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Abstract

The present study investigates English as a Foreign Language (EFL) teacher’s multimedia knowledge and practices
in remote teaching during the COVID-19 pandemic. Firstly, it focuses on determining whether some teachers'
demographics (gender, nationality, academic qualification, type of institution, perceptions) correspond to teachers'
multimedia knowledge. Secondly, it reveals the teacher’s practices in implementing multimedia in EFL classrooms.
This present study surveyed 120 participants (Male=33 and Female=87) from Indonesia (N=108) and outside
Indonesia (N=12). They answered a questionnaire to identify their demographic information and took a literacy test
to examine their multimedia knowledge. The findings indicate that of the demographics, only gender correlates
significantly to teacher’s multimedia knowledge. It was also found that teachers have worked hard to bridge the gaps
of remote teaching by implementing multimedia regardless of the barriers they have met. It implies that multimedia
should be applied not only in remote teaching but also in face-to-face and blended learning due to the power of
multimedia in language learning.
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1. Introduction

The COVID19 outbreaks have forced teachers to provide remote teaching and forced students to join online classes
using digital platforms more often than the traditional teaching mode. Teaching students in a temporary shift from
normal modes of teaching because of threats like the COVID19 is generally called emergency remote teaching
(Bozkurt & Sharma, 2020). During the current pandemic, teachers teach students online. This teaching mode is
intended to ensure that students continue learning while at the same time ensuring they are all in good health.
Heckart et al. (2020) and Hu et al. (2021) reported that some schools had conducted remote teaching quite well.
However, some other researchers (Morgan, 2020; Ginting et al., 2020; Skulmowski et al., 2020; Brown & Krzic,
2021; Starkey et al., 2021; Sumardi & Nugrahani, 2021) mention that many teachers and students still face
difficulties, such as the students' presence, digital problems such as internet connectivity, infrastructure, and system,
interaction, interest, and commitment, literacy problems, such as the inability of distance education to improve
student's skills in written expression and inadequate synchronous/online class count and duration, and poor
parent-student-teacher cooperation.

A pandemic is a trigger and serves as a potent reminder to all educators about technology's critical role and benefits
in education. For example, Aydin and Erol (2021) mention that multimedia materials allow bidirectional interaction
and improve inter-institutional cooperation to solve digital problems. Bond (2021), Sulistyo et al. (2021), and
Azubuike et al. (2021) suggested that multimedia with a variety of sophisticated features can promote engagement in
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student learning. Ginting et al. (2021) and Gonzalez-Frey et al. (2021) emphasize that multimedia is a vital aspect of
encouraging and improving the quality of online classes in terms of communication among students and faculty
members, and flexible assignments, virtual interaction, and support during online instruction.

Do teachers already have sufficient knowledge to design media according to appropriate pedagogical principles? This
question becomes even more crucial as educators worldwide have shifted to teaching students online. Truthfully,
teachers' dependence on technology will always continue. Whether or not learning is successful is determined by the
multimedia quality teachers design and present to the students. From the perspective of the cognitive load theory of
multimedia learning (CLT), multimedia refers to a tool making us easy to learn something through words and pictures
(Sweller, 1994). Moreover, Kalyuga et al. (1998) mention that good media stimulates students' brains to integrate new
information with prior knowledge without overloading students' working memory. The learning process in which
learners reconstruct their knowledge as a network of connected facts and concepts and use this knowledge construct to
make sense of new information (Egan & Schwartz, 1979; Anderson & Bower, 1983; Ginting et al., 2022) only occurs
when teachers have good media. Thus, producing good media depends on the teacher's knowledge of multimedia.
Several studies showed the advantages of multimedia in enhancing language teaching and learning at all levels of
education: primary school ( Li & Ni, 2011; Arrow & Finch, 2013; Gurkan, 2019; Li, 2017), secondary school (Wekke &
Hamid, 2013; Jozwik et al., 2021; Kranthi, 2017; Luthfiyyah et al., 2021) and higher education settings (Sayeski et al.,
2015; Schneider, 2015; Al-swalha & Suliman, 2017; Blevins, 2018; Cetin, 2021). Thus, these studies imply that
multimedia enhances students' learning achievement and provides teachers with better teaching strategies.

Previous research on multimedia has shown a significant relationship to the quality of learning. However, nearly all
of these studies were carried out before the pandemic. Therefore, a critical question arises: do teachers know how to
design and teach multimedia during a pandemic properly? Do they have sufficient knowledge of multimedia
principles appropriately? Research on teachers' multimedia knowledge in the English language teaching context,
especially in the pandemic literature study;, is still under-researched. Thus, this gap justifies the need for further study.
This study's results imply recommendations for policymakers in preparing relevant teacher professional development
programs. In the context of 21st-century education, teachers are expected to have the pedagogical and content
knowledge and embrace technological knowledge.

