Drawing on relevant (popular culture) examples, using videos to prompt higher-order
thinking and structuring lesson content

Examples of linouistic knowledge-
Awareness of linguistic theories and ideologies

Figure8
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6. Conclusions

This case study revealed that expertise in oninguage teaching is a multi-faceted concept.
Analysis of the semi-structured interviews showed tthe multilingual and multimodal nature
of expertise was articulated by the teachers aalisesl in their lessons.

The use of semi-structured interviews, analysetPBy allowed the teachers to express
themselves as ‘experiential experts’ on the supg@uphasising their role as active storytellers
rather than passive respondents (Eatough & SnB8)Y This gave the teachers a voice as
active participants in the interview process. In aoalysis, we used the double hermeneutic by
trying to make sense of how the teachers made sdniseir teaching experiences. As
communicative practices become more complex anefsiy methodologies that empower
interviewees can be used to understand the inteisat meaning-making in different contexts.

The use of YouTube videos for language learnirapiexample of learning in the wild, where
learners have to make decisions about which mé&eadahoose. As observed by Author (2017)
in the context of recreational language learniagrriers need time to ‘window shop’ for learning
materials to personalise their learning. In thisgess, “perceptions of expert knowledge
[become] a differentiating criterion when selectmgterial” (2017: 169). It is therefore
important to understand how expertise is displayadirealised by teachers in their online
teaching materials. In response to the call byd_@hd Thorne (2017) for the ‘rewilding’ of
education, future research could focus on how kxariin the wild’ perceive expertise to further
inform our understanding of the design of onlinecteng materials.
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