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Abstract. Increasing and compelling research demonstrates the 

affordances of personal video footage as an informative and 

transformational tool in teacher professional learning (PL), yet many 

in-service teachers avoid engaging in this practice. This Australian 

Research Council funded study tracked teacher willingness to use 

video to capture the application of PL over 12 months in a rural 

Australian primary school. Data from questionnaires, video-based 

learning conversations, and collaborative sharing sessions 

demonstrated a strong increasing trend in the number of teachers 

volunteering to be videoed across three iterations of research. 

Thematic analysis highlighted five key factors as catalysts for 

increased teacher participation in engaging with video as a 

professional learning (PL) tool. These factors include – safe 

relationships and the building of relational trust; personalized 

connection of PL to classroom practice; an effective video annotation 

repository system; teacher agency within an iterative structure; and 

time – the need for external support systems. This study found that 

when these factors were addressed, willingness to engage in using the 

power of video as a tool to support teacher PL increased. 

 

 

A Call for Teacher Volunteers to be Videoed 
 

 I was excited to provide PL to 30 teachers at a low socioeconomic primary school in 

rural Tasmania, Australia. These teachers were seeking PL on self-regulation to improve 

stress management. After engaging in PL early in the school term, I offered to video them in 

their classrooms and follow this up with a learning conversation to discuss their application 

of the PL to their practice. I was surprised when only three volunteers stepped forward. One, 

the fine arts specialist teacher, embraced the opportunity, followed somewhat reluctantly by 

two others, who voiced their anxieties about being videoed. Why did other teachers decline 

this invitation, and why, over the course of my research did the number of willing teachers 

triple? 

 In this paper, I draw on the literature to investigate how video use in PL, share claims 

of affordances of video as a PL tool, and describe reported factors for teacher avoidance of 

being videoed. My paper adds to the literature by suggesting factors that increase teacher 

willingness to be videoed and through the adaptation of an iterative model of PL. The 

context, process, methods, and analysis that resulted in the extraction of the five factors are 

described using a design-based research methodology framework. These five factors played a 

significant role in increasing teacher willingness to be videoed.  
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Video Use to Support Teacher PL: Affordances, Aversions, and Recommendations 
 

In this research, I selected video as a tool to enhance teacher PL as the literature 

framed the scope and effectiveness of this practice (Hollingsworth, 2005; Major & Watson, 

2018; Marsh & Mitchell, 2014; Zhang et al., 2011). The use of video was integrated across 

this study in various ways including videoing teachers in their learning environments as a PL 

tool. Claims in the literature affirm that learning occurs when teachers analyse videos of their 

own or colleagues’ practice (Hollingsworth, 2005; Sherin & Han, 2004; Zhang et al., 2011). 

Marsh and Mitchell (2014) report that video-based learning occurs predominantly 

asynchronously (with learning occurring after the filming), and less frequently, 

synchronously (with learning occurring during the filming). This research employed 

asynchronous video-based learning, allowing the participants and researcher multiple 

independent and collaborative viewings. Reported affordances of video-based learning 

involving mentorship (Davey & Ham, 2010) and peer discussion (Kleinknecht & Schneider, 

2013), facilitated group discussions (Coles, 2013), and video clubs (Sherin & Han, 2004) are 

shared within the literature and elements of each of these modes were part of this research.  

Promising evidence suggests PL supported by video can be effective (Borko et al., 

2008; Marsh & Mitchell, 2014; Zhang et al., 2011) due to the capacity to capture the 

complexity of dynamic contexts, provide rich stimuli for discussion and reflection, and 

review and analyse data multiple times from different perspectives (Hollingsworth, 2005; 

Marsh & Mitchell, 2014). Given these reported affordances, a recurring question was, why do 

teachers avoid being videoed to support their PL (Dickerson et al., 2007; Ng, 2015; Zhang et 

al., 2011) and what can be done to increase teacher willingness in using video as a powerful 

professional tool?  

Teacher aversion to being videoed was highlighted in the literature with reports of 

heightened teacher anxiety due to feeling self-conscious about appearance and/or voice and 

threats to professional self-esteem (Dickerson et al., 2007; Zhang et al., 2011). Teachers 

expressed concern regarding the time-consuming nature of videoing, including collecting 

permissions and equipment and potential technical complications; and the disruption that 

videoing can cause to students deterring them from choosing video as a PL option (Dickerson 

et al., 2007; Zhang et al., 2011). It is promising to note that teachers who were videoed, 

despite initially feeling anxious, reported a reduction in anxiety as they acclimatised to the 

experience (Ng, 2015; Zhang et al., 2011).  

Despite evidence of video as an effective tool in supporting PL, research suggesting 

how to increase teacher willingness to be videoed was elusive. My research therefore drew on 

the relevant, albeit somewhat dated research, conducted by Dickerson et al. (2007). Their 

research guided me in reducing elements believed to discourage teachers from being videoed 

(Tab. 1). 