The present study aims to investigate EFL teachers’ multimedia knowledge during the COVID-19 pandemic in
remote teaching practices as formulated below:

a. Is the multimedia knowledge of the female English teachers significantly different from that of the male English
teachers?

b. Is the multimedia knowledge of English teachers from Indonesia significantly different from that of English
teachers outside Indonesia?

c. Isthe multimedia knowledge of the English teachers with doctoral degrees significantly different from that of the
English teachers with a master's degree and the English teachers with a bachelor's degree?

d. Is the multimedia knowledge of English teachers in higher education significantly different from that of English
teachers in elementary or secondary school?

e. Isthe multimedia knowledge of the English teachers with a "positive™ perception significantly different from that
of the English teachers with a "negative" perception?

f. Isthere a relationship between gender, nationality, education, work, and perception with multimedia knowledge?
2. Method
The research designs

The present study employed a survey design to investigate English as a Foreign Language (EFL) teachers'
multimedia knowledge and practices in remote teaching during the COVID-19 pandemic. In order to collect the data,
the researchers administered a questionnaire focusing on the demographics of the respondents and a literacy test to
examine their multimedia knowledge.

The initial part of the questionnaire was related to demographic information from respondents, such as gender,
nationality, education, and current jobs. Meanwhile, the second part of the questionnaire measured their multimedia
knowledge. The last part explored their perceptions about remote teaching class management. The questionnaire
quality test was run before the questionnaire was distributed.

The instrument
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The multimedia literacy test consisted of nine multiple-choice questions representing nine multimedia principles:
coherence, redundancy, time contiguity, spatial contiguity, personalization, multimedia, multimodality, and signaling.
The test required no prior knowledge of CLT even though it was based on CLT principles. However, respondents
found the best answers while taking the test, in contrast to a test of already existing knowledge. Each question
consisted of four options; each correct answer was given a score of 1, and each incorrect answer scored 0. The total
score range was between 0-9. The higher the score, the higher the teachers' level of knowledge about multimedia
knowledge/literacy.

The validity test was conducted to show how closely the measuring instrument states what it should measure. In this
study, face validity was used by comparing the contents of the measuring instrument with the appropriate material
and by conducting discussions and consultations with two independent experts (Sugiyono, 2006). The content
validity is carried out by calculating the correlation between the instrument item scores and the total r score
(coefficient correlation to total), with a significant level (p) <0.05 (Lin, Wang, Li, & Huang, 2007). Based on the
correlation between the score of the instrument item and the total score (coefficient correlation to total), the range of
r values (coefficient correlation to total) is between 0.313**-0.658**. All questions had r p<0.05. Based on the
reliability analysis, the value of Cronbach Alpha is 0.7, which means this instrument has an appropriate level of
consistency.

The respondents

The respondents comprised thirty-three (27.5%) male English teachers and eighty-seven (72.5%) female English
teachers. Of the one hundred and twenty participants, one hundred and eight respondents come from Indonesia, four
people from Cape Verde, and one from each of the following: Sri Lanka, Russia, Syria, Libya, Thailand, Burkina
Faso, Serbia, and Senegal. In terms of employment, thirty people (25%) work as English teachers in primary schools,
and sixty-two (52%) work as English teachers in secondary schools. Meanwhile, twenty-four (20%) work as
professors in universities. We paid attention to the informed consent procedure. We got permission from them to
collect the data; we protect their privacy by not sharing their private information publicly. This study has some
limitations, for example, in determining research variables to study, such as gender, teachers' education, perceptions
of online learning, nationality, and obtaining the research samples. Other variables such as age and the longevity of
the profession are not included. Another limitation is that this study did not examine how far teachers were
implementing blended learning before the pandemic. Carrying out a cross-sectional study, the authors collected data
using a Google form questionnaire distributed to respondents through teachers and English lecturers from within and
outside the country between March 30 and May 2021. Thus, the conclusions of this paper must be taken with
caution.

3. Results and Discussions

The present study sought to determine whether male and female English teachers differ significantly in multimedia
knowledge. Table 1 shows the multimedia knowledge of each gender (Male = 33 and Female = 87), and females
obtained a higher mean score than males.

