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Video case studies are commonly used in teacher training programmes, usually to develop one specific
area of competence. The need for an integrative model that meets diverse learning objectives and
competences led to a study on how to effectively use videos to guide student-teachers towards
professional development. The analysis of case studies helped develop a four-pronged holistic proposal
that places student-teachers in the role of both teacher and learner allowing the co-construction of
teaching knowledge and the acquisition of digital competences and media literacy. This article outlines
the pedagogical scheme and provides qualified evidence that supports arguments for its basis.

� 2011 Elsevier Ltd. All rights reserved.
1. Introduction

The use of video for educational purposes helps bring new and
imaginative perspectives to almost any subject matter, as it
encompasses the systematic and creative blending of product and
idea technologies (Hooper & Rieber, 1995) and engenders teaching
and learning processes within and across disciplines (Bednar &
Sweeder, 2005; Sweeder & Bednar, 2001; Sweeder, Bednar, &
Ryan, 1998). Moreover, it is increasingly common to find that, in
educational domains, questions emerge concerning the purpose
and the adequate approach to language and literacy education in
a world dominated by technological advances. In a shift from books
to screens, the use of image has gained ground and has contributed
to society moving "from print to post-print text cultures"
(Lankshear, 1997:1). Kress (2003:1) talks about a "revolution in the
uses and effects of literacy and of associatedmeans for representing
and communicating at every level and in every domain." The New
Literacy Studies movement1 is also responsible for a significant
impetus to the study of multimodality in literacy and language
learning. Thorne, Black, and Sykes (2009) underscore the influence
the New London Group has had on research perspectives in
language education and media literacy:
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Over a decade ago, the New London Group (1996) put forth
a manifesto that called for a broadening of traditional language-
based approaches to literacy teaching and learning to
acknowledge and accommodate emergent literacy practices
catalyzed by "the multiplicity of communications channels"
(.). (Thorne et al., 2009: 804)

Increasingly, researchers underline the mediating role of
teacher, peers, setting, language, and technology (Lantolf, 2000)
and in particular have begun to focus on communicative practices
that are based on technological mediation (García-Carbonell,
Rising, Montero, & Watts, 2001; Kendon, 2004; Thorne &
Reinhardt, 2008; Zheng, Young, & Wagner, 2009). While much of
the focus has been on the introduction of Internet into teaching and
learning environments, the role of videos should not be overlooked.
Given both the relevance that videos can have for knowledge
construction and the challenges their use in the classroom can
bring, it is reasonable that teacher training programmes include
contextualised video proposals integrated into their curricula.

Research shows that videos can provide significant input to the
overall development of future teachers (Cullen, 1991), moreover,
studies also show that student-teachers who learn to use tech-
nology during their pre-service studies are far more likely to
incorporate technology in their future classes than those who have
not had hands-on experience with its use (McKinney, 1998;
Goldsby & Fazal, 2000). This implies that teacher educators can
cover both theory and practice by using videos to serve a double-
folded objective: as a means for constructing knowledge and
developing reflective skills; and as a tool for forming critical video
consumers and producers.
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The use of video cases in teacher education is quite common
(Özkan, 2002; Masats, Sormunen, Hacklin & Ducos, 2007). Tradi-
tionally, such experiences could be grouped into three categories
according to the way in which videos were used: video-viewing,
video-modelling and video-coaching. Video-viewing is often used
as a method to focus student-teachers’ attention on certain topics
and to set up a base for class discussion and assignments. Video-
modelling is a means of getting student-teachers’ to focus their
attention on target skills or behaviour. Video-coaching has been
used to refer to the use of taped activities of the student-teachers’
themselves which then leads into group discussion.

The expansion of digital technology affords possibilities that go
beyond the aforementioned categories. Because technology has
become more accessible, cheaper and user-friendly, in-class video-
making is gaining popularity in teacher education.

This article focuses on the how these four alternatives can be
integrated into a sole socio-constructivist teaching approach. The
authors will first discuss the current situation of video-use in
teacher education, followed by an outline of a holistic proposal that
integrates the four above-mentioned uses of videos into the teacher
education programme. The proposal is then exemplified through
four different cases, each one specifically highlighting onemeans of
using video with teachers and student-teachers. An overview of
data from the cases is given. Each case has been dubbed with
a nickname associated with using videos.

2. Effective video use in the classroom: the role of
teacher training

It is a common feeling today that the ‘technological revolution’
has left primary and secondary teachers breathlessly running to try
to catch up and stay abreast of constantly evolving technological
advances. More than a decade ago, O’Sullivan, Dutton, and Rayner
(1998) talked of a ‘media saturated world’. Several years along,
technology has become even more mainstream and it is now
commonplace to hear educators talk of ‘new literacies’ (Alvermann
& Hagood, 2000; Hagood, Stevens, & Reinking, 2003; Lankshear &
Knobel, 2003) and ‘media literacy’ (see Goodman, 2003; Kist,
2005; Thoman & Jolls, 2005; Hobbs, 2007).