 
Dickerson et al (2007) suggested actions Applied 

in this 

research 

Notes 

Provide equipment and help with setting up 

 

x I sourced and set up equipment 

Emphasize that videotapes will be viewed only by 

the teachers and others of their choosing 

 

x  

Teachers will decide on specific aspects of teaching 

to be examined – not every aspect 

 

 Teachers were aware that application of 

self-regulation PL was the focus 

 

Provide suggestions for looking at positive teaching 

behaviours not just negative ones 

x 

 

Positive examples of successful 

application of PL 
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Suggest ways of making the process less intrusive 

 

Be willing to videotape yourself and allow others to 

critique 

 

 

 

 

 

Discuss the difference between using video tapes for 

PL rather than for the purposes of evaluation 

 

x 

 

 

 

 

 

 

 

 

 

x 

 

 

 

 

 

Although I did not video myself in others’ 

classes, I taught up to 4 lessons in each 

class and video myself giving personalised 

PL summaries for additional viewing. 

 

Participants were aware that the video was 

for PL purposes only.  

Table 1: Application of suggested actions to encourage video use Dickerson et al. (2007) 

 

This 12-month study, part of a wider Australian Research Council Linkage Project, 

saw a three-fold increase in teacher willingness to be videoed. This paper explains factors 

that enabled this increase.  

 

 

Research Design 
 

The methodology chosen for this study was design-based research (DBR). Anderson 

and Shattuck (2012) describe DBR as:  

• conducted within the context  

• involving strong collaboration between the participants and the researcher  

• consisting of multiple iterations 

• using a mixed methods approach  

• focusing on the design and testing of an intervention 

• seeking to evolve a set of design principles.  

Designed specifically to draw together research and practice in education, DBR’s 

structured yet pragmatic framework was conducive to the primary school context of this 

research. The pragmatic and reflexive mixed methods approach allowed for the selection and 

application of methods based on their “utility for furthering the research project rather than 

because of their abstract “power” or refinement” (Herrington et al., 2007, p. 4094). 

Ontologically, multiple realties and perspectives were valued, and epistemologically, I 

“collect[ed] data by ‘what work[ed]’ to address [the] research question” (Creswell & Plano 

Clark, 2017, p. 38). An example of this reflexivity and responsiveness was the adjustment of 

questionnaire prompts in response to learning of participants’ increase in allostatic load 

(McEwen, 1998) to invite their reflection and capture this in the data. 

 

 

Research Context 

 

This study was conducted in a low socioeconomic school in Tasmania that catered to 

students aged 4 to 12 in Kindergarten through to Grade 6. With 88% of the 300 students in 

the bottom quarter of the Index of Community Socio-Educational Advantage (Australian 

Curriculum Assessment and Reporting Authority, 2019), the 30 full-time and part-time staff 

set school goals around student and staff well-being. High incidences of dysregulated student 

behaviour resulted in significant human, infrastructure, and PL resources to be directed to 

behaviour support. This included prioritising teacher PL to increase teachers’ understanding 

and application of self-regulation to support their own stress management. Although the total 
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number of staff was 30, research elements (PL and data collection) only occurred for those 

present at specific staff meetings. Some staff members participated in all elements whilst 

others were only present for a few. Participants were invited to be videoed on four separate 

occasions over the course of the research to capture and discuss their application of the PL.  

All elements of the research occurred within regular school timetables and routines. 

Professional learning segments, group conversations, and questionnaires occurred in regular 

staff meeting times; video recording for PL (VRPL) occurred during lesson times; and 

individual learning conversations with participants based on their videos were conducted 

during release time provided by the school. Ethical clearance was provided by the Human 

Research Ethics Committee (Tasmania) Network. 

 

 

Collaboration Between Participants and Researcher 

 

Collaboration between researchers and participants underpins DBR. I worked 

collaboratively with a group of participants to negotiate, inform, and oversee the research. 

Group members were nominated to organise video and conversation schedules and collect 

permissions and I sourced equipment and uploaded of video footage. As an external 

researcher, with almost three decades of personal experience working as a teacher and leader 

in schools, I took on multiple roles within the research. These roles included PL presenter, 

discussion facilitator, videographer, mentor, data collector and analyser, and project leader. 

To position myself openly and authentically within the research (Dodgson, 2019), I declared 

the intersecting contextual relationship created by my background and the many roles within 

the research by engaging in reflexive journalling throughout the research. 

I prioritised establishing and maintaining relationships conducive to effective 

collaboration and did this by working alongside participants in their classrooms, attending 

various PL sessions, and engaging in staffroom conversations. In this way, I gained a deeper 

understanding of the research context and connected with participants. At the culmination of 

this initial introduction, I presented a workshop to synthesise the self-regulation learning; and 

participants completed a questionnaire to summarise their understanding of self-regulation 

and request the content and mode of future PL. Invitations to be videoed were communicated 

verbally and in writing followed by self-nomination to participate. This collaborative 

approach prioritised participant agency and collaboration across all iterations of this research. 