Table 1. The Multimedia Knowledge of Each Gender

No Gender N Mean SD
1 Male (1) 33 3,42 1,46
2 Female (2) 87 4,02 1,81

Meanwhile, Figure 1 indicates a significant difference in multimedia knowledge between male and female teachers.
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Figure 1. Male and female teachers' multimedia knowledge

A Mann-Whitney computation revealed a statistically significant difference between female and male English
teachers since the value obtained is 0.031, lower than 0.05. Female teachers have higher multimedia knowledge in
remote teaching practices. This finding is in line with some studies (Al-swalha & Suliman, 2017; Hamzah et al.,
2014), which revealed that multimedia is affected by gender and academic qualification. Conversely, Altawallbeh et
al. (2015) and Hina et al. (2017) mention that gender does not differ in multimedia knowledge. This finding suggests
that teachers need to upgrade their multimedia knowledge and practices in remote teaching modes since they strive to
embrace new technologies to overcome limitations arising from the tyranny of distance (Trajanovic et al., 2010; Cai,
2012; Karipi, 2019) to add student-student and teacher-student connectedness (Sulistyo et al., 2021).

Next, this study investigates the multimedia knowledge of EFL teachers from Indonesia (N=108) and other countries
(N=12), as seen in Table 2 and Figure 2.

Table 2. Multimedia knowledge based on nationalities

No Nationality N Mean SD
Indonesian (1) 108 3,86 1,74
Non-Indonesian (2) 12 3,83 1,80

Table 2 indicates that the mean score difference is minimal or statistically equal. There is no significant difference in
multimedia knowledge between EFL teachers from Indonesia and outside Indonesia, as shown in Figure 2.
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Figure 2. Indonesian and Non-Indonesian EFL teachers' multimedia knowledge
Figure 2 illustrates the computation result using Mann-Whitney, showing no statistically significant difference
between the multimedia knowledge of EFL teachers from Indonesia and outside Indonesia. The value obtained is
0.996, indicating no statistical difference between the two mean scores because they are higher than 0.05. The
pandemic seems to force all teachers around the world to apply remote teaching so that they adjust themselves to the
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new everyday lives of teaching in Namibia, as stated by Karipi (2019), Hong Kong (Hu et al., 2021), Turki (Aydin &
Erol, 2021), Indonesia (Sulistyo et al., 2021) and other countries. Despite internet connectivity and infrastructure, the
pandemic has forced all teachers to strive to be digitally literate (Aydin & Erol, 2021; Sulistyo et al., 2021;
Gonzalez-Frey et al., 2021). This rapid change might be the main reason why there is no significant difference
between multimedia knowledge in some countries. Thus, regardless of the nationalities of the EFL/ESL teachers,
multimedia media should be the tools used in the classroom since multimedia has the potential to support teaching
and learning processes in both face-to-face and online modes (Ruscher et al., 2010; Mantiri, 2014; Aydin & Erol,
2021).

The third survey question dealt with the academic qualifications of participants. Three levels were used:
undergraduate, master, and doctoral. Table 3 shows the result of the mean scores of the three levels.

Table 3. The EFL teachers' multimedia knowledge is based on teachers' academic qualification

No Academic Qualification N Mean SD
1 Undergraduate (1) 31 3,55 1,39
2 Magister (2) 66 3,94 2,01
3 Doctor (3) 23 4,04 1,26

Table 3 shows that the majority of the teachers (N=66) have master's degrees, followed by undergraduate (N=31) and
doctoral degrees (N=23). The mean scores of the three groups indicate that the doctoral group has a higher mean
score than the other two. Somehow, the computation result using the Kruskal-Wallis rank-sum test does not show a
significant difference, as presented in Figure 3.

aducaton
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Figure 3. The computation of the Kruskal-Willis rank-sum test on academic qualification

Figure 3 shows that a value of 0.4812 was obtained from the computation of the participants' academic qualifications
and multimedia knowledge. It is higher than the 0.05 significance level. It indicates no significant difference among
the three levels of participants. It implies that levels of education do not correlate to the teachers' competencies in
understanding and applying multimedia in remote teaching. This finding is in harmony with the results of other
studies (Hamzah et al., 2014; Hina et al., 2017). It is strongly assumed that teachers' digital literacy increased
similarly across academic qualifications due to the sudden change in the teaching-learning process from face-to-face
to remote teaching because of the pandemic. Thus, teachers were forced to be more digitally literate since
multimedia was a promising avenue for instruction ( Sayeski et al., 2015; Aydin & Erol, 2021), so multimedia
knowledge was needed (Wekke & Hamid, 2013).

The fourth question of the present study dealt with teachers' multimedia knowledge and the type of institution where
they are teaching (see Table 4).

Table 4. Teachers’ multimedia knowledge and type of institution

No Institution N Mean SD
1 Tertiary (1) 15 3,07 1,39
2 Secondary (2) 32 4,03 2,51
3 Primary (3) 73 3,95 1,32

Table 4 shows that most of the respondents teach at elementary school (N=7), followed by secondary school (N=32)
and tertiary or university level (N=15). The mean scores imply that they have similar multimedia knowledge. The
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statistical computation is presented in Figure 4.

b 1

1 2 3
=3

Figure 4. The computation of the Kruskal-Willis rank-sum test on the type of institution

The statistical computation in Figure 4 proves no statistical difference among the participants' mean scores based on
their institution or level of education. The value obtained from the Kruskal-Willis rank-sum test on the participants'
institution is 0.1402, which is higher than 0.05. Thus, it is concluded that the participants' institution does not
correlate significantly to the participant’s multimedia knowledge level.

