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Abstract

In this study Video Card Game, a method originating in user-centred design, is studied as a learning design for
teacher education. An experiment with second-year students of educational psychology is analysed on the basis of a
trialogic view of collaborative knowledge construction, which integrates the perspectives of individuals, tools, and
social situation in the study of learning (Hakkarainen, 2009). The analysis suggests that Video Card Game serves to
promote learning, bridging the gap between theory and practice in teacher education.
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1. Introduction

Resting upon a situated view on learning (e.g. Lave, 1993; Lave & Wenger, 1991), we understand
learning to emerge in interaction when participants collectively share their interpretation of reality, and,
more concretely, when they participate in a relevant manner (Lave &Wenger, 1991, 51-52; Hutchins,
1995, 262, 287; Melander, 2009, 17). For instance, when a pre-service teacher claims knowledge of
(particular) instructional practices we do not acknowledge the skill unless we see that s/he applies the
knowledge into interpretations or instantiations of pedagogic events. Student teachers are known to
wrestle with the distance between pedagogic theories and instructional practice (Dewey, 1904;
Korthagen, 2007). To address this gap, we will explore Video Card Game as a design for collaborative
learning that may bridge the jump from reading to doing. By collaborative learning we refer to situated
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practices where participants share and develop their understandings of a subject — in this case early
literacy instruction.

Teacher education in Finland rests on four cornerstones: content knowledge, expertise in learning and
teaching, social and moral competences, and the multi-faceted skills involved in practical school work.
Integrating these basics is a challenge for teacher students. One approach to the challenge is supervised
teaching practice, where experienced professionals support students in their efforts to acquire professional
skill (Jyrhama, 2006; Mikkola, 2012; Niemi, 2012). This form of situated novice—expert interaction is
fundamental to the process of learning how to be a teacher. However, pedagogical moments proceed
rapidly, perceptions are biased due to a learner’s selective attention and personal position in the situation,
and reconstruction of memories from the decaying traces of these events become more difficult as time
passes. Where the recollection of what happened may be misleading, video records sustain interactional
detail (Sherin, 2007a). Even so, it would be naive to anticipate that watching video materials in itself
would facilitate the development of students’ professional skill and integration of theory and practice.
Rather, accessible video technologies afford and enable innovative instructional designs in teacher
education. We wish to emphasise the design of the instructional events, including the social script of the
event as well as its physical environment.

In this article, the notions of design and learning will be combined in two senses. Firstly, we
understand learning design in terms of the set-up of teaching and learning settings. These settings include,
in addition to learners and teachers, a variety of material artefacts. Many such designs result from a social
tradition and thus it is not possible to name the designer. However, more recent models are a product of
intentional design by individual designers or collectives (Seitamaa-Hakkarainen, 2011; Sherin, 2007b).
Secondly, we use the notion of design learning in the current article with particular reference to the use of
a design tool, Video Card Game, as a pedagogical instrument in teachers’ professional development.

1.1. Teacher education through video

We join a growing number of scholars who endorse the use of interactive video in professional teacher
development and research. The field is diverse, and it is not reasonable to attempt a summary here. These
undertakings have focussed on the organisation of interactional practices in the classroom, leading up to
cross-cultural comparisons of trends in instructional practices, and finally using video recordings and
edits as a mediator in teacher development and education. (See Brophy, 2004; Goldman, 2007; Melander,
2009; Sahlstrom, 2011; Stigler, et al., 2000; Stigler & Hiebert, 2009; Tainio, 2007.) Derry (2007)
distinguished between these approaches with respect to the role a learning scientist takes in practice.
Following de Bono’s (1999) idea of six thinking hats Derry outlined the researcher’s, producer’s,
teacher’s, editor’s, technologist’s and designer’s video hats. According to Sherin (2007a, b) the purpose
and manner of video use has changed over time from “microteaching” (records of student teaching
simulations) to the hypermedia resources of today. What has remained constant on a more general level
are the following affordances: 1. videos form a lasting medium; 2. they can be collected, edited and
recombined; and 3. they cater for diverse approaches. Our experiment with Video Card Game will draw
on these three characteristics.