 

 

Iterations 

 

DBR is iterative in nature. This research had three iterations, each 10 weeks in 

duration. Each iteration included PL on self-regulation, an invitation to be videoed with a 

follow up learning conversation, and a group discussion and questionnaire to conclude the 

iteration. Between each iteration, adjustments and decisions about PL content and mode were 

made in collaboration with participants. 

 

 

Mixed Methods  

 

DBR typically uses a mixed methods approach to data collection (Anderson & 

Shattuck, 2012). This methodology enabled flexibility and responsiveness in data collection 

methods. Data collection was predominantly qualitative. Data sources included video footage 

and audio data from volunteer video participants, semi-structured group discussions, and self-
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administered semi-structured questionnaires. Audio recordings were professionally 

transcribed, then checked for accuracy against the audio files and analysed following the six 

phases of thematic analysis described by Braun and Clarke (2006). Inductive analysis across 

multiple sources of data allowed for the corroboration and extension of extracted patterns and 

themes (Cohen et al., 2011). Examples of themes within the data included the intense stress 

participants experienced within their work context, the importance of relationships (with the 

person videoing and with the PL material) and, for those engaged in being videoed, the value 

of this experience for professional reflection.  

The analysis of data from each iteration, engagement with the literature, and 

collaboration with participants, served to inform and shape each subsequent iteration of 

research. Validation of analysis occurred through peer debriefing, conversations with 

participants, and review of thematic analysis against my own reflexive researcher journal 

notes. Previous iteration data analysis was also revisited as the data from the next iteration 

was analysed; each iteration created an additional layer affording deeper understanding 

across the research. 

 

 
Video Data 

 

Video footage and the learning conversation between researcher and participant 

adhered to a specific format adapted from the Video Intervention for Positive Parenting 

(VIPP) method (Juffer et al., 2008; Juffer et al., 2017), used in home and childcare settings 

(VIPP-CC) (Werner et al., 2018). My adaptations to VIPP accommodated contextual 

differences from these settings to school. The method’s four key components were 

maintained; providing PL, videoing, reviewing to select examples of PL being applied, and 

facilitating the ensuing learning conversation. Aligning well with DBR, the VIPP method 

occurred in context, was collaborative, iterative, and structured around the application of 

learning -the PL intervention. 

Key roles for VIPP include the videoed participant and the videographer/intervener. 

As the intervener, I provided PL, took video, reviewed footage, and led the learning 

conversation. This framework supported discussion of personalised contextual video 

examples linked to PL application within context. The iterative nature of the intervention 

allowed for continuous entry points into the video experience. Prior to each iteration, all 

participants were re-invited to be involved in this process. Those who had participated 

already could choose whether to continue; those who had not yet participated could opt in. 

Storage and retrieval of video footage and annotations evolved across the iterations. 

Initially, no repository was used with video footage saved on a laptop and then shared in 

person through a learning conversation resulting in inefficiencies in time use. Fortunately, 

subsequent iterations benefited from TORSH Talent’s offer to trial their platform for research 

purposes. Acknowledged by other researchers as an effective platform to capture and 

evaluate the complexities of teaching and learning (Hougan et al., 2018; Schroeder & Currin, 

2019; Thomas et al., 2019), TORSH Talent enabled video footage to be uploaded, annotated 

by members of the research team, viewed synchronously and asynchronously, and shared 

between members. The affordances of this platform streamlined the process.  

 

 
Group Discussions and Questionnaires 

 

Each iteration concluded with semi-structured group discussions and questionnaires. 

Group discussions enabled open dialogue, collective sharing and reflection, problem solving, 
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and collaborative planning. My embedded involvement in the research also allowed my voice 

to be included. Discussions provided insights into participants’ collective experience of the 

learning and application of self-regulation. Those who were videoed shared their experiences 

and learning with their colleagues, and the group raised site-specific challenges indicating PL 

themes for subsequent iterations.  

Participants completed self-administered, semi-structured questionnaires which 

provided qualitative and quantitative data through a variety of item types. Four item types 

were used in the questionnaires: nominal scales (multiple choice questions and dichotomous 

questions); ordinal scales (rank order and rating scales); open-ended questions; and, in the 

final questionnaire only, contingency questions. Questionnaires evolved reflexively as the 

research progressed and were structured to capture growth in understanding and application 

of self-regulation while informing the scope and direction of future PL. 