Media Literacy is a 21st century approach to education. It
provides a framework to access, analyze, evaluate and create
messages in a variety of forms -fromprint to video to the Internet.
Media literacy builds an understanding of the role of media in
society as well as essential skills of inquiry and self-expression
necessary for citizens of a democracy. (Thoman& Jolls, 2005: 190)

This implies that teachers must help their students move
beyond simply ‘viewing’ the multi-modal texts they will be
encountering daily. Students must be encouraged to use reflective
thinking and critical evaluation of what they are seeing and
hearing. The use of videos e in whichever way it is implemented e

can help promote a student-centred environment where the pupils
are learning by doing; as well as promoting a more critical
awareness of their consumption of media products.

Casting an eye to teacher training, it can be argued that there is the
added responsibility of going beyond demonstrating ‘teaching strat-
egies’; teacher training should encourage pre-service and in-service
teachers to learn to observe, reflect and think critically on their own
teaching strategies. In this sense, video-modelling and video-coaching
in teacher training can play an important role. Student-teachers
must learn to notice their own students ‘way of being’ and develop
practices that help them have insight into student thinking so that
they are better able to adapt to their students’ needs and the context
in which they are teaching. Research shows that, to a large degree,
student-teachers’ previously held knowledge and assumptions about
teaching are based on their own learning experiences (Pajares, 1992).
So teacher trainers are met with the challenge of ensuring that the
future teachers in their classrooms are not only able to stay abreast of
technological changes and be literate in multiple modalities, they
must also subtly nudge them to adopt teaching approaches that they
themselves have not necessarily experienced as learners.

The benefits (and challenges) of video-modelling and video-
coaching in teacher training have been well-documented as it is
evidenced by the wide body of literature on both topics (for video-
modelling see, among others, Abell, 2004; Beck, King, & Marshall,
2002; Bliss & Reynolds, 2004; Campbell, 2004; Copeland &
Decker, 1996; Dexter, Anderson, & Becker, 1999; Friel & Carboni,
2000; Kellogg & Kersaint, 2004; Nemirovsky & Galvis, 2004;
Masingila & Doerr, 2002; Perry & Talley, 2001; Wong, Yung,
Cheng, Leung Lam, & Hodson, 2006; and for video-coaching, see
Atjonen, 1998; Gamoran Sherin & van Es, 2002; Kpanja, 2001;
Nilssen, Gudmundsdottir, & Wangsmocappelen, 1998; Oonk,
Goffree, & Verloop, 2004; Sharpe et al, 2003; Spurgeon & Bowen,
2002). Yet, video-viewing and video-making tend to play a minor
role in teacher education and, as Gamoran Sherin & van Es indicate
(2002:2535), "more research is needed to understand the affor-
dances of video for teacher education and those aspects of teacher
cognition that are influenced by the viewing [andmaking] of video".

We suggest that the aforementioned activities (video-model-
ling; video-coaching, video-viewing and video-making) can play an
integrative part in a holistic teacher education proposal. Further-
more, while the content of videos used in teacher education is
important, the way they are actually used may be even more so.
Thus, our proposal aims to provide a series of coherently integrated
video activities that guide future teachers through the co-
construction of knowledge. In order to do so, we have devised
a four-pronged integrated scheme that can be carried out to help
ensure quality teacher education.

3. Analytical approach

Several video case studies were carried out over the course of
a three year period in initial teacher training programmes for
primary and secondary education in order to determine whether an
integrative approach to video use in teacher educationwas effective.
Longitudinal collection of case studies and students’ reflections on
the work done allowed the authors to draw hypotheses concerning
how to design a holistic scheme of different video activities. These
hypotheses were then highlighted and tested for validity through
end-of-term surveys and focus group discussions of participants
from each case. However, longitudinal data collection was not
specific to individual teacher-students (data pertain to groups) and
are therefore presented here as cross-sectional for each case.

To maintain coherency throughout the study, the surveys fol-
lowed similar formats for all the groups. The survey was inten-
tionally short and required minimal time and effort to complete to
ensure that a maximum number of participants would fill them in
(all of the questions are included in Annex 1). The participants used
their university ID numbers for the coding. The answers were
collocated on a 6 point Likert scale with the following values:

0 ¼ Not at all
1 ¼ Minimally
2 ¼ Somewhat
3 ¼ Average
4 ¼ Much
5 ¼ Very much

Once the results from the surveys had been compiled, focus
group members (four) from each group were invited to take part in
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semi-elicited interviews. To choose the focus group members, the
survey responses were coded and answers were compiled first.
Then eight random surveys were chosen (by a third person who
was not involved in the courses) to represent as wide a variety of
answers possible (answers ranging from very negative to very
positive). The codes were then matched to the names of the
respondents and they were invited to join the focus group. In the
case of a member who preferred not to attend, the member who
corresponded to the next coded survey was contacted. All the
members were ensured anonymity in publications stemming from
the discussions and were asked to sign consent forms for use of the
data (both face-to-face discussions and online production). The
discussions were held after the course was finished in order to
limit, as much as possible, worries by the participants that their
answers would influence their final mark.