Karipi (2019) suggests that distance educators are more familiar with new technologies or multimedia to minimize
the limitations of remote teaching. Last, teachers' perceptions of multimedia knowledge were also investigated. The
majority (103) view remote teaching positively, and the remainder (N=16) have negative perceptions (see Table 5).
Meanwhile, the statistical computation in Figure 5 indicates whether teachers' perceptions of multimedia correlate to
their multimedia knowledge.

Table 5. Teachers' perceptions towards multimedia knowledge

No Perception N Mean SD
Negative (1) 16 4 1,46
Positive (2) 103 3,83 1,79

poception £ 1

e 10

Figure 5. Teachers' perceptions of multimedia

Even though the negative perception group has a higher mean score, there is statistically no significant difference
between the two groups. They still have similar multimedia knowledge since the value obtained is 0.5579, which is
higher than 0.05. It is concluded that they have equal multimedia knowledge when applying remote teaching modes,
whatever their perceptions of multimedia. The rapid change of teaching modes forced teachers to equip themselves
with multimedia knowledge resulting in different perceptions of remote teaching. It is in line with a study that reports
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teachers have different behaviors regarding remote teaching (Dijkema et al., 2019). However, Hina et al. (2017)
reported that their experiences influence teachers' perceptions of teaching.

Teachers should be prepared in the teaching and learning process regardless of gender, academic qualification,
nationality, type of institution, and perceptions towards multimedia. Teachers who used technology and practiced
blended learning before the pandemic had easier transitions to remote teaching for both themselves and their students,
and most teachers learned remote teaching strategies and tools while they were teaching remotely. The study
suggests that in-service teacher training and support and remote professional development programs would enable
teachers to develop the knowledge and skills to teach with technology in any format or situation, including online,
remote, or blended settings (Trust & Whalen, 2020).

Besides investigating the demographic factors of the teachers in remote teaching, the present study also highlights
the implementation of multimedia in remote teaching. First, this survey asks the teachers about the design and
delivery of instruction in teleconferences. The majority (61.7%) chose D: combining method A and method B by
integrating music and animation when explaining the materials using PowerPoint presentations (see Figure 6).
Meanwhile, 7.5% chose method A in which teachers explain the topics using PowerPoint presentations accompanied
by background music. Ten percent of all respondents choose method B, which is to explain the topics using
animation. Many teachers thought that background music and animated objects made their presentations attractive,
thus motivating and engaging students in learning. According to the teachers, background music will likely generate
a relaxing atmosphere. Meanwhile, providing animated objects such as famous cartoon characters or moving animals
keeps their students entertained and engaged in learning.

It is interesting to note that method A, method B, and the combination of both methods hinder students from learning
new material. While listening to the teacher's explanation simultaneously, background music or animated objects will
likely result in students' split attention (Kalyuga, Chandler, & Sweller, 1999). Background music and animation
create an extraneous load that drains students' cognitive energy because those two extrinsic elements do not benefit
schema acquisition (de Jong, 2010). The extraneous cognitive load is associated with diverting cognitive resources
on activities irrelevant to performance and learning. In addition to the background music and animation, external
design-related factors imposing extraneous cognitive load may take various forms such as direct instruction,
exploratory environments, use of various modes (verbal and pictorial), and modalities (Kalyuga, 2009). However,
Kalyuga (2009) said that the extraneous load is not a problem if the topic of instruction is not too complex. That is,
students, understand enough about the topic and have low interactivity. On the other hand, the extraneous load
becomes a severe problem if the topic of instruction is entirely new to students.
During the teleconferece, a teacher should do the following:

24 /120 correct responses

A explaining the students using

power point with background m

B. explaining the toplc to the

studenis using animated virtual

/ C. explaining the topic to the 4 (20
students using texts and Image b

D. combining method A and
method B to make the students..

A explaining to the students

using powear point with backgro

10 Gl a0

Figure 6. Teachers' knowledge of the coherence principle

(method C). Instead of using extrinsic elements to distract attention, these teachers explain new topics to their
students using PowerPoint presentations containing relevant text and pictures. Being relevant means that the
instructional materials in texts, pictures, and narrated explanations contain coherent elements that promote learning.
Faced with these materials, students exert their cognitive capacity for necessary processing or generative load. This
way, the students organize the essential material and integrate it with prior knowledge (Kalyuga, Chandler, & Sweller,
1998).