 

 
Focus on the Design and Testing of an Intervention and Evolution of Design Principles 

 

The intervention for this research was PL on self-regulation with specific focus on 

Self-Reg Theory (Shanker, 2013; Shanker & Barker, 2016). Video revealed individual 

participants’ contextual application of this learning. Follow-up video-based conversations 

enabled further reflection, connections, and learning to occur. Participants who chose not to 

be videoed took part in the PL at the beginning of the iteration and discussion and 

questionnaire at the end; however, they did not have a structured revisiting of this learning in 

the middle, in contrast to their video participant counterparts. 

The overall outcome of DBR is to evolve a set of design principles. For this research, 

these centred on principles for effective PL. By spotlighting the use of video in PL, design 

principles could be modified as the enabling and constraining elements of video use were 

extracted from the data. This evolutionary approach supported the detection of specific 

factors, suggesting possible explanations for an increase in willingness for teachers to be 

videoed and further informing the literature about video use in PL. 

 

 

Findings and Discussion 

  

Hollingsworth (2005) suggested “the most pertinent challenge associated with the use 

of video in Australia relates to developing a culture among teachers and teacher educators 

that values and embraces the collection and use of video data” (p. 151).This challenge, 

reported more than two decades previously, continued to be present in my research, where 

quantitative data evidenced initial low uptake. What was interesting to note; however, was 

the subsequent upward trend of teachers’ willingness to be videoed as my research unfolded 

over three iterations (Fig. 1). Was this an example of the culture shift that Hollingsworth was 

suggesting in 2005? What was occurring that lead to this increasing trend? This prompted 

further investigation to ascertain the contributing factors affecting this increase, then 

recommendations to support similar trajectories for those aspiring to increase video use to 

support PL. 
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Figure 1: Video Recording for Professional Learning (VRPL) and responding to questionnaires 

 

What inspired three teachers to opt to be videoed and what factors lead the increase to 

nine interested participants at the conclusion of the research? Data collection and analysis 

identified five promising factors with respect to increasing teachers’ willingness to be 

videoed to enhance PL. By interpreting what was enabling and constraining participants to 

accept the invitation to be videoed as each iteration unfolded, enabling elements were 

promoted and constraining factors addressed. The five factors featured as catalysts to increase 

video willingness in teacher included: safety in relationships – the building of relational trust; 

personalised connection of PL to classroom practice; an effective video annotation 

repository; teacher agency within an iterative structure; and mitigating additional time 

demands on teachers by providing external supports. 

 

 

Factor 1: Safety in Relationships – Building Relational Trust 

 

One of the dominant findings from this research was the power of safe relationships. 

As noted in Figure 2, Thompson et al. (2020, p. 98) underpinned their Iterative Model of 

Professional Learning (IMPL) with trusting, professional relationships. 
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Figure 2: Thompson et al.’s (2020) Iterative Model of Professional Learning 

 

Supporting these claims and further extending them by considering relationships 

beyond only those between people, this research confirmed that relationships mattered. 

Relationships with people were important for many participants, while a relationship with the 

learning material also motivated video participation. Participants who indicated that shyness, 

lack of confidence, nerves, and anxiety contributed to their avoidance of VRPL were reduced 

stress and promoted psychological safety (Higgins et al., 2012) by not engaging in being 

videoed. For these participants, being videoed was an additional stressor that increased 

tension and depleted energy (Shanker, 2020), and was therefore avoided. 

Some participants felt self-conscious participating in VRPL, referencing their 

discomfort in seeing and hearing themselves. Teachers D and N commented negatively about 

their size/weight and Teachers A and G about how they sounded. Dickerson et al. (2007) 

reported similar participant discomfort regarding appearance and voice suggesting that for 

some, being videoed posed a threat to their self-esteem. To mitigate this threat, a climate of 

safety through relationships was prioritised; both my relationship with participants as well as 

the safety messaged by witnessing others’ involvement in VRPL. By establishing and 

maintaining safe collegial relationships where trust, mutual respect, and recognition were 

present (Molla & Nolan, 2020), interpersonal trust and interactional trust (Edwards-Groves et 

al., 2016) resulted in relational trust. This relational trust fostered an increase in willingness 

to be videoed. 

The evolution of partnerships between teachers and researchers (McLaughlin & 

Black-Hawkins, 2007; Swabey et al., 2021) and the power of co-learning between teachers 

have established literature bases (Avalos, 2011; Cramp & Khan, 2019; Prain et al., 2021). 

The specific relationships fostered and examined in this study were relationships between 

participants and the facilitator (both in general and specifically with me) (see Figure 3), and 

the participants’ relationships with colleagues (again, in general and specifically with their 

own colleagues) (see Figure 3).  

In the final questionnaire participants ranked perceived importance of these 

relationships. They also reflected specifically on their experience of these relationships 

during the PL. To begin with they considered relationships with presenters (Tab. 2). 
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What importance do you place on establishing and 

maintaining relationships will professional learning 

presenters in general? 