The data were analysed according to the driving questions for
the study:

-Is interesting and relevant video content sufficiently educa-
tional to have an impact on student-teacher paradigms or is the
way the content is exploited more important?
-Which are the most appropriate conditions for promoting
introspective practice in student-teachers?
-Can videos in teacher education be used to heighten attention
to the underlying order of classroom interaction?

The analysed cases involved varying approaches and learning
objectives but were, at the same time, leading the student-teachers
towards a fuller competence in the use of video as a teaching tool.
The selected testimonials provided in this article pertain only to
members of the focus group. They were selected to illustrate the
points that emerged with the most frequency from the discussion
groups (e.g. "using videos helped me most to ."). For sake of
brevity, we will provide selected case studies from both pro-
grammes to illustrate each prong rather than describing the whole
scheme twice. Case 1 & 2 were implemented in a Training Pro-
gramme for pre-service primary teachers. Case 1 was part of
a Foreign Language Teaching Methods course and Case 2 occurred
during tutoring of school placements. Cases 3 and 4 took place in
a Foreign Language Teaching Methods course in a Training Pro-
gramme for pre-service secondary teachers.
4. Results: sample cases of a four-pronged integrated scheme

The data derive from the implementation of the four-pronged
scheme for teacher education at both primary and secondary
levels, however, to provide a balanced view of the two parameters
without beingwordy; two cases from each level are given here. This
point is highlighted in order to ensure that there is no confusion for
the reader; it should be borne in mind that the four components
were carried out at both levels because it is our understanding that
all teacher education courses should include this holistic model.
4.1. Case 1: re-winding2

This model expands on the traditional use of video-viewing in
teacher education. This proposal moves student-teachers from
2 Case one was originally designed for the Minerva project entitled OVIDE:
Online Video In Digital Environments (223249-CP-1-2005-1- NL - Minerva- M). The
authors of the content for this case are Dolors Masats (Universitat Autònoma de
Barcelona, Bellaterra), Milós García & Núria Mora (University Practice School: Emili
Carles Tolrà, Castellar del Vallès, Barcelona). This case is analysed in greater detail in
Masats & Dooly (2007).
simply watching a video of a classroom event or a sequence of
activities to a process of reconstruction of the teacher’s plans.
Teachers must have bi-focalised perspectives in their planning and
implementation, especially in cases of content and language inte-
grated learning and other similar communicative language
teaching approaches. This model departs from that necessity.

4.1.1. Case 1: description
Many schools throughout Europe are starting to adopt both

Content and Language Integrated Learning (CLIL) and Project-Based
Learning (PBL) approaches. Thus, it can be argued that pre-service
teacher education programmes should offer student-teachers the
possibility of becoming acquainted with both methodologies in
order to guarantee they will know how to plan, implement and
evaluate interdisciplinary projects once they become teachers in
service.

In case 1, student-teachers were asked to view a video clip
produced by a 5th grade English (as a foreign language) class.
The video was the end product of a science project focused on how
to protect the environment. After viewing the clip, the student-
teachers then had to try to outline the plan the 5th grade teacher
had followed to get the primary pupils to produce their video.
In order to do this, student-teachers were divided into groups of
four to discuss how the primary teacher had planned such a project
(linguistic contents, non-linguistic contents, outcomes, activities);
see task outline in Fig. 1. Then new groups of four were formed,
each containing one member of each previous group, and together
they had to fill in a planning grid to sketch out what they felt
matched the original teaching plan. The discussions were done
synchronically in a virtual forum. The first discussion was done
online, through a forum on a virtual classroom in which the
students could also access the video file.

The idea of carrying out the task in the computer room had
a two-fold objective: a) student interaction was recorded and
therefore could be used to discuss the results of the third task (the
various rationales students had produced for this project): b) all
students were ‘gently’ forced to participate in the discussions.

Following the completion of the online activity, two new forums
were set up in the online platform. In one of them the student-
teachers in the TEFL course were asked to evaluate the online
activity and in the other one the use of the video to conduct such an
activity.

