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Professional preparation and continuing professional development for classroom teachers are 

fields that are challenged by their reliance on two distinct traditions: the tradition of academic 

research, which seeks to provide scholarly and theoretical foundations for effective pedagogy; 

and the tradition of clinical practice, which supports practitioners to value their classroom 

experiences and use those experiences as a text to study and analyze in order to better understand 

their craft.  Each of these two distinct traditions relies upon a distinct Discourse for articulating 

the schemas, scholarship, and terminology for communicating its values and perspectives. Many 

of the professionals whom these discourse traditions seek to engage find each of the traditions 

somewhat lacking. For some, academic Discourse lacks the vitality and engagement of the 

classroom. For others, classroom based research provides little opportunity to explore broad 

themes that inspire intellectual growth. In an effort to bridge the gulf between these two 

Discourses, educators have been exploring the potential of new technologies and software. This 

chapter will discuss one of these innovative products, VideoPaper technology. A VideoPaper is a 

multimedia document representing analysis of video data.  VideoPaper offers opportunities for 

integrating educational theory and academic research with the excitement of classroom practice 

and, thereby, transforming teacher education and professional development. 

 

Introduction 

Real teaching, I learned in time, happens inside a wild triangle of relations --- among 

teacher, students subject---and the points of the triangle shift continuouslyÉw hat shall I 

teach? How can I grasp it myselfÉ?  What are [my students] thinking and feeling? 

ÉI nside the triangle, clear evidence is very rareÉ Yet out of uncertainty, craft emerges. 

The wildness of the triangle provokes it. (McDonald, 1992, p.1) 
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The intensely complex nature of teaching often overwhelms those who are learning the craft for 

the first time. Because teaching is such a fast and rapidly developing process, there needs to be a 

way to ÒfreezeÓ those moments that intrigue you in order to deconstruct that text and learn from 

it to improve your practice. In their professional preparation programs, pre-service teachers 

participate in discussions of educational and developmental theory in the scholarly tradition of 

the academy. However, as they encounter a broad range of challenges in their teaching, they 

become increasingly aware that the theories they learned in their academic program may not 

prepare them to answer the kinds of questions that McDonald poses as he replays the day in the 

classroom over and over again in his mind. New teachers find themselves moving away from the 

contact they once had with the research that posed the provocative ideas that stirred their interest 

in teaching in the first place. As they attempt to hold these two worlds in balance, they 

experience the tension of dueling Discourses, the parallel but separate trajectories of theory and 

practice.  

 

This dilemma has been the topic of significant research in teacher education and professional 

development. It is a critical mission of teacher educators that we prepare teachers to accept that 

uncertainty is part of teaching and that there are ways to learn from the aspects of our craft that 

seem to challenge  us at our very core. It is likewise essential that in professional development 

we work with in-service teachers to sustain the intellectual vibrancy that first brought them to the 

profession. Two effective practices for building and supporting lasting intellectual curiosity Ð in 

teaching, as in other professions Ð are the development of reflective practice and the exposure to 

theory-driven research. Reflective practice enables one to learn from oneÕs own experiences; 

engagement with research introduces clarifying lenses through which to reflect upon these 

experiences. When reflection becomes an essential element of their craft, teachers may return to 

it as a way to embrace the uncertainties of classroom teaching and develop strategies to learn 

from them.  

 

How can we teach reflection (Schšn, 1987) to pre-service teachers? How can we enliven the 

professional conversations of veteran teachers who want to remain engaged in the intellectual 

work of teaching that they began as students in teacher education programs? One answer to these 
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challenges is to keep teachers engaging in the two lines of Discourse rather than allow one to 

predominate. VideoPaper and its creator, the VideoPaper Builder software (Nemirovsky, et al., 

2005) represent a new genre for the production, use and dissemination of reflective practice and 

educational research. Videopaper allows professionals to integrate and synchronize different 

forms of representation, such as text, video and images, in one cohesive document. The essential 

features of VideoPaper (as described below) incorporate textual features that intrinsically belong 

to teachers' Discourse, as opposed to the Discourse of traditional academic papers. In this way 

VideoPaper may fulfill the promise of the NSF program that funded its initial version in 2001, to 

Òbridge research and practice.Ó This chapter explores two ways in which VideoPaper has been 

used as a tool that integrates the Discourse communities of teachers and researchers, 

incorporating both a theoretical basis and pedagogical principles in the ongoing intellectual work 

of teaching. 