This survey asked the teachers about the design of PowerPoint presentations when explaining the occurrence of
lightning (Figure 7). To answer this second question, the teachers give various responses. The minority (6.6%)
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mention that none of the methods are suitable for explaining lightning events. Meanwhile, 14.2% think all methods
are suitable. Quite interestingly, the majority of teachers (70.8%) have chosen method B; they thought that presenting
multimodalities such as images (visual), added with some additional texts, and narrated explanations from the
teachers (auditory) made students understand lightning events easily. Meanwhile, only 7.5% of respondents chose
method A: providing an auditory explanation by presenting an image and short texts.

This study found diversity in teachers' knowledge of teaching using multimedia. This second question leads to
whether or not it is essential to add relatively long additional text to the picture about the lighting occurrence. The
image of the lightning and explanations from the teacher are informative enough to help students understand the
lightning process. In other words, the respective sources of visuals (images or words) are fully intelligible on their
own. Thus, placing additional similar texts as the teacher’s narrated explanation would make the presentation
redundant (Chandler & Sweller, 1991). Such texts only turn into an extraneous load, distracting the students'
attention. In this situation, the learners pay attention to the teachers' explanations, the image of lightning, and the
long texts altogether. This activity splits the learners’ attention and results in a high cognitive load (Sweller, Chandler,
Tierney, & Cooper, 1990; Sweller & Chandler, 1994). However, providing redundant information is quite effective
for novices who do not have prior knowledge about a particular topic and those with impaired hearing (Kalyuga,
Chandler, & Sweller, 1998). Additional information seen as extraneous load depends on the students' prior
knowledge. The more knowledgeable they are with particular topics, the more likely they will view the additional
information as an interfering variable that distracts learning.

Look at picture A and picture B, Which one is better when a teacher explains the occurrence of

lightning?

Figure 7. Teachers' knowledge of the redundancy effects

The third question in this survey asked teachers how to hold the students' retention to focus on a particular object, a
piston. Surprisingly enough, the majority of the teachers (53.8%) chose picture A: showing all components of
machine tools added to the detailed information such as brake fluid in the tube, smaller piston in the wheel cylinder,
brake shoe, brake drum, brake pedal, and piston in the master cylinder (Figure 8). Meanwhile, only 34.5% chose
image B, which explains the working of the piston by highlighting the image of the piston and giving the
corresponding text that reads, "This is the piston in the master cylinder."”

Look at picture A and picture B. Which picture s better when the teacher explains about the tool
called "piston*?

a ) ocammect responae

C. Hoth pictures ure oo

i

Figure 8. Teachers' knowledge of the signaling effects
The respondents have indeed found it difficult to avoid detailed information in lessons. For the ESP class, explaining

Published by Sciedu Press 191 ISSN 1925-0703 E-ISSN 1925-0711



http://wjel.sciedupress.com World Journal of English Language \ol. 12, No. 6; 2022

materials related to technical systems such as machinery, electronics, and electrical engineering often involves many
complex components. For that reason, picture A looks detailed because of the corresponding texts with each part of
the engine. However, providing too detailed information will likely result in cognitive overload because the details
become extraneous material.

Respondents generally showed a reasonably good knowledge of spatial contiguity (Figure 9). Most (70%) of the
respondents chose figure A, representing spatial contiguity: locating the corresponding texts next to the part of the
brain image (check question 4 in the appendix). When the corresponding text is placed close to the image, it is easier
for the brain to process information (Kalyuga, 2009). When pictures and corresponding words are spatially close
together on a page or screen, students do not use their cognitive capacity too much to search the page or screen
visually. This technique helps students to remember the interdependence of text and pictures at the same time.

On the other hand, if the positions of the printed text and corresponding images are far from each other, students are
likely to use their cognitive capacity to search, scan, and combine the images and text at the same time, which
hinders them in perceiving the essence of the information. Moreno and Mayer (1999) had mentioned that students
performed better on a transfer test when the on-screen text was placed next to the corresponding element in the
animation than when it was placed at the bottom of the screen. By contrast, separating the brain image from the
printed texts creates split attention since students successively search and match words and pictures. This searching
and matching process consumes cognitive capacity.

Which picture is better when a teacher explaing brain anatomy?