At this point, what we have called re-winding phase began.
Student-teachers were requested to view the video again. This
time, viewing was accompanied by a set of guiding questions (see
Fig. 2) aimed at helping them recognise (a) the scientific concepts
dealt with in the primary class through this video project (it should
be recalled that the clip derives from a CLIL course) and (b) the need
to conceptualise the final product of a project before actually
planning the tasks that would lead to its completion.

This task provided the necessary scaffolding for the student-
teachers to design and plan their own projects: theoretical frame-
work, target students, teaching objectives, learning goals, contents
to be learnt/taught, end product, outcomes, resources, timing,
assessment, etc. (See mind-map elaborated by a group of student-
teachers to outline their project in Fig. 3).

4.1.2. Case 1: survey and focus group
The semi-elicited interviews in this focus group showed that

student-teachers were not fully aware of the necessity of efficient
planning when they first viewed the finished teaching outcome.
As was expected, the first viewing only elicited descriptive
comments about content even though they expressed enthusiasm
about the fact the video was a real product made by primary
pupils. This correlates with the earlier hypothesis held by the



Fig. 1. Online discussion tasks.
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authors that even if the content of a video is interesting, viewing
only becomes educational if it is appropriately exploited in the
classroom. A post-course survey (completed by 32 students)
indicated that they felt that the materials and activities, and
the way in which they were used were efficiently applied by the
instructor and that, overall, they had greater understanding of the
teaching process.

Comments from the focus group discussions provided even
richer detail of the type of learning that took place. The group
discussion stemming from the guiding questions allowed student-
teachers to look at the video with different eyes. They were able to
grasp the linguistic and scientific contents included in the video
and to better comprehend the process the primary teacher
Answer briefly the following questions :

1.- Textual purpose. Who would be the tar
composer of the video want us to know?

2.- Textual structures and features. What 
What do the images suggest? What do the
used in the video?

3.- Construction of characters. How are the
many characters are being constructed?
represented the characters in a particular w

4.- Gaps and silences. Are there “gaps and sil
the video? What has been left out of the v
video not raise?

5.- Whose view: Whose reality? What view
How? What is real in the video? How wou
in another time, place or culture?

6.- Interrogating the composer: What kind
composed the video? What view of the w
video assume that the viewer holds? How 

7.- Multiple meanings. How do the context
represented? How else could the video h
rely on intertextuality to create its meaning

Fig. 2. Guiding questions for the re-winding phase. Source: These questions w
followed to get her pupils to produce said video. This is mentioned
by one of the focus group members.

"I was surprised to become aware that I did not know how to see
things when I first viewed the video. I could imagine that the
task of creating a video was very motivating for the primary ed
[sic] students but I did not notice that in order to produce it they
had learnt science and language too. Our TEFL teachers always
are saying us [sic] that our lessons should not focus only on
a single point of grammar. I did not understandwhat theymeant
until I saw that the students were producing imperatives,
descriptions and dialogues and the like for the same video.”
(Alexis, Session 2, Focus Group 1)
get viewer of this video? What does the 

sort of genre does the video belong to? 
 words suggest? What kind of language is 

 characters constructed in the video? How 
 Why has the composer of the video 
ay?
ences” in the video? Who is missing form 

ideo? What questions about itself does the 

 of the world is the video representing? 
ld the message be different if it were told 

 of pupils, and with interest or values, 
orld and values does the composer of the 
do we know?
ual factors influence how the message is 
ave been produced? How does the video 
?

ere adapted from: http://wwwfp.education.tas.gov.au/English/critlit.htm.

https://xpv.uab.cat/English/,DanaInfo=.awxyitEkk2lk4u11O9r-S09FWyH+critlit.htm


Fig. 3. Mind map produced by a group of student-teachers.
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4.2. Case 2: zooming in

Case 2 is sustained in the belief that video-coaching offers
student-teachers stimuli for personal reflection. As in most video-
coaching proposals, student-teachers engage in reflection on their
own teaching practice, however, this model also facilitates learning
about evaluation and continual assessment processes and teacher
behaviour by providing carefully scaffolded peer-assessment
techniques. It is our position that an essential part of becoming
a good teacher is being able to reflect on one’s teaching practice.
Taking Watson’s (1997) notion of ‘reflexive monitoring’, it is
possible to draw a connection between a higher level of critical
awareness about one’s process of ‘knowing’ and the practice of
reflective teaching through the use of carefully oriented, focused
introspection.
4.2.1. Case 2: description
Student-teachers prepared vignettes that explicitly highlighted