 

What is a VideoPaper? 

Originally conceived in 1998 through a National Science Foundation ÒBridging Research and 

PracticeÓ project1, VideoPaper was designed to enable researchers to collaborate with 

practitioners through video. The format of VideoPaper is a presentation of text and video side by 

side, allowing authors to annotate digital video. The video footage is supplemented by the use of 

still images captured either from the video itself (e.g. notes the teacher has written on the 

blackboard, a studentÕs facial expression), scanned content (e.g. student work, teacher handout), 

or other digital images of interest (e.g. explanatory diagrams, graphics).  

 

VideoPaper is interactive in two directions: a reader can choose either to read the text and click 

on the authorÕs ÒPLAYÓ buttons installed within the text that trigger selected clips of the video, 

or to watch the video and click on the Òlink-to-textÓ buttons that appear within the video, 

directing the reader to selected pages of related text. The ability to link raw data and video with 

text analysis and observations enables the ÒreaderÓ to interact with the content in a way that is 

very different than reading a traditional linear text.  

 

                                                
1  (NSF # 9805289) 
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The reader becomes a participant who can control how the text is read. A reader can select pages 

to view, watch and analyze pieces of video data, pause and expand time, experiment with other 

interactive content (available in the form of Java applets), and conduct further research by 

following the hyperlinks. Authors create html documents that become text sections, gif or jpeg 

files that are used as slides, and a Quicktime or MPEG file for the video. VideoPaper Builder 

generates javascript menus, html links, framesets, and Quicktime image slide shows in order to 

interconnect the authorÕs video, slides, and text into a single multimedia presentation. The final 

product (see figure 1) is viewable in Mac or Windows, displayed using an Internet browser such 

as Internet Explorer or Mozilla Firefox. 

 

 

Figure 1: A VideoPaper 

 

Background 

University-based teacher preparation programs introduce their preservice teachers to a range of 

research-based literature to provide a theoretical understanding of pedagogy and cognitive 



 

 5 

development. Once these pre-service teachers become professionals within a school district, they 

find that academic articles often ignore classroom realities and do not reflect the teacherÕs 

concerns. Therefore, their reliance on academic research to understand their practice more deeply 

seems to wane.  

 Within the academic community, research knowledge and research genres are often 

viewed as relatively neutral or generic, and thus usable for those who engage in a wide 

variety of practices. Thus, teacher education programs often use journal articles to impart 

novice teachers with the professional knowledge and skills they need, with the hope that 

they will be able to use this professional knowledge in the particular professional 

situations they find themselves in (Bartels, 2003, p.737).  

However, studies that investigate teachers and their experiences with academic research illustrate 

that research articles do not function well as a way to disseminate research to teachers (see e.g. 

Zeuli, 1994; MacDonoughs, 1990). Research articles tend to be organized in a way that speaks 

more directly to the practices of researchers. Bartels's (2003) study uses GeeÕs definition of 

Discourses and addresses the problem of understanding the extent to which the Discourse of 

teachers and researchers differ: 

A Discourse is a socially accepted association among ways of using language, of 

thinking, feeling, believing, valuing, and of acting that can be used to identify oneself as 

a member of a socially meaningful group or 'social network', or to signal (that one is 

playing) a socially meaningful role (Gee, 1990, p.143).  

One of BartelsÕ key findings indicates that teachers and academics have two different Discourses 

and his data suggests that each party has difficulties in accepting and understanding the 

Discourse of the other. 