I established and maintained an effective relationship 

with the presenter. 

Extremely important 4 Always 8 

Very important 2 Mostly 4 

Somewhat important 7 Sometimes 2 

Not very important 0 Rarely 1* 

Unimportant 2 Never 0 

*Participant noted that they had missed many sessions 

Table 2: Relationships with professional learning presenter(s) 

 

I built relational trust by engaging with participants in PL workshops, team-teaching 

in classrooms, and through staffroom conversations. The more relational trust, the greater the 

willingness to be videoed. Who was videoing made a significant difference to some 

participants. In questionnaire 4, Teacher A commented, “If most people were to video me in 

the classroom it would make me very unsettled and nervous. Marie made me feel unjudged 

and calm about the experience;” and when contemplating being videoed again, “Yes, if Marie 

was doing the filming; others might make me nervous.” Teacher F reflected, “Being videoed 

has been a fantastic experience. At first, I was stressed as I find this to be nerve-wracking, 

someone watching me and my practice. My thinking was ‘what if I say /do the wrong thing’. 

But once I experienced the first one and received feedback from Marie – I was really amazed 

of what I was seeing and the comments that I received made me feel very reassured.” 

Collegial relationships were also considered broadly and specifically (Tab. 3).  

 
What importance do you place on establishing and 

maintaining relationships will colleagues during PL? 

I established and maintained relationships with 

colleagues throughout this PL 

Extremely important 8 Always 8 

Very important 6 Mostly 6 

Somewhat important 1 Sometimes 1 

Not very important 0 Rarely 0 

Unimportant 0 Never 0 

Table 3: Relationships with colleagues 

 

The final questionnaire also captured the feelings of Teacher H, “I felt left out 

initially. It seemed like only the ‘in’ group were involved [in videoing]”, suggesting that 

relational trust needed strengthening.  

Relationships connected to specific interests or roles within the school also featured.  

Teacher P, videoed each iteration stated, “I’m really interested in working with people who 

are doing interesting things.” Teacher G saw volunteering to be videoed as an opportunity to 

be a role model: “I was initially nervous about doing this but felt it was important I showed 

staff how much I valued this process.”  Over the study, participants’ interest in viewing 

colleagues’ videos grew as did their comfort with sharing personal video footage with others, 

suggesting the deepening of relational trust and perceived safety. 

One participant justified how their willingness to be videoed was due to interest in the 

learning material rather than the person providing to PL or videoing. Additionally, the 

relationship video participants developed with their own teaching practice when engaging in 

video that connected PL to their teaching practices strengthened. This lead to my adaptation 

of the IMPL proposed by Thompson et al. (2020) (Fig. 3). The adapted IMPL shows a variety 

of potential relationships underpinning iterative PL that hold promise in further 

understanding factors that may support teacher engagement in being videoed as part of their 

professional growth. 
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Figure 3: Adapted Iterative Model of Professional Learning 

 

 

Factor 2: Personalised Connection of Professional Learning to Classroom Practice 
 

Participants reported how the video learning conversations afforded personalised 

learning and deepened reflection and connection between PL and personal practice. This 

reflected the findings of Marsh and Mitchell (2014) that suggested teachers involved in 

asynchronous video viewing of their own or colleagues’ practice had great potential to 

effectively link theory and practice. Further claims of the affordances of multiple video 

viewings, either independently or collaboratively were also noted as valued characteristics in 

this research.  

Personalised connection of PL to classroom practice occurred in three ways for video 

participants and extended to the broader group in the final iteration. Prior to the learning 

conversation, I reviewed participants’ video footage to pre-select clips demonstrating 

successful application of PL. Second, the participant could self-identify further examples of 

PL application. Third, the experience of collaborative viewing enabled further 

personalisation, providing opportunities to pause or review footage, ask questions, reflect, 

clarify, and extend learning. Finally, in the third iteration, non-video participants showed 

interest in viewing their colleagues’ videos. Videoed teachers shared their videos in small 

groups extending the learning for both participant groups through rich dialogue. 

Participants highlighted how the pre-selected clips supported their connection of PL 

to their own practice. Teacher P shared, “Watching the video of myself teach and being 

shown how I create moments to re-energise and self-regulate [supported my connection to 

PL].” Teacher A noted that growth in understanding and application was occurring stating 

this happened by, “having Marie explain ways that I am self-regulating while teaching. Many 

of these I didn’t know that’s what I was doing. [I learnt this] from watching the video.” 