doubts and areas where they would like input from their peers. The
vignettes were accompanied by video-clips. The student-teachers,
as peer-evaluators, were expected to put themselves in the role of
teacher and to know how to provide guidance and constructive
criticism. Using videotaped recordings of different moments in
their practice teaching, the student-teachers were encouraged to
critically examine their values, assumptions, theories and strategies
that underlie their behaviour and their decisions in the classroom
(Schön, 1988). In this way, student-teachers could make connec-
tions between philosophical and educational theoretical frame-
works as well as attempt to make their own practice as transparent
as possible (Guilherme, 2002) to themselves, their peers and their
faculty teacher.
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In order to promote critical thinking while designing their
teaching sequences, the student-teachers were first asked to come
up with a general idea of what they would like to do during their
teaching sequences. These ideas were posted in an online forum
(the students, faculty teacher and school tutors were members of
a Moodle space). Their peers, their school tutors and the faculty
teacher then gave them ideas and suggestions on how they might
develop these initial ideas into a teaching sequence. This was fol-
lowed by a face-to-face tutoring session to further discuss the ideas
and to answer possible doubts and questions. The student-teachers
were encouraged to bring materials that they felt might be useful
for their peers in their teaching units.

Following this ‘virtual brainstorming’ session each individual
student-teacher had a fixed date to upload their planning in the
Moodle site and the following week, after giving their peers time to
go over their proposals, each student presented their proposal in
a face-to-face session, as well as presenting problems that they still
wished to resolve (see Fig. 4). Their peers, school tutors and teacher
educator then gave them further input, based on the recent revi-
sions and final doubts and questions posted (all captured screen-
shots have been anonymised).

Next, taking into consideration the feedback given to them up to
this point, the student-teachers made their final revisions on their
teaching units and finally, they implemented them in their schools.
During the implementation period, the student-teachers were
expected to keep a weekly update on how they felt that the
experience was progressing. They had ‘orientation’ in the form of
questions they could ask themselves and ponder after each session.
It was not compulsory to use these guidelines but all of the student-
teachers did so. They kept individual journals and posted selections
from their diaries in the weekly forum for discussion with their
peers (Fig. 5).

The student-teachers were also expected to videotape their
teaching unit sessions. The next steps for the student-teachers
involved viewing the sessions individually e this allowed them the
possibility of screening the material and to personally select the
clips that they wanted to discuss with their peers. (The students
volunteered to share their editing skills with each other, thus
Fig. 4. Virtual br
further promoting collaboration amongst them.) The teacher
educator asked them to focus on moments that they felt proud of
their teaching and if possiblee and if they felt comfortablewith the
idea e to bring in clips of moments where they felt that they
needed suggestions ‘for improving’ their teaching strategies.

4.2.2. Case 2: survey and focus group
In this particular case study, encouraging students to watch

themselves in a positively critical light so that they might identify
elements worth changing requires carefully planned sequenced
activities that guide the students to a critical understanding of their
own teaching. In the post-course surveys of this focus group
(9 completed as it was a small tutorial group), the student-teachers
again stated that they felt they had assimilated teaching compe-
tences, although they mentioned feeling awkward at first about
watching themselves in a video.

It is important to help students avoid focusing only on ‘bad
things’ they’ve done. As Yip (2006) has pointed out, if introspective
practice is not carried out under appropriate conditions, it can be
destructive and even contribute to problems in both professional
and self-development. They may become too self-critical or even
frustrated about their possibilities for progress. Therefore, the
student-teachers had to be coached in peer reviewing and peer-
assessment before-hand.

"At first it was really hard to listen to the others’ input, especially
when it was negative. I am shy and I don’t like to be exposed. I
hated it the first time but later it got easy. I now know how to
accept criticism and also to give it." (Núria, Session 3, Focus
Group 2)

They also indicated that, due to the large amount of feedback on
their teaching sequence drafts prior to implementation, that they
were not only more mentally and emotionally prepared for
‘zooming-in’ on their teaching practice through the video clips,
they felt more confident of the whole outcome.

"I feel ready to teach. When I started out I thought I knew
nothing. After input after input after input and so much
ainstorming.
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feedback from everyone I really felt I know how to plan and
implement teaching units." (Ana, Session 3, Focus Group 2)
4.3. Case 3: Freeze-framing3

It is generally accepted that language teachers need to be
competent in the target language. However we argue that they
must also be efficient in the use of the language in meaningful
situations in order to scaffold students’ learning process. This is
even more important in CLIL classrooms, in which learners are
trying to acquire non-linguistic knowledge through a foreign
language. Nonetheless, despite the fact that teacher talk plays a key
role in the process of knowledge construction, very few student-
teachers are aware of the need to plan their talk. This model
develops from video-modelling proposals in which student-
teachers watch an example of ‘best practice’ carried out by an
expert teacher. The proposal breaks down the teacher’s behaviour
and classroom interaction into frames so that the student-teacher is
able to focus on minute details of how the expert teacher imple-
ments the activity sequence.