Critical to the pedagogical value of video is how video recordings are exploited. Schwartz and
Hartmann (2007) address the importance of spelling out the subtleties of issues with which students are
already familiar. Garfinkel (e.g. Domke & Holly, 2011, 264) referred to this as paying attention to the
“seen but unnoticed” character of our (normalised) living world. Schwartz and Hartmann (ibid) employ
Goodwin’s notion of professional vision (1994), which, in a nutshell, is about the ability to competently
see relevant structure in a context (Goodwin, 2000).
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Video methods have proven effective for teacher training in three respects. When pre-service teachers
are exposed to video-recorded lessons they learn 1. to reflect on pedagogical events and develop specific
analytical skills, 2. to focus on pupil thinking, and 3. to bridge theory and practice, i.e. to align
pedagogical recommendations to actual classroom practice (Santagata & Angelici, 2010). Nonetheless,
technology alone does not provide for an automatic change in the students’ practice (Hakkarainen, 2009;
Hakkarainen-Seitamaa, 2011); dedicated effort is required to develop new pedagogical and social
infrastructure for a new technology to serve its purpose. Here we introduce Video Card Game as a
learning design to address the challenges outlined.

1.2. Video Card Game in a nutshell

Video Card Game is a design tool taking inspiration from the “Happy Families” children’s card game
(Buur and Sendergaard, 2000). The game was originally developed in the User Centred Design Group at
the Danish component manufacturer Danfoss A/S for design purposes to address a recurrent challenge in
user-centred innovation design: to discover and refine the focus of a project (Buur & Sendergaard, 2000).
Because design problems are often recognised as ‘wicked’ in their character, a core challenge is the
process of formulating the problem rather than the problem itself (Rittel and Webber, 1973). In teacher
education, a related challenge is to identify critical moments in pedagogical conduct.

Due to its concreteness video material is easily made open for people from diverse backgrounds to
interpret. In design, developers, users, and managers can work effectively on video material in the Video
Card Game and make their different ways to see the material visible to the others in a project through the
translation of activities into verbal themes. Likewise, a facilitated use of video materials may provide
grounds to develop pedagogical insight and professional vision. These themes can become useful for
teacher professional development in that they highlight new potential for reflection or illustrate areas of
pedagogical interest.

Empirical video footage comprises a very detailed account of a living practice. Such material is much
valued in user-centred design, where the use of observational and participatory methods is often
encouraged to ensure a good fit of novel designs into the settings of use (see e.g. Blomberg et al., 1993).
The problem with such detailed materials is that analysing it is slow and arduous. A key incentive behind
Video Card Game was to make the use of video material ‘lighter’. At the same time the method also
aspires to transform the analysis to be more engaging and collaborative and retain an intimate connection
to the interests of a particular project. The game has proven to be valuable in diverse areas, such as in the
design of gestural interfaces (Brereton et al., 2003), usability of process control devices (Buur &
Sendergaard, 2000) and discovering opportunities for workplaces (Johansson et al., 2002).

In design as well as in teacher education video materials need to be interpreted in a way that renders
the material relevant for the emergent agendas that arise during the process. The Video Card Game banks
on shared exploration and sense-making that is grounded in brief video excerpts and a particular project
agenda. For a game session a set of video snippets are extracted from the overall footage on the basis of
what is found interesting for the current project. Each snippet will be accompanied with a video card on
which the participants can write notes. The game is played through several rounds, where teams begin
with initial verbalisations on what can be observed in the video snippets. The cards are sorted according
to the observations written on them: similar snippets go together. The thematic groups are labelled and
further observations will be made collaboratively. (Ylirisku & Buur, 2007.)

Towards the end of the game the participants will move increasingly away from factual observations
towards interpretations that relate to the theme of the project in question. The overall clustering of the
themes may be broken up if needed. Duplicate cards can be crafted in order to accommodate newly
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constructed discoveries. At the end of the game the discoveries will be evaluated against the project’s
agenda. (Ibid.)

Video Card Game can be seen as a means to construct a collaboratively negotiated conceptual context
for a project on the basis of empirical records. The Video Card Game can contribute to the development
of the necessary conditions in a project, i.e. to the development of the relevant conceptual context, so that
particular novel ideas may be interpreted as sensible. From the fundamentals of the method as outlined
above, it could be anticipated that Video Card Game could function effectively as an epistemic mediator
(see section 1.3.) also in teacher education.