Furthermore, Teacher F noted, “in the past 12 months, my growth of knowledge around self-

regulation during teaching and learning [was surprising and occurred by] being made aware 

of possible times I may be doing this through filming with Marie.” 
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Video also enabled participants to self-identify where, when, and how they were 

connecting PL to their practice. Referred to by Marsh and Mitchell (2014, p. 408) as 

“developing noticing”, participants increased awareness on their own self-regulation and 

student-teacher relationships. “I found this experience very valuable as it is a visual 

representation of what the teacher is experiencing throughout his/her lesson when delivering 

it to the students. Watching the video made me aware when Self-Reg was applied and what 

strategies were used” (Teacher F, Questionnaire 4). Teacher D noted, “I'm watching this, and 

I know exactly when I'm applying Self-Reg skills or not.” Opportunities for reflection were 

valuable. Teacher D shared, “I was able to reflect when we watched the video about how [one 

student] was reacting and how I was sort of reacting to [that student], which was nice to sort 

of see the relationship between [that student] and I at that stage and how I was able to help 

her regulate and at the same time I'm regulating myself.” 

Questionnaire 4 prompted participants to consider their engagement in a range of PL 

modes (workshops, books, courses, and more). They were then asked to and indicate of the 

perceived effect these modes had on their personal practice (Fig. 4). Video (and subsequent 

video- related conversations) was the only mode that consistently received the highest rating 

for effect on practice for the six participants who had engaged in this mode PL. 

 

 
Figure 4: Perceived Effect of Self-regulation Professional Learning on Teaching Practice 

 

Curiosity to view others’ videos grew over course of the research. Initially, only 

Teacher P consented, “Happy to share video with staff so long as the reason is made very 

explicit.” The second questionnaire captured Teacher E’s interest in seeing others’ videos: “It 

would be great to see some videos during PL time show-casing self-regulation strategies in 

action.” Data from the third questionnaire indicated six participants’ interest. Requests 

included opportunities to annotate videos collaboratively, see others’ annotations and 

strategies, watch others and see what they were doing to self-regulate. In the final PL session, 

four participants shared and collaboratively annotated their videos in small groups. 

Questionnaire data captured the experience of collaboratively annotating videos. 

Responses from those who shared their video ranged from acknowledging some discomfort, 

“I’d say it was fine but I’m not too excited about others watching a video of me teaching” 
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(Teacher A), to seeing it as an opportunity to extend learning, “It was great to be able to 

watch with a peer and have them pick up things I didn’t notice” (Teacher G). Participants 

who watched another’s video, were consistently positive, commenting: “I really enjoyed 

watching the way colleagues worked in their areas of expertise applying these techniques and 

this helped me apply some of the strategies I saw” (Teacher B); “Was good to see someone 

using similar strategies I was using in the classroom and responses from the children were 

similar across grade” (Teacher C); “It was good to see examples of Self-Reg. Being able to 

discuss with colleagues when students were self-regulating also pointed out new examples to 

me” Teacher E. 

These various examples of personalisation within participants’ learning through the 

use of video were also represented in the my adaptations to the IMPL (Thompson et al., 

2020) depicted in Figure 3. Noted in the figure are the windows and mirrors afforded by 

video as well as the learning fostered through social engagement in video learning 

conversations with others. The adapted model also includes the moments where participants 

“see” the learning, “frame” the learning, and “apply” the learning, as they put the learning 

into action. 

 

 

Factor 3: An Effective Video Annotation Repository  

 

The rapid growth and availability of technology and purpose specific platforms 

advancing effective repository systems for streamlining PL video collection, storage, and 

interactivity has positive implications for video use in PL (Hollingsworth, 2005). Research 

conducted on video annotation software also indicated its potential to promote deeper 

learning (Ardley & Johnson, 2019; Rich & Hannafin, 2009). Video annotation improved with 

the introduction of software that served as a repository for video and researcher and 

participant annotations. Analysis of the data revealed the participants’ positive experiences 

using TORSH and it generated curiosity within others. During the second staff meeting, one 

participant advocated, “I think that this is such an excellent platform for teachers. I couldn't 

recommend it highly enough,” explaining that it afforded collaborative conversations with 

visuals to support reflection. 

As a researcher TORSH allowed me insight into participants’ thoughts and decisions, 

not otherwise evident through observation. By reading participant annotations of the thinking 

behind their actions, I gained insights into these silent processes and was further able to 

connect their PL to their practice. TORSH also gave me the capacity to annotate a video for 

Teacher G who could not meet in person. Teacher G explained, “Despite not sitting down 

with Marie to review the video it was fantastic to be able to use TORSH to do so. Reading 

and responding to comments made me more self-aware.” My research confirmed Ardley and 

Johnson’s (2019) claims of the feasibility and effectiveness of using video annotation 

technology. TORSH provided an effective platform affording deeper personalised PL, in 

addition to sparking curiosity in other participants, resulting in an increased teacher 

willingness to be videoed. 