4.3.1. Case 3: description
Student-teachers were asked to view a video in which a CLIL

teacher was going through the principles of Newton’s Law with
a group of secondary students. This served as a starting point to
reflect upon elicitation techniques. The student-teachers were told
to pay attention to how the secondary teacher elicited information
from her students and to observe the kind of interaction she
promoted. In order to do so, they first had to transcribe fragments
of the video and select examples of elicitations. They were asked to
do so in order to raise their awareness that language is learnt when
it serves as a lingua franca for acquiring knowledge from other
curricular areas.
This case was originally designed for the Minerva project entitled OVIDE:
ine Video In Digital Environments (223249-CP-1-2005-1- NL - Minerva- M).
s case was designed by Dolors Masats (Universitat Autònoma de Barcelona,
aterra).
The next step combined video-coaching (as described in case 2)
with video-modelling by asking them to compare videos of their
own interactions during their school placement with the now
visible discursive features found during the transcribing process.
This was further aided by reading and led to open reflection upon
how they elicited information from their own (placement school)
students (see Fig. 6). The student-teachers were asked to post their
reflections in a forum. By prompting discussion through asyn-
chronous communication, the student-teachers were encouraged
to reflect even more profoundly on the learning processes they had
observed in the videos and to consider their own performance.
Through the forums, the teacher trainer had access to group
learning that took place ‘externally’ andwhich is usually invisible to
the trainer.

The posts reveal that learners did not simply provide a descrip-
tion of their actions; instead they questioned and/or justified them
based on the knowledge gained through theworkshop and through
the course literature. After the completion of the online activity4,
a new forum was set up and the student-teachers were asked to
evaluate the online activity and the use of the video to carry out this
type of analytical activity. Examples of posts of this kind are given
in Fig. 7.

4.3.2. Case 3: survey and focus group
The fact that student-teachers could see the video (online) as

many times as they wished made the task of transcribing and
analysing how the secondary teacher elicited questions easier. The
post-course survey (total of 16 surveys completed) showed that the
student-teachers felt that the materials (including videos and
video-transcriptions) were appropriate to their learning and that
they were efficiently used to guide them towards more teacher
knowledge. The focus group discussions also mentioned that
having access to the transcription of the video also helped their
comparison and final reflection. Transcribing is a form of analysing
(Psathas & Anderson, 1990; Nussbaum, 2006; Masats, 2008)
4 For a more complete analysis of how technologies, in this particular case, play
an essential role in the construction of knowledge in cooperative learning, see
Masats & Dooly (2008).



Fig. 6. Student reflection on elicitation practices.
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because it brings attention to the underlying order of discourse as
opposed to merely listening and viewing the interaction. It is one of
the forms of freeze-framing as the student-teachers focus on
minute discursive details and become more aware of the
complexity of teacher talk, including non-verbal language. It is also
an under-exploited advantage of video use in teacher education.

"Transcribing is a time-consuming activity but it was useful to
me because I could see things that I had not noticed when I first
viewed the videos. I do not mean that the video was not
important, though. It was. Things like gestures, gazes or
Fig. 7. Student observations about
intonation changes are difficult to capture when you are tran-
scribing. After doing the task, I could even understand the
course readings better, but it is scary to see that as teachers we
need to plan everything, evenwhat wewant to say"(Montserrat,
session 4, Focus group 2).

As we can see in the extract above, freeze-framing as under-
stood here (video-viewing and transcribing) also gives students the
opportunity of going beyond the analysis of teacher’s discourse to
reconsider what teaching effectively means and what planning
entails. This idea is even more clearly evident in the next fragment:
usefulness of video-modelling.
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“When I preparedmy class on the differences between the diet in
themiddle ages and today’s diet, I spent hours and hours looking
for nice pictures to illustrate my PowerPoint and on checking
how certain foods are said in English, but I never thought about
what I was going to say when I presented the PowerPoint to my
students. The activity did not develop as I expected even though I
invested a lot of time in planning it. The task that we have done
now, analysing how teachers elicit information from students
made me realise that I was all wrong. Why didn’t it occur to me
that I had to plan what I was going to say? I have viewed the
recording of my class again and can say that I am not like the
teacher we observed. She elicited information from students, I
simply asked themquestionswith no purpose and itwasmewho
answered them before my students had time to do it. I’ve always
thought that planning is important, but I was not aware until
now, I mean, until we completed the video activity, that planning
our discourse was necessary” (Serena, session 4, Focus group 2).
4.4. Case 4: Bird’s eye-viewing 5

This case is based on the idea that video-making can be a vital
tool for participative knowledge construction, especially in project-
based learning and the use of technology in class (Masats, Dooly &
Costa, 2009; Dooly & Masats, 2011) Research shows that student-
teachers tend to replicate their own experiences as learners, as
well as falling back on more traditional methods during their own
teaching, especially in moments of tension or uncertainty (Pajares,
1992; Dooly, 2009a). In order to encourage student-teachers to
integrate technology into their teaching, they must first experience
it as students "so that they are exposed to technology from the
student’s perspective and can more easily assess the challenges it
may have for a learner as well as the benefits" (Dooly, 2009b: 364).
This proposal engages student-teachers in a video-making project,
thus ensuring both technological know how and the development
of teacher knowledge and skills for carrying out such projects.
Through the empirical, shared knowledge-building, student-
teachers are forced to interrogate already held beliefs about the use
of PBL as well as technology in teaching.