/A Ploture A
Count: 84

D None s good

Figure 9. Teachers' knowledge of the spatial contiguity effects

Respondents were also asked about the instructional modality they use in remote teaching (check question 5 in the
appendix). Their responses were quite diverse (Figure 10). For example, 3.3% chose podcasts, 3.3% preferred
sharing PowerPoint presentations, and 20.8% shared both materials individually. Meanwhile, the majority, 72.5%,
chose to distribute PowerPoints accompanied by narrating explanations. Most teachers in this study designed
teaching media with multimodality (e.g., visual and auditory), which promoted student learning much better than
media with a single modality. The teachers found that designing media with multimodality (e.g., PowerPoint with a
teacher's narrated explanation) is relevant and appropriate in remote teaching, especially when the students encounter
complex and unfamiliar materials presented quickly (Kalyuga, 2009). For novices, the presentation of the text
(images and text) accompanied by an explanatory narration from the teacher is effective in helping them to
understand complex new concepts. Intrinsic load from the high interactivity of the elements from the new concepts is
reduced because some of the cognitive processing from the visual channel (text/image) can be off-loaded to the
verbal channel (teacher’s narrated explanation), which is free from overload. On the other hand, novices are likely to
find learning complex if unfamiliar sources of information are put in isolation (Low & Sweller, 2005).

However, proficiency or expertise in a particular domain considerably influences the modality's dependence. In other
words, multimodality is useful for low-knowledge students still struggling to learn new concepts. Moreno (2002)
stated that verbal guidance helps reduce cognitive load for students with low prior knowledge. On the other hand,
text alone is enough for capable students to learn or understand new concepts. This discussion concludes that
teachers must comprehensively understand their students' abilities to adjust their multimedia designs. Although
multimedia design with multimodality benefits novices, that is not always the case with advanced students.
Multimodality can become an extraneous load that hinders learning. As a result, the teacher must manage to design
multimedia useful for students. To teach new concepts, multimedia design with multimodality is feasible for
enhancing learning. However, as students' learning progress increases, teachers must encourage students to learn and
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solve problems independently.

To make students learn the topics better, a teacher should do the following

87 / 120 correct reeponses

B. Shkare a pawer point

C. Shave both podeast end powes

pamt individually.
/ 0. Share power poirt with .
teachars’ narmated axplanatior
{ 0 80 (4] 3

Figure 10. Teachers' knowledge of the multimodality effects

This study examined teacher’s ability to use segmenting techniques in remote teaching. Segmenting breaks the
explanation into bite-sized chunks whose presentation is controlled by the learner. This way, the learner can mentally
represent one portion of the system before moving on to the next. It is impossible to make the to-be-learned system
more straightforward, but it is possible to help the learner understand it by breaking the presentation into smaller
chunks.

The majority of teachers (69.2%) understood the principle of segmenting (Figure 11). They thought sharing video
recordings and providing opportunities for students to ask questions represented the segmenting technique. Watching
videos and asking the teacher is an excellent way to close information gaps that are likely to occur while learning
new topics.

Furthermore, respondents admitted that they usually share videos through their YouTube channels before holding a
teleconference. If the material is too difficult, the teacher makes several videos to explain the topic; complex material
creates much interaction from the elements of the concept. The more interactions of the various elements, the more
likely students will experience cognitive overload (Kalyuga, 2009).

In this study, teachers said that their videos were generally no more than ten minutes long. If they do not understand
a specific part of the video, they can play that part again. The teacher allows students to ask questions through
various channels such as instant messenger groups or teleconferences to improve students' understanding. With
videos, students understand the material at their own pace. This discussion concludes that a segmenting technique is
vital for students struggling to build mental models of relatively new material. Too fast and long material hinders
students from understanding lessons (Mayer & Moreno, 2003). Therefore, when students can process one segment
well, the following information will be easier to process than complex material that is not segmented. When retention
of the new concept is guaranteed (temporal contiguity), all video segments prepared by the teacher are available and
accessible to the students at any time.

Reducing part of the instructional materials from the intrinsic load is indeed necessary. However, designing more
adaptive multimedia for students' thinking skills/maturity is much more critical. For high-knowledge learners, the
material with a high degree of element interactivity does not enhance learning. They need to be challenged with more
complex materials.

Some strategies to adapt the instructional design in this context include identifying instructional procedures optimal
for learners with different levels of expertise, designing appropriate means for balancing the degree of instructional
guidance, and designing diagnostic instruments to measure levels of learner expertise (Kalyuga, 2014).
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To let students learn at their own pace, a teacher should do the following

83 / 120 correct responses

B. Shae he H»’lvlllllu]:"”;.é
alaconiarence

C. Give them homework I

otecrizaekeyic “_ s

Figure 11. Teachers' knowledge of the segmenting effects

This study also asked respondents about providing feedback to their students using digital apps. This study found
that almost half of all respondents (44.2%) chose method D: giving quizzes on digital platforms, setting up
auto-explanation from the app, and telling the students the quiz results (Figure 12). Viewed from the perspective of
temporal contiguity (Sweller, 1994), this method is indeed quite helpful for students to get the information they want.
By receiving machine auto-feedback, students instantly know why they have made mistakes or why they have made
correct answers. As a result, they do not have to wait for answers after the quiz ends. Some apps such as Socrative
and Formative have such an auto-feedback that teachers manage to prepare formative quizzes. However, this
auto-machine-based feedback has limitations regarding the scope of explanation, and it depends on how the teacher
provides information. From the authors' observation, numerous teachers often give little explanation to the auto
feedback in the apps.