 

 

Factor 4: Teacher Agency Within an Iterative Structure 

 

The iterative nature of DBR and the VIPP method created regular entry and exit 

points for participants. Aligning with Thompson et al.’s IMPL (2020), these iterations 

provided opportunities for participant agency. Participants were able to opt in and out to meet 

their needs (Tab. 4). Teacher agency, demonstrated through teachers’ autonomy and voice 
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(Molla & Nolan, 2020), in addition to multiple iterations (Thompson et al., 2020) was another 

factor responsible for an increase in willingness to be videoed. 

 
Teachers Iteration 1 Iteration 2 Iteration 3 Future video 

opportunity 

 Video 1 VLC 1 Video 2 VLC 2 Video 3 VLC 3 Video  

Teacher P        

        

Teacher A        

        

Teacher F    Absent    

        

Teacher D        

        

Teacher N      On leave  

        

Teacher K    Part time. No longer worked on research days. 

     

Teacher G    Unavailable   

       

Teacher J        

        

Teacher B        

        

Teacher L        

        

Teacher M        

Table 4: Teacher participation in video and video learning conversations (VLC) 

 

Regular invitations to engage in VRPL created multiple entry points for research 

participants. Those who had experienced VRPL shared affordances and vulnerabilities, 

mistakes, their own as well as student responses to being filmed, and challenging teaching 

moments. Teacher F described her experience with her students (pseudonyms used) whilst 

being filmed, “I can't recall what triggered him, but then he went and got the stool and then 

set one stool on top of another stool with himself on top of it. Oh no! and it was all being 

filmed. And the next moment I went up because Sam was on stools and then Liam was quite 

hot because he was being filmed and he was running around with the, oh, it was a bit 

chaotic!” Teacher J described the surprising lack of dysregulated behaviour, “The experience 

of being videoed was not a new one for me so I felt that there was not stress coming into the 

lesson. What was slightly disappointing about the experience was that everything was eerily 

quiet during the filming time and I was able to Self-Reg by chatting casually with students as 

they were working. At no time was the time stressful.”  

Sharing real experiences often resulted in group laughter and connection. This had the 

effect of reducing anxieties about being videoed and prompted others to contemplate video 

participation in the next iteration. When asked in the final questionnaire about participating in 

being videoed in the future, Teacher M offered, “I think so. It would probably help me to 

understand better what I am doing to self-regulate and other strategies that I could use,” 

whilst Teacher E shared, “Not at this stage – still building confidence,” implying that there 

was a possibility in the future if confidence increased. The provision of multiple entry and 

exit points through an iterative approach gave teachers agency which appears to have led 

them to become more willingness to be videoed. 

Molla and Nolan (2020) suggest that “professional learning that problematise practice 

and context of practice”(p. 67) promote various facets of teacher agency. My research gave 

evidence of  Molla and Nolan’s inquisitive agency, as teachers sought out learning 
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opportunities as each iteration unfolded, or in a small number of cases, stepped away from 

video participation to manage other stressors; deliberative agency, as they engaged 

reflexively on their beliefs and practices through video learning conversations; and 

responsive and moral agency through their commitment to ethical and moral actions 

“addressed educational disadvantage” (p. 67). Teacher agency across the iterations supported 

and increased teacher willingness to be videoed. 

 

 

Factor 5: Time – The Need for External Support Systems 

 

Time appeared in two ways in the data. As this research was conducted over 18 

months, this longer duration of time was an enabler. The data evidenced how relationship 

building, teacher agency through options, the growth of curiosity and comfort in the process, 

and appropriate spacing of time within and across iterations were all supported by the 

extended duration of this research. Time was also noted as a constraint. Time stressors are 

highlighted in the literature as contributing factors to teacher stress (Kyriacou, 2001; 

Prilleltensky et al., 2016; Shirom et al., 2009). Participants in this research reported feeling 

“time poor” due to work expectations and demands. 

Providing PL over in cycles/iterations and over an extended period of time is well 

supported in the literature as an effective characteristic of PL (Thompson et al., 2020; 

Timperley, 2008). Final questionnaire data reflected how the pacing and frequency of the PL 

and video applications cycles met their needs. Seven indicated the pacing and frequency 

always met their needs, five mostly, one sometimes and one rarely. Comments included, 

“[There were] not too many sessions per term” and “afterschool is tough. Having time off 

class to meet is fantastic.” Responses in the first questionnaire indicated that PL needed to be 

within school hours, as there were “too many other school related time commitments 

already”. The second questionnaire highlighted three factors making the application of PL 

challenging; intense stress, time, and demands. Responses to the final questionnaire 

continued to reference time as a challenging factor and indicated support systems that were 

appreciated, “having time off class to meet is fantastic.” In the final round of learning 

conversations, Teacher G gave further evidence of time as a stressor, “I remember when you 

came and filmed me, I'd just rushed in from something. It's always that busyness, and in my 

role it's just bang, bang, bang, bang, bang, from one thing to another.”  