4.4.1. Case 4: description
In case four, the student-teachers are told that they will be

learning to produce their own teaching material (specifically a video
tailor-made for their learners’ needs). This connected the learning
content (producing teaching materials) directly to the student-
teachers’ lives in a collaborative, hands-on approach. They were
expected towork together in the selection of their topic for the video
material, in the planning of the video sequences (story-board), in the
research of the chosen topic, in the development of the video and in
the exploitation and evaluation of the final output (see Fig. 8).

At the same time that the student-teachers were making their
videos, the teacher educators recorded the project sessions taking
place. These clips were edited to create a master-video which we
called ‘themaking of’ video. Student-teachers viewed themaking-of
clip and then reconstructed together the ‘master’ lesson plan in
order to make the teaching and learning process of PBL they had
just undergone explicit.

This case integrated movie-making as means of introducing
student-teachers to a form of experiential learning, known as ‘loop
input’ which "involves an alignment of the process (how) and the
This case was originally designed by Dolors Masats and Melinda Dooly (Uni-
sitat Autònoma de Barcelona, Bellaterra) for a Comenius project entitled DIVIS:
ital Video Streaming and Multilingualism (141759-LLP-1-2008-1-DE-COME-
S-CMP). This case is analysed in greater detail in Dooly & Masats (2011).
content (what) of learning" (Woodward, 2003:301). The aim of this
case was to provide the student-teachers the opportunity to learn
about the project-based approach (how) by suspending their roles
as student-teachers and taking on the role of learners participating
in a movie-making project (what). The loop is then closed by asking
the student-teachers to reflect on the whole process from the
perspective of student and teacher (see Fig. 9).

4.4.2. Case 4: survey and focus group
In case 4, dialectical reflective practice eunderstood here along

similar lines of Lisle (2006:1) as a means of “heightening of
consciousness awareness” gave the student-teachers a bird’s eye
view on project-based learning, thus promoting teacher develop-
ment beyond the mere theoretical to the imminently practical. The
15 completed post-course surveys showed that the students were
generally satisfied with the materials used; three of the respon-
dents wrote that they had learnt by carrying out Project-Based
Learning as both a student and a teacher.

In the focus groups, the student-teachers stated that they felt
more confident in their own abilities to design video-making
projects because they had not only taken part in a project to do
so (in the role of students), they had been able to reconstruct the
planning of the teacher educators for the overall project and design
their own lesson plans for the video they had made (both activities
in the role of teachers).

“I never would have tried to do something like this in my own
class if you hadn’t forced me to do it for my practicum and if we
hadn’t all been in this together. I must say that I hated the idea at
first (laughter). Do you remember how angry I was that first
day? Now I can see that I have learnt a lot from all of this work
we had to do.” (Mireia, Session 6, Focus Group 4)
“Having to do everything emaking up our own movie script,
filming it, acting in it and all that- and then looking at what we
had done as teachers, you know from a different perspective
than how we had been seeing us as students ethat really made
me understand what you can do with video-projects.” (Susana,
Session 6, Focus Group 4)
5. Limitations to the study

As Gamoran Sherin (2004) points out, there is an extreme
complexity that must be dealt with when trying to understand the
use of video in teaching and learning environments. For instance,
the context and the content may influence the way in which the
video is interpreted (is it self-reflection on one’s own, in front of
peers, viewing other peers interaction?). The way in which the
video use is embedded within other tasks is also relevant to the
eventual teaching and learning. Furthermore, how these videos are
used and shared among other teacher educators is significant.
Brophy (2004) underlines the need for careful planning and
designing of teacher education tasks that use video for professional
development.