By contrast, the other half (46.7%) chose method B in providing feedback: giving quizzes, telling students the results,
and explaining the results. The teachers deliberately did not give machine auto feedback when giving quizzes. They
felt that machine auto-feedback is only suitable for non-graded tests. This technique enables the students to practice
their low order of thinking, such as remembering and understanding new concepts. However, auto feedback should
be turned off in graded tests and let the students complete the tests. Otherwise, the students will likely become
demotivated with instant auto feedback if they make mistakes. Delaying providing feedback after the quiz is much
more effective. First, the students have many opportunities to ask their teachers. Second, the teachers gave a lengthy
explanation to the students about some weak areas in the quiz.

Feedback, in general, can be understood as a method that teachers use to help students understand lessons and guide
them on how to improve their learning. Thus, feedback aims to encourage continuous improvement of performance
towards learning objectives.

The feedback issue in this present study becomes interesting when teachers use digital platforms in remote teaching.
Providing simple corrective automatic feedback in apps can be considered the lowest level of feedback interactivity,
but it is conducive for novices (Kalyuga, 2009). Although the scope of information in automated feedback is
relatively narrow, novices can learn from it and continue improving their skills until they become proficient in a
particular domain. Even though novices receive auto feedback at their own pace, they often fail to achieve a certain
level of competence, especially in complex domains. For that reason, Moreno and Mayer (2007) assert that
explanatory feedback, rather than only simple corrective feedback, is much more helpful in encouraging learning for
novices. Explanatory feedback is likely to provide practical external guidance for learners with lower levels of prior
knowledge. Koedinger and Aleven (2007) also reach a similar conclusion about the usefulness of extended feedback
when responding to learner problem-solving errors. The explanatory feedback is effective because it provides
external instructional guidance to fill in the gaps in students' internal long-term memory structures. In short, the value
of the teacher's explanation is that it is interactive so that the teacher can locate and correct the individual student's
actual misunderstanding.
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Students will learn better if a teacher do the following.
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Figure 12. Teachers' knowledge of the feedback effects

This study found that most teachers (75%) already know enough about personalized techniques (Figure 13).
Personalization is a strategy that teachers use to provide more realistic experiences, similar to face-to-face situations
in traditional classrooms. Online students often feel trapped by feelings of remoteness or alienation and cannot
interact freely as in traditional classrooms. To achieve this goal, the teachers in this study made several efforts, such
as turning on the web camera, calling their students by name, and using personalized language when teaching online.

According to the majority, striving for a personalized impression in the remote teaching class is essential. Kaluga
said that the personalized approach created an authentic learner-centered experience for learners. Consequently,
teachers need to consider interacting through multiple content sources (synchronous and asynchronous), presentation
formats (turning on the webcam), and delivery means (using informal language, calling students by name). In a
personalized online class, teachers speak in an informal, conversational style, addressing the students as if they were
both sharing the learning experience. On the other hand, in a non-personalized version, teachers use a formal
monologue style and address students as observers. Moreno and Mayer (2000, 2004) observed that personalized
messages are more likely to lead to meaningful learning than those that use non-personalized messages. The
personalization principle promotes more active processing of the new information by having students relate the
material to themselves, thus creating more profound memories of the learning experience. When students feel they
are active participants in online classes rather than observers of the learning environment, they become more
engaged in learning. According to Pintrich and Schunk (2002), a personalized approach affects motivation and
students' cognitive resources to be assigned to the learning task. This finding concludes that personalized techniques
can influence students to spend more effort on the task. Since multimedia is designed to approach the direct
experience of interaction between teachers and the students, the latter will likely feel involved in authentic
experiences and be motivated to engage in learning.

Students might think that their teacher is present for them during the teleconference if their
teacher does the following.