The sense of being time poor is commonly reported by teachers as a stressor 

associated with their work (Skaalvik & Skaalvik, 2017). It is another reported deterrent for 

using video as a PL tool (Dickerson et al., 2007). To increase teacher willingness to 

participate in being videoed, external support systems ensured no additional time to source 

and set up the equipment, upload videos, or use time outside work to view, annotate and 

reflect on the videos was demanded of teachers. Teachers could choose when to view and 

annotate videos on TORSH. Furthermore, scheduling for videoing and conversations was 

attended to by senior leaders allowing teachers to focus on teaching and learning and 

supporting their learners without the time-consuming aspects of using video infringing on this 

precious commodity. 

 

 

Reach and Limitations 

 

Collecting qualitative data gives insight into individuals’ perspectives. Data for this 

research, like the majority of work cited in the literature in this paper, reflected smaller 

sample sizes than quantitative studies. Independently such sample sizes can produce 
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inconclusive results; however, as more of these smaller sample sizes inform our 

understanding of teachers’ engagement with VRPL, patterns and themes can emerge. With 

data from eight video participants and 28 questionnaire participants, this study contributes to 

the collective data.  

Pragmatic limitations of this research resulted from changes in staff attendance as data 

was collected within regular school hours. Although this supported participation in the 

research, it also resulted in inconsistent participation. Staff meeting times used for research 

purposes competed with other participant demands. Reasons for participant absence included 

critical incidents follow-up, family commitments, maternity leave, other PL obligations, part-

time hours, or personal wellbeing (sheer exhaustion at the end of an intense school day). 

These absences disrupted continuity and affected potential longitudinal data. Additionally, 

challenges arose due to change in teaching staff. Some teachers involved in the project since 

the beginning left the school, and new teachers arrived with little understanding or connection 

to the ongoing PL. A way to address this in future research might be to continue videoing in 

the new context with participant permission. The TORSH platform would support this. The 

questionnaires elicited both qualitative and quantitative data; however, as the number of 

participants completing the questionnaires ranged from 15 to 22, quantitative data was only 

used to establish trends within the participant group. 

 

 

Conclusion 

 

Evidence in the literature underscores the affordances of video in PL (Hollingsworth, 

2005; Major & Watson, 2018; Marsh & Mitchell, 2014; Zhang et al., 2011) making it 

desirable to increase teacher willingness to be videoed. My research adds to this rich body of 

literature pointing to the value of videos for teacher PL and supports past research (for 

example: Dickerson et al. (2007) confirming the mehrit of particular actions that make video 

a more appealing PL option to educators. The culmination of a DBR project commonly 

features an evolved set of design principles described as principles that, “detail the 

characteristics that are required of the features of an intervention and the conditions under 

which they must exist, in order to affect the desired outcome” (Crippen & Brown, 2018, p. 4). 

This paper suggests such characteristics and conditions and captures them in the five factors 

highlighted as well as in the adaptations made to Thompson et al.’s (2020) IMPL.  

Results from the data revealed that encouraging teachers to opt into being videoed is 

supported when five factors are present. These factors include safe relationships; personalised 

learning that directly connects PL to practice; the application of an effective repository to 

store, annotate, and review video footage; teacher agency within an iterative approach; and, 

external support systems that act to remove additional demands on teachers’ time. These 

factors are promising catalysts for increasing teacher willingness to engage with video.The 

research also suggests further exploration considering if it is essential for all teachers to 

engage in being videoed as a tool to deepen their professional learning? The findings from 

reported from my research add support to the literature providing examples of the experience 

of teachers who view videos of their colleagues, suggesting this has its own set of affordances 

(Kleinknecht & Schneider, 2013; Sherin & Han, 2004; Zhang et al., 2011), and contributes to 

growth in their PL. Data in this study revealed that viewing a colleagues’ videoes may 

stimulate similar growth outcomes to those experienced by teachers who view and analyse 

their own teaching. If teacher agency is an essential characteristic, there may be teachers who 

will never be willing to be videoed suggesting that mandating their participation could lead to 

additional stressors. Further investigation into the different experiences of teachers viewing 
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of their own and others’ videos is warranted to better understand the symbiotic relationship 

between these two experiences and how they might coexist to enrich PL for all.  

In conclusion, this research led to the adaptation of Thompson et al.’s IMPL (2020) 

demonstrating a stretch beyond current literature. As shown in figure 5, a participant’s energy 

and tension and capacity for social enagagement underpins iterative PL and involves 

relationships not only with people, but also relationships with learning material and 

relationships with professional practice. Video enables the mirrors and windows into our 

own, as well as others’ practice, supporting the ability to ‘see’ the learning, ‘frame’ the 

learning, and ‘apply’ the learning and provides a rich artefact to engage in professional 

conversations linking learning to practice. This research suggests that increasing teacher 

willingness to be videoed may lead to more teachers benefitting from powerful PL 

experiences.  
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