 

John (2003) shows that a key factor inhibiting teachersÕ engagement with research is the 

language barrier. Academic discourse, in particular, with its specialized tropes, schemas and 

terminology was seen as a major obstruction to both reading and understanding. Of central 

importance, therefore, is the idea that teachersÕ knowledge is represented in the language of 

classrooms (Eraut, 1995; Hoyle & John, 1995) rather than in sets of distinct propositions and 

prescriptions (Richardson, 1990; Day, 1999). In fact, teachers define their professional lives 

through the sights, sounds, and interactive features of the classroom. The visual, aural, oral, and 
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physical cues that are part of the natural world of communication of teachers are often lost in the 

Òstream of wordsÓ that still dominate research dissemination, as Bartels (2003) concludes: Òif 

academics want to write for teachers, they need to be careful to incorporate the kind of textual 

features and qualities that are central to teachersÕ DiscourseÓ (p. 751). 

 

Video has often been used in teacher education and professional development in different forms 

since its introduction in the 1960s (Sherin, 2004). Digital video is now emerging as a means to 

engage teachers in analyzing and improving their practice through studying frames of classroom 

activity. This provides an essential link for teachers to help them improve their understanding 

and interpretation of their practice (Carraher et al, 2000; Derry, 2002; Pea, 2003; Teachscape, 

n.d).  

 

Reflective Practice 

Since the 1980s, reflection and reflective practice have increasingly gained recognition as 

essential components of a strong program of teacher education. The term ÒreflectionÓ itself has 

come to mean so many things in so many different contexts that it has become confusing and 

vague. We see reflection as an ongoing collaborative process, a way to focus on particular 

aspects of oneÕs teaching and the learning of oneÕs students that makes the tacit explicit 

(Shulman, 1988). The Òreflective practitionerÓ (Schšn, 1983, 1987)  takes a situation that is 

intriguing and/or perplexing and breaks it apart in order to reassemble it with a new and 

informed perspective. This intellectual endeavor helps the practitioner to recognize beliefs and 

assumptions that they bring to the classroom and how these shape their understanding of their 

role in the school and classroom. 

 

Towards achieving this reflection, writing a VideoPaper helps a teacher to perform research on 

their practice. As Tochon (in this volume) writes, Ò[v]ideo editing is research process.Ó The 

teacher chooses an episode that merits further discussion and reconstructs the moments that 

comprise that episode in order to understand those moments anew. This process mirrors DeweyÕs 

(1933) description of the process of reflective thought as helping one to break apart elements of a 

puzzling or enigmatic event in order to learn from it. We argue that developing a VideoPaper 

may be a valuable method for helping preservice and inservice teachers to reconsider moments in 
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their teaching that might otherwise escape investigation. The VideoPaper is not only a review of 

scenes from a lesson, but an exercise in editing and annotating that promotes an intellectual, 

analytical involvement with the classroom and leads to a more profound understanding of the 

relationships essential to effective teaching (McDonald, 1992. From this understanding, teachers 

can learn to teach content more effectively, to refine their pedagogical skills, and to identify keen 

habits of mind that provide the foundation for professional acumen and expertise.  

 

The InterActive Education project: VideoPaper as a tool to br idge research and practice  

ÒThe InterActive Education project: teaching and learning in the information ageÓ2 carried out at 

the University of Bristol (UK) is a collaboration between researchers and teachers aimed at 

exploring how Information and Communication Technology (ICT) can be used most effectively 

to enhance teaching and learning across the curriculum and with all phases from primary to post-

16 (Sutherland et al., 2004). One of the core strands of the project is concerned with issues 

related to knowledge transformation among practitioners and researchers in order to develop a 

new community of practice that engages classroom teachers (Triggs & John, 2004). The strand 

aims to transform the projectÕs research results into forms of representation and communication 

that relate to teachersÕ Discourse and may possibly develop into new professional development 

models (Olivero at al, 2004).  