1.3. From design to epistemic mediation in teacher education

Since Video Card Game emphasises collaborative interaction within and between peers or teams, it
relates to the Learning by Collaborative Design model (LCD model) (Seitamaa-Hakkarainen, 2011). Both
methods depict designing as an iterative process where physical artefacts, i.e. material objects, are used to
facilitate collaboration, distribution of expertise, and externalisation of ideas. We shall approach this
implementation through the notion of epistemic mediation. Epistemic mediation involves cultivating
shared knowledge practices. Particular attention is focused on the role of shareable epistemic artefacts in
practices. (Hakkarainen, 2009; Hakkarainen et al., 2011.) We will claim that Video Card Game affords
such mediation by providing a social script of conduct plus a specific set of mediating artefacts, i.e.
laptops, headphones, video clips, paper cards, etc. The analysis attempts to unveil how the social script
fosters the making of analytical observations in a sensitive manner. In addition, it will be investigated
how a systematic procedure from individual observations towards project-relevant discoveries with all the
material artefacts involved is geared to give rise to generic understandings of particular issues.

2. Video Card Game as a design for research and learning

We see learning being situated and dependent on tools and representational media. In setting our
research frame we take inspiration from Hakkarainen’s (2009) trialogic view of collaborative knowledge
construction, which integrates the perspectives of individuals, tools, and community in the study of
learning. Hakkarainen (2009) argues for the importance of social practices and externalisation of ideas for
learning. Where social practices on one hand have the capacity to channel individuals’ intellectual efforts,
externalisation on the other hand enables the individuals to ground their learning on shareable artefacts.
The shareable artefacts are seen as epistemic mediators due to their role as instruments for learning.
Following this view we will be investigating Video Card Game as a learning design with these questions:
e What do students see in video snippets in a Video Card Game?

e How do they externalise and verbalise their findings?
e How does Video Card Game contribute to relevant participation?

2.1. Data and method

The data analysed is video data recorded from a Video Card Game session. The session was organised
upon the participants’ request: a group of nine second-year students in educational psychology. The
students contacted the first author, since the subject under investigation, beginning literacy, is one of her
course subjects. The study group agreed to try Video Card Game as a learning design on the subject.
Before the game session, the students acquainted themselves with the assigned course literature.

The game was organised around 60 video clips on first graders’ in-class literacy education. Each video
clip consisted of a 40- to 80-second literacy event in grade 1 (year 1). Although the clips were
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thematically related to beginning literacy, no correct disposition of how to interpret or categorise them
existed. In this sense, the Video Card Game established a setting for genuine knowledge building without
pre-defined solutions. The game session lasted for three hours.

Methodologically, the study draws on Conversation Analysis (CA) (e.g. Sidnell, 2010). We analysed
video data from two stationary cameras placed in opposite corners of the (game) room. The analysis was
constrained to particular sequences of action where the participants discussed and negotiated their
understandings of the video materials to which they were exposed. These sequences were transcribed
following roughly the conventions in CA.

2.2. What do students see in video snippets?

We found that Video Card Game facilitated the students’ participation in collaborative knowledge
building in several respects. Firstly, the students adopted an orientation towards making sense of the
process of beginning literacy and how it is taught. Moreover, the students were able to identify relevant
phenomena in the video clips even without any detailed instruction on which issues to address. In the
initial phase of “reading” the video material the students rehearse how to differentiate between
interpretation and observation (see Excerpt 1). This part of the exercise functions to sensitise the
participants to the relevant “seen but unnoticed” issues, which could pass by unobserved. The students’

names throughout this article are pseudonyms.

Ex. 1 [Rehearsal]

01 Sara: What are the observations that allow you to make that interpretation?

02 Jimi: ((unclear))

03 Kaisa: The boy is trying to get attention. He goes “look, look”

04 Sara: “Istrying to get” is a mental state but good, he says “look”, that’s an observation
05 Helena: The children are discussing amongst themselves.

In Ex.1 Kaisa reports her interpretation of the intentions of a boy she has observed on the video (line
3). An intention is a mental state that cannot be observed directly. Kaisa’s verbalisation of what happens
on the video is actually an interpretation that requires resorting to assumptions beyond what can be
verified on the video. The level of making observations is a level of minimal interpretation where there is
no “pick-pocketing” but rather “putting of hands into others’ pockets”; no “cries for attention” but “cries
and turning of heads”. Making observations rather than interpretations is important to ensure that the
original character of action is properly incorporated into later interpretations. Furthermore, it functions to
minimise interpretative bias from the outset.