90 / 120 correct responses
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Figure 13. Teachers' knowledge of the personalized effects
Published by Sciedu Press 195 ISSN 1925-0703 E-ISSN 1925-0711



http://wjel.sciedupress.com World Journal of English Language \ol. 12, No. 6; 2022

4. Conclusions

The COVID-19 Pandemic has empowered teachers to be more digitally literate because they have had to administer
online teaching and become familiar with its characteristics. As a result, their multimedia knowledge has
automatically improved. Multimedia seems to bridge the absence of face-to-face teaching and the learning process
since they are physically away. Of the five teachers' demographic factors, the only gender corresponds significantly
to their multimedia knowledge, and gender characteristics may have caused the level of their multimedia knowledge.
One of the reasons is that female teachers dominate the research samples. English teachers are often associated with
a gender-based profession in which women are more dominant than men. In addition to self-directed learning
(learning from YouTube, etc.), another factor is that female teachers also have a high intensity in social learning
activities such as attending webinars during a pandemic or having peer discussions with their colleagues. The other
four demographics, nationality, academic qualification, type of institution, and perception, can be neglected.

Apart from the demographics, the roles of multimedia and technology tend to be more critical in the EFL teaching
and learning process. This fact implies that, regardless of whether teachers' demographics correlate with multimedia
knowledge, they must adapt to a new paradigm and equip themselves with multimedia skills. The acceleration of
digital literacy and multimedia knowledge for EFL teachers is necessary to stimulate innovations and variations in
English language teaching (ELT).

This study has limitations, such as the coverage of teachers' nationalities and the number of respondents, and further
research should be conducted by including more teachers from more countries. Additional variables should be used
for teachers’ multimedia knowledge, such as age or profession longevity. The instrument needs to be refined and
expanded to measure teacher’s multimedia knowledge more accurately. Moreover, the broader participation of
samples might result in more conclusive data. Finally, involving students' perceptions and barriers in joining remote
teaching modes is strongly suggested.
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APPENDIX
Teachers' Multimedia Literacy Questionnaire

Dear Sir/Madam,

I am researching teachers' practice in using multimedia during remote teaching. This survey is intended to gather
information about teachers' knowledge and perspectives on the use of multimedia during remote teaching. I am fully
concerned with the informed consent issue. We fully guarantee your privacy and are just free to attend this survey.
Just in case you have questions about this issue, send me a message to my email.

| appreciate your help and attention to this survey. Thank you very much.

Author
Demography
1. Name:
2. Gender
a. Male
b. Female
Nationality:
Education

a. Undergraduate
b. Master
c. Doctor

5. Institutions:
a. Primary
b. Secondary
c. Tertiary (college)

Teaching using multimedia
1. During the teleconference, a teacher should do the following:

a. explaining to the students using PowerPoint with background music so that they become interested in
the teleconference

b. explaining the topic to the students using animated virtual background to get them interested in the
teleconference.

explaining the topic to the students using texts and images only.
combining method A and method B makes the students interested in the topic.

2. Look at picture A and picture B. Which one is better when a teacher explains the occurrence of lightning?
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As the siapped isader As the stepped leader nears e
@ound, it induces an opposie
charge, 50 posiively charged
‘particies from the groond rush
‘upwand 2long tha same path.
This upward moton of the
cument is the rstum skoke, and
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Gambar A

Gambar B

Picture A
Picture B
Both pictures are good

o o T ®

None is good

3. Look at picture A and picture B. Which picture is better when the teacher explains about the tool called

"piston"?

J — T
in the wheed Onlindex e
a. Picture A
b. Picture B
c. Both pictures are good
d. None is good

4. Which picture is better when a teacher explains brain anatomy?
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Gambar A

Gambar B

a. Picture A

b. Picture B

c. Both pictures are good
d. None is good

5. To make students learn the topics better, a teacher should do the following.

a.

b
c.
d

Share a podcast

Share a power point

Share both podcast and power point individually.
Share power point with teachers' narrated explanation

6. To get students' attentions to the certain points during the teleconference, a teacher should do the following.

a.

b
c.
d.
e

Show movies and interesting pictures.
Raise teachers' voice volume

Use the virtual pointer

Combine A, B and C.

Combine B and C.

7. Toallow students to learn at their own pace, a teacher should do the following.

a.

b
c.
d

Let them ask questions.

Share the recording of the teleconference.
Give them homework.

Combine A and B

8. Students will learn better if a teacher do the following.
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Give them a quiz through the app.
Give them a quiz, let them know the results, and give explanation about the results.
Give them a quiz through the app and let them know the results.

oo o

Give them a quiz, set the auto-explanation from the app, and let them know the results.

9. Students might think that their teacher is present for them during the teleconference if their teacher does the

following.

a. Call them by names.

b. Turn on the camera.

c. Use a personalized language
d. All answers are correct.

Teachers' views on remote teaching
1. 1 enjoy teaching my students in remote teaching method.

a. Strongly b. Disagree c. Agree d. Strongly agree
disagree

2. My students become competent through the remote teaching class | am teaching.
a. Strongly b. Disagree c. Agree d. Strongly agree
disagree

3. | can manage my remote teaching class quite well.
a. Strongly b. Disagree c. Agree d. Strongly agree
disagree
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