These complexities are exacerbated by the use of online plat-
forms and computer-mediated communication in several of the
case studies. Inevitably, the different modes of communicationmay
affect the final communicative output (e.g. a discussion forum reply
will not necessarily replicate a face-to-face comment). However, by
acknowledging these pre-existing parameters are part of the
contextual boundaries of the interaction (and make up the chosen
mode of interaction for these particular circumstances or activities
at hand), then only the results from the mode of interaction at that
particular moment is of interest to the study. It is beyond the
parameters of these case studies to surmise how the participants
might have reacted in other modes of communication.
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Inevitably, the presentation of case studies implies the use of
quite limited data samples; and as part of a study composed of
qualitative observation, the descriptions are limited to what
happens in small groups of people, thereby restraining any possible
generalizations of results. However, by providing detailed contex-
tual views into the four-pronged teaching scheme, it is felt that
a compelling argument for its credibility is put forth.
Student-teachers reconstruct
the teachers’ educators
lesson plan of entire 

sequence of class project

Student-teachers 
reflect on what PBL 

entails for both 
teachers and students 
in the learning process

Student-teachers view 
a making-of video

recorded while they were
creating their own videos

PHASE 9: 
LOOP INPUT

Fig. 9. Final phase in bird’s eye-viewing.
6. Discussion

A key component of the successful implementation of this four-
pronged holistic approach to video-use in teacher education is the
coordination across diverse courses of the programme. This
allowed for links between theory (for instance, in methodology
courses) and practice (as in the school placement tutorials).
Obliging the student-teachers to view, use and produce videos at
different points in their training, and from different perspectives
proposed by the different teacher educators, “encourage[d] people
to abandon their ownpositions, at least temporarily and to consider
events from other points of view” (McNergney, 1994: 297).

It has been demonstrated that the use of video for educational
purposes brings innovative and creative perspectives to teaching;
however, teacher educationmust not only demonstrate thewhy and
how of video-use, programmes must also provide diverse hands-on
experience in doing so. It has been argued here that encouraging
student-teachers to view, use and produce videos at different points
in their training, and from different perspectives and different
disciplines, will better enable them to use video-viewing, video-
coaching and video-making as resources for supporting learner
collaboration and development of shared knowledge.

Through the four-pronged holistic proposal, teacher-students
were encouraged to think carefully about how to use videos to
their maximum potential so that they could become an ‘added
value’ to the learning process, not just an ‘additional product’. Post-
facto analysis of student-teachers’ reactions to the integrated video
activities (surveys, focus groups and student output) indicates that
the student-teachers were positive about the experiences and felt
that they had achieved higher critical awareness of their own
teaching strategies; increased their understanding of the under-
lying complexity of teaching in different situations; had clearer
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ideas of how to design and plan project-based learning sequences
and perhaps most importantly, they felt certain that they would
integrate different uses of video into their teaching.

In our proposal, the integration of videos into teacher education is
done in such a way as to shift the focus to the learners (both the
student-teachers as learners and their future students as learners)
through a bifurcated focus of the teaching and learning process
involved. Through ‘re-winding’ (a careful scrutiny of a video-product
created as part of a learning project) student-teachers discovered
how to design and plan their own projects; through ‘zooming-in’
(examination of clips of school placement practice), the student-
teachers were encouraged to critically examine their values,
assumptions, theories and strategies that underlie their behaviour
and their decisions in the classroom without falling into possibly
negative or destructive self-criticism; through ‘freeze-framing’
(detailed analysis of teacherestudent interaction and discourse)
student-teachers became more aware of the complexity of teacher
talk, includingnon-verbal language; and through ‘bird’s eye-viewing’
(the making of video inside a video) the student-teachers explored
project-based learning through a hands-on approach combinedwith
reflection from learner and teacher perspectives.

As we stated in our introduction, our proposal does not cover
new ground in the sense of entirely new techniques of video-use. It
is, however, innovative in the proposed integration of different
approaches to video, through carefully designed and implemented
stages, all of which better ensures improved teacher education and
more competent teachers in the future. This is essential, as the
challenges facing new teachers are increasingly more complex.
Inevitably, as technology and scientific discovery augment so too
does the information content of a discipline. This means that it is
even more vital for teachers to know how to facilitate learning
methods, not the mere learning of more information. Moreover,
teacher education must involve integrated approaches across
disciplines and courses in order to demonstrate and make use of
new learning paradigms holistically while leading the student-
teacher from developmental stages of using different resources
(such as videos) through production and logical extensions from
use and production. It is our hope that these four cases, as part of
a holistic approach to video-use in teacher education, can provide
a possible framework for other teacher education programmes.
Annex 1

Survey questions.
1. The programme clearly described the course content.
2. The programme clearly defined assignments.
3. The programme clearly described class activities.
4. Course assignments were at an appropriate level of difficulty.
5. The instructor was good at facilitating class discussion.
6. The instructor treated all students fairly.
7. The readings appropriately covered the course content.
8. The instructor effectively used the readings to teach the

course.
9. The materials (e.g. videos, online platforms) appropriately

covered the course content.
10. The instructor effectively used the materials to teach the

course.
11. The class activities (e.g. discussions, lectures, video-projects,

online projects, forums, etc.) appropriately covered the
course content.

12. The instructor effectively implemented the class activities to
teach the course.

13. I feel have a stronger understanding of teaching because of
this course.
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