 

 

One TeacherÕs Story 

Dan Sutch was an English primary school teacher who began teaching in 1999 and joined the 

project when it began in 2000. In January 2003, he chose to create a VideoPaper in order to 

communicate to his colleagues how he had re-approached the challenge of teaching spelling to 

his 4th graders using a theoretical understanding of etymology and morphology that was 

proposed to him by a researcher from the Interactive Education project. In creating the 

VideoPaper, he had two goals: 1) he wanted to demonstrate his successful teaching of critical 

thinking and inductive reasoning through spelling lessons; 2) he wanted to share with his teacher 

                                                
2 For more information about the project see www.interactiveeducation.ac.uk. 
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colleagues the research that made this success possible. That his breakthrough had its origins in 

research was very important to Dan.  

 

After the creation of his first VideoPaper, Dan reflected on the creation process and on the tool 

itself in the context of communicating research to teachers. After receiving feedback from both 

teachers and researchers, Dan developed a second VideoPaper specifically directed to teachers. 

[C]ommunicating findings to others plays a much different role in the teachers' Discourse 

than in the academics' Discourse. For academics, the primary purpose of reading and 

communicating findings is to build a public base of abstract, generalizable knowledge. 

[É]  For teachers, on the other hand, the primary purpose in reading and writing up 

research is to expand their personal, context-specific bases of knowledge about their 

teaching and their students' learning. (Bartels, 2003, p.751) 

Dan was encouraged by the structural features of VideoPaper as a way to integrate the two 

Discourses (researcherÕs and teacherÕs) and, in fact, bridge these two essential aspects of teacher 

development for practitioners.  

 

Dan found the most appealing features of VideoPaper to be the way the video is hyperlinked in 

Òa whole.Ó In fact, Dan came to believe there was no adequate technical alternative to this 

ÒwholeÓ to accomplish what he hoped to share with his colleagues. One of the main issues for 

Dan was the relationship between video and text. Which should come first?  The teachers 

pressed the video play button before attending to anything else, which is not what Dan would 

have expected or wanted. He decided to remove the video control buttons so that the reader 

would not have control of the video independent of reading the VideoPaperÕs text.  The readerÕs 

ÒreadingÓ of the VideoPaper would then driven by the text; viewing the video could be enabled 

solely by the reader activating a play button within the text. 

 

When talking about re-writing his VideoPaper, Dan explicitly marked the fact that it was going 

to be a paper for teachers only, aiming to give them a window into what he had been doing over 

his three years with the Interactive Education project.  He realized that he had to shift from being 

a Ótraditional writer,Ó as he described himself in terms of the writing of his first VideoPaper, to 

being a ÓVideoPaper-writer.Ó In fact, his first VideoPaper contained lots of text and incorporated 
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more features that are typical of the researcherÕs Discourse. In creating the VideoPaper, he used 

the video to illustrate the text. Dan further described the significance of the video in providing 

the visual, oral, and aural dimensions classroom teaching: 

ÒThe video is really important because it shows that [the lesson being discussed] can be 

done in a real classroom. É I think with research itÕs very easy [for teachers to say] we 

canÕt do that ÉW hile here you can see itÕs one classroom, one computer and it can be 

done.Ó  

The reality of the classroom shown by the video is contrasted with the Òmade to measureÓ 

representations that often accompany official curriculum guides. These contrived demonstrations 

do not really incorporate elements of teachersÕ Discourse, as the action and practices that 

characterizes real classrooms are not there. John (2003) reports that many teachers donÕt believe 

many of the research findings they encounter, because of the overt ideological assumptions that 

appeared to dominate many of the studies. DanÕs vision of the impact of his VideoPaper on the 

professional development of colleagues shapes how he incorporated the theory in a way that 

related well to teachersÕ Discourse. His work demonstrates a way in which VideoPapers can be 

used to encourage teachers to explore the theoretical basis of their practice. 

 

Dan clearly knew how he would like the VideoPaper to be read, and his idea resonates with the 

researchersÕ Discourse concerning an issue of great importance: the role of evidence.  Dan also 

recognized that one of the hardest parts of the process was choosing the video excerpts to insert 

into the VideoPaper because Ò[The video] didn't always show what I wanted to show. I was 

trying to say something and I didn't have the evidence to prove itÉÓ This statement raises 

important questions about Dan's position within the teachers' and researchersÕ Discourses. His 

language demonstrated a struggle to adapt the academic Discourse of "proof" and "evidence" as 

a way to analyze learning and teaching in the classroom. This was stimulated by the features of 

the VideoPaper itself, suggesting that his medium does allow a practitioner to bridge the two 

Discourses in an innovative way. 

 

Towards a new model for teachersÕ professional development 
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Watching video affords the opportunity to develop a different kind of knowledge for 

teaching - knowledge not of Ôwhat to do nextÕ, but rather, Ôknowledge of how to interpret 

and reflect on classroom practicesÕ (Sherin, 2004, p. 17). 

DanÕs vision of the impact of his VideoPaper on the professional development of colleagues 

shaped how he incorporated the theory in a way that related well to teachersÕ Discourse. As Dan 

explained, a VideoPaper communicates the classroom activity as well as the theoretical 

foundation and intellectual ÒhookÓ upon which the lesson is constructed. This allows colleagues 

to teach a similar lesson based on a theoretical understanding rather than just copying the lessons 

as written. 

[I]tÕs got a lesson plan that teachers can follow, if they want to follow mine. But itÕs also 

got the theory behind it so they can change it themselves. Instead of taking my work and 

doing it, theyÕll be able to adapt it to their own class... And you can only adapt it when 

you understand it.  

 

In this regard, Dan observed that the power of video needed to be substantiated by the text; the 

video did not just stand on its own. There was a need to incorporate both theory and practice and 

be more than just Òtips for teachers.Ó  

 

Thus far, the use of video in teacher education and continuing professional development has 

focused mainly on the development of teaching skills (Sherin, 2004), which does not necessarily 

help teachers understand  the intellectual dimensions of their profession. We might argue that 

VideoPapers have the potential to be a bridge, containing the Òconnections between the academic 

theory, personal theory, and everyday planningÓ of teaching (Griffiths and Tann, 1992) by 

linking the power of the video, which represents practice, to narrative and theory in a way that 

connects the Discourses of the researchers and the teachers. Dan considered research important 

to understand what he had done in the classroom and to make it possible for other teachers to 

teach his lessons. But at the same time seeing his own classroom was considered essential, too. 

VideoPaper allowed him to incorporate both dimensions without needing to have one necessarily 

dominate. We argue that VideoPapers "incorporate the kind of textual features and qualities that 

are central to teachers' Discourse" (Bartels, 2003, p.751) and therefore may prove to be a way for 

novice and experienced teachers alike to develop an appreciation for both the values and 
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practices of academics and the values and practices of teachers. Early experimentation with 

videopaper as a tool in teacher mentoring (Cogan-Drew, 2003) indicates that it may also prove 

useful in facilitating classroom study by mentors and protŽgŽs.  

 

Tufts University: VideoPaper as a tool for reflection in teacher preparation 

The Tufts University Department of Education offers a one-year program of study for a Master 

of Arts in Teaching (MAT) degree. There are approximately forty preservice teachers in the 

middle/high school certification program, divided into two cohorts: full-time interns, who begin 

the school year working three to five days a week in urban school placements; and traditional 

preservice teachers, who are in their schools only one day a week in the fall. All of the MAT 

candidates teach full-time in the spring semester. With few individual exceptions, preservice 

teachers arrive at the project with a basic understanding of digital video Ð conceptually what it 

takes to shoot and edit a film Ð and how meaning is conveyed through moving pictures. As a 

cohort, the interns may have more teaching experience than the traditional preservice teachers 

when they enter the program. From 2001 to 2004, both groups completed the VideoPaper project 

at the end of the fall semester as part of a required academic course.3 

 

In creating reflective VideoPapers, the preservice teachers deconstruct a visual narrative of their 

experience, leading them to new thinking about their teaching (Sarason, 1999; Bruner, 1996). 

They consider McDonaldÕs (1992) notions of Òtext-makingÓ and Ògripping,Ó which allow a 

teacher to hold critical moments in the classroom Òsteady.Ó The faculty hypothesize that by 

finding meaning in these moments, preservice teachers tease out elements that puzzle and disturb 

them, making these the objects of their attention. Tufts faculty introduce and model reflection in 

an introductory teaching course. One of the foundation texts of the course is David HawkinsÕ 

essay, ÒI, Thou, ItÓ (1974). Through his essay, preservice teachers encounter that triangle that 

McDonald (1992) terms the Òwild triangle,Ó a notion based in practice as well as philosophy. The 

pre-service teachers learn that in each classroom this triangle Ð the teacher, the student, and the 

                                                
3 Starting in the 2004-5 academic year, we have moved the assignment to the end of the spring semester, to allow all 

preservice teachers the opportunity to gain more classroom teaching experience before creating the VideoPaper. 

Initial evidence indicates that this move has had a positive effect on the quality of the assignment. 
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curriculum Ð must be connected in order for authentic learning to take place. They also learn to 

focus on the construction of relationships that will enable them to become effective practitioners. 

 

Preservice teachers may choose to film any particular lesson in which they are featured as either 

the solo teacher or as a co-teacher. After they have completed their filming, they are asked to 

view the footage in its entirety, without taking notes or performing any written analysis of what 

they see. When they later watch the film interpretatively, they are asked either to actively view 

their footage for examples of a predetermined topic, or to use the video as an investigative tool to 

inquire into an existing area of interest. The preservice teachers are encouraged to select clips 

that intrigue them for their unexpected or puzzling qualities. As with a literary Òreader-responseÓ 

approach to textual interpretation (see e.g. Andrasick, 1990), these seemingly random selections 

reveal the writerÕs salient inquiries. 

 

The preservice teachers edit their film down to two and a half minutes of continuous or 

segmented footage. (Other programs in teacher education, such as Performance Assessment for 

California Teachers (PACT), and in teacher professional development, such as the process of 

National Board Certification (NBC), require two longer, contiguous clips of approximately ten 

minutes each. We find it adds a useful rigor to the preservice teacherÕs inquiry to lower the 

limit.) When they have completed their initial editing, they convene in a video study group 

(Tochon, 1999) where they present their edited clips to peers for a discussion facilitated by a 

faculty member. Here the questions and comments by peers often require the author to 

reconsider their original vision of the classroom events. In the case where the preservice teacher 

is unsure of what themes emerge in the collection of clips they have chosen to present, the 

facilitator can assist in stimulating Òan individual reorganization of apparently disorganized 

componentsÓ (Tochon, 1999, p. 62).  

 

What matters most to Tufts faculty is the quality of contemplation of the teaching and learning 

portrayed in the video evidence rather than video evidence of achievements or challenges. For 

example, Nakia, a preservice teacher, asked his mentor teacher to film on the day his 6th grade 

students were presenting what they had learned about patterns of immigration to Boston from 

interviewing their families and neighbors. For a month, Nakia had been working particularly 
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diligently with a 6th grader who needed a great deal of support. Nakia hoped that he could 

showcase this young manÕs presentation as a positive example of working well within the Òwild 

triangle.Ó However, as the tape rolled, a different story unfolded. Nakia called upon the student 

and the student boldly announced, ÒI donÕt have my work ready to present.Ó The videotape 

captures NakiaÕs momentary disbelief and disequilibrium. What do I do now? Nakia slowly 

repeats what the student has announced and uses this as a moment to calmly but clearly establish 

his expectations. 

YouÕre not ready to present? I expected you to be ready. You and I had an agreement that 

today would be your turn to present.   Your classmates are looking forward to hearing 

what you have learned. After class, you and I will meet again to go over what you have 

left to do and I want you to be ready to present tomorrow. 

Out of the fifty minutes of presentations captured on that tape, his mentor teacher pressed him to 

work with those anxious few minutes and to use them as a point of departure for a discussion of 

his professional growth over the course of the semester. She saw the incident as evidence of how 

he was integrating his knowledge of developmental issues and the theoretical ÒtriangleÓ to 

become an authority figure who could deal with the unexpected.  NakiaÕs response to his student 

allowed both teacher and student to maintain a positive relationship beyond the incident. The 

following day, the student completed his presentation effectively. 

 

Faculty and Preservice Teacher Reflection 

Videopaper projects like NakiaÕs have offered education faculty unique feedback about how 

preservice teachers are thinking about their classrooms. They use the textual features of the 

VideoPaper to express their thoughts on the ÒmessinessÓ of the Òwild triangle,Ó just as Dan Sutch 

used the text to convey to his colleagues his teaching of etymology to develop critical thinking. 

As one faculty member related:  

The VideoPaper is not just offering you a glimpse into the classroom at that site; itÕs 

offering you a connection with the person who taught that lesson. ItÕs much more 

sophisticated than just ÔhereÕs my classroom and hereÕs what we learned on Tuesday.Õ ItÕs 

ÔhereÕs my classroom, hereÕs what went on on Tuesday, and this is the essential strand 

that IÕm taking out of that lesson. This is what IÕm really thinking about as a pre-

professional and IÕm wondering where that is going to take me.Õ  
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As students, preservice teachers grapple with both the Discourse of theory through their 

university program and the realities of practice in their practicum classroom. They can reconcile 

the conflicts and contractions between these two Discourse communities by finding their own 

means of expressing strategies for integration of the two, as Dan Sutch has done through his 

VideoPaper on spelling. In both cases, the VideoPaper facilitates reflection at the same time it 

enables expression. When the first group of Tufts pre-service teachers completed their 

VideoPapers, the faculty noticed evidence of deeper self-reflection than previous traditional 

video assignments.  

 

The intellectual work the VideoPaper assignment demands arises from the fact that video, text, 

and slides must be connected in order for the narrative to emerge. This interconnectedness 

pushes the author to closely examine the relationship between the images and their text, to think 

carefully about exactly how to generate meaning from their media. The exactness of the medium 

demands that one makes precise choices in editing and concentrate on discrete themes in the 

video. This close attention to the video has also been a two-edged sword. While on the one hand 

the preservice teachers are held accountable for their observations, the assignmentÕs 

foregrounding of video has produced a kind of Òvideo realityÓ Ð similar to what Dan Sutch 

encounteredÐ that limits the extent to which comments that are not supported by video evidence 

can be perceived as persuasive. Dan could not comment upon what he could not find video 

evidence to support. What is captured on the video is not entirely within the control of the 

preservice teacher, either. In many cases, they need simultaneously to be the actors in the video 

as well as the directors, instructing the cameraperson (usually a colleague) before class on the 

evidence they want to see on film. Prior to filming, we ask them to consider what questions this 

video may help them to answer. If they do not prepare to direct the cameraÕs eye, what is 

captured may not be so useful to them as they reflect on their practice.  

 

As faculty learn more about what is involved in asking preservice teachers to create video cases 

of their teaching, opportunities for deepening the professional relationships emerge. When the 

preservice teacher speaks with their mentor teacher or university supervisor about what 

constitutes video ÒevidenceÓ of classroom learning, there is an opportunity for an exchange of 
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ideas around Òprofessional visionÓ (Sherin, 2001) that may lead to stronger connections between  

research-based theory and classroom practice. 

 

Audience authorship and its implications for digital discussions 

The software continues to evolve. Version 3 of VideoPaper Builder (2005) contains a few 

notable features that were part of a redesign in response to user feedback to versions 1 and 2. The 

most significant of these are improved menu navigation and authoring wizards, as well as a built-

in html editor that allows authors to write text directly in the program (see figure 2).  

 

 

 

Figure 2: The VideoPaper Builder Browser View 

 

For novice users, this removes the need for a separate html editor. In addition to enabling fast or 

slow motion replay, the new version also introduces an overlay feature that allows authors to 

highlight elements (e.g. gestures, facial expressions) in the video by outlining them for a 
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specified time in a colored geometric shape (see figure 2). This adds greater precision to the 

commentary that authors write when referring to the video footage. While video appears to be 

self-effacing, it is not uncommon for audiences to miss a particular gesture, expression, or detail 

that the author believes deserves greater attention. VPB3 enables authors to close-caption their 

video footage directly in the application or to import existing captioning tracks. It also offers a 

citation hyperlink feature to better accommodate the research community. These tools will aid 

authors wishing to submit to academic journals such as the Journal for Research in Mathematics 

Education (JRME), which have begun publishing VideoPapers in special monograph editions. 

 

At the moment VideoPaper authorship is concentrated at the documentÕs origin. As the 

community of VideoPaper authors grows, however, the definition of authorship must expand to 

include greater consideration of the community of audiences. Dan responded to his colleagues by 

revising the design of his VideoPaper. Given a digital library of dozens of VideoPapers, how 

might readers respond? What might they want from their reading? What would readers do with 

the ability to respond to published VideoPapers by annotating the published text as they read it? 

Students who could read a VideoPaper and respond by creating their own PLAY buttons online 

would be able to engage in a collaborative research effort as they shared their microanalyses of 

video data. Teachers might access VideoPapers from online research libraries and use these as 

points of departure for their own classroom investigations. New media that shape teacher-

researcher collaborations breathe life into the lives of practitioners and scholars.  

 

Conclusion  

There is a great deal to learn from the experiences cited in this paper. When VideoPaper is used 

in both in-service professional development for teachers and pre-service teacher education 

programs, it allows us to acknowledge that the very nature of the profession is marked by two 

parallel Discourses. Each of these Discourses supports teachers to develop a deeper 

understanding of their work. As a field of scholarship, Education has a tradition of tension and 

division between Academic Discourse grounded in theoretical studies and the PractitionerÕs 

Discourse that thrives on the vitality of the wild triangle, the relationship among teacher, 

students, and curriculum to be taught. Too often, teachers are asked to choose between these two 

intellectual traditions in attempting to understand their classrooms. In choosing one over the 
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other, educators lose key insights into the complex nature of the profession. Progressive 

professional development programs and progressive teacher education curriculum acknowledge 

that teachers must learn that research must be an integral part of teaching. The teacher must also 

be a researcher (Meyers and Rust, 2003), probing the questions that arise as one examines the 

dynamics of the classroom.  

 

VideoPaper allows the two discourses to co-exist; it allows the teacher to create a text of her 

classroom that, through close study and conversation with colleagues, can provide access to 

Academic Discourse and theoretical understandings that underlie the text of the video. In 

developing videopapers, Dan and Nakia worked with the Discourses of both teacher and 

researcher, Òknower and agent in both the classroom and larger educational contextsÓ (Cochran-

Smith and Lytle, 1999). In these contexts, able to move between Academic and Practical 

Discourses, teachers like Dan and Nakia can have a fresh approach to incidents that intrigue 

them. Thus, VideoPaper helps to underscore that notion that learning to teach is not completed at 

then end of oneÕs teacher education program. Improving oneÕs craft is an intellectual process that 

continues throughout oneÕs professional life span (Cochran-Smith and Lytle, 1999). 

 

 

Both projects at Tufts University and at the University of Bristol demonstrate the profound 

insight that is possible when teachers use a medium that allows them to represent and share the 

vitality of their classrooms. Using such a lively text as a basis for analysis, reflection, and 

connection to theoretical study allows teachers to go beyond sharing  Òtips for teachersÓ and 

professional development as survival training. VideoPaper is a tool that represents and 

transforms teachersÕ practice while enabling research and practice to come together. VideoPaper 

also promises to be a tool which may encourage closer collaboration among academic 

researchers and educational practitioners to improve teaching and learning. 
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