2.3. How do students externalise and verbalise their findings?

In the second phase the students “read” six to seven video clips. They externalised their observations
by writing on the cards representing these clips. Since each student was working with a different
collection of clips they became familiar with only a subset of the overall material. The group as a whole
was dependent on each participant’s share of knowledge. In addition, since it was known to everyone that
everyone else worked with a different set of clips, the students designed their reports to inform their peers
about what they had observed.

Before informing the others in the group the students organised their “hands” of cards. In this task, the
students worked from individual observations towards more generic categories, while at the same time
establishing novel category boundaries. Abstraction and category building are fundamental to bridging
the gap between practice and theory. During the activity the students externalised their emergent



Sara Routarinne and Salu Ylirisku / Procedia - Social and Behavioral Sciences 45 (2012) 370 — 380

understandings by physically arranging their video cards. The cards hence functioned as epistemic
artefacts in the situation.

During the sharing of their observations the students also became able to relate the observations
reported by the others to their own set of material and to the initial themes they had constructed. Excerpt
2 displays interactions where a student suggests a name for a theme and a fellow student responds

according to what she sees as related in her own hand.

Ex. 2. [Grouping]

01 Noora: I’dlike to suggest a new theme there.

02 @)

03 Sara: Right

04 Noora: Well u:hm (.) embodiment or like there was the magic pen,

05 Anni: I was just about to say if we could start a group on drawing letters and more,
06 Sara: It goes here at least,

07 Anni: the children were given these little blackboards and chalks.

The themes expressed by the students varied in their level of abstraction; nevertheless they were able
to share their findings and construct categories. When sharing their observations the students worked both
on the basis of what was relevant for beginning literacy in the materials at hand as well as on the basis of
their expectations regarding how to make their observations accessible to the others in the session. The
game design thus encouraged genuine information exchange instead of pedagogical interrogation, where
accuracy of perception might have become the issue. The students came up with twelve themes.

2.4. How does Video Card Game contribute to relevant participation?

In the third phase, the students were encouraged to pair up and choose a theme from amongst the
twelve they would like to “own” and develop further. (The nine students formed three pairs and a group
of three). The chosen themes were: 1. syllable reading, 2. embodiment and drawing of letters, 3. extra-
curricular activities, and 4. linguistic awareness. In this phase the game design functioned to set up a
context for learning, where the students were forced to relate their articulations a) to the chosen theme, b)
to their own observations of the video, and c) to the other(s) in the pair/team. In this context the students
made their contributions in each group both verbally as well as through bodily expressions. Furthermore,
the students were working on different levels of abstraction simultanecously, as they addressed the
particulars of an event displayed on video and worked to relate their findings to their theme. In this work
the students identified novel sub-themes.

In the following we shall focus on how theme 2, Embodiment and drawing letters, developed. The
students, Leyla, Mira and Rina, have identified a sub-theme they called “motoric skills”. In their
elaboration, the students address particular observations by different means: pointing, bodily quotes and
verbal description. Quoting is a recurrent phenomenon in speech, and it is frequently used in the service
of communication to provide evidence in a project to hand (Holt, 1996). Excerpt 3 illustrates how the
students were quoting issues that were nonverbal, thus displaying the ability to translate perceived
practice into negotiable epistemic expressions. In the excerpt Mira has made a visual observation on a
video clip and she ties it to her remark on inter-student differences, i.e. differentiation for left-handed
children.

Ex. 3. [Left-handed ones]

01 Mira: Then u:hm (.) then it was (.) u: it was demonstrated differently to the left-handed (ones) the model? ((Fig. 1.a))
02 Mira: like it should also be modelled to the left-handed (ones) how to do it

03 Mira: I mean [be taken into consideration that (- -)

04 Rina: [(--) (b))

05 Mira: draw similarly ((drawing pause, Fig. 1.b b)) (1.0) however like

06 Leyla: where are they writing something ((Fig 1.c b))
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In Excerpt 3, Mira elaborates upon her observations regarding letter drawing: In addition to speech and
in line with her observation, she makes a left-handed gesture in the air (in line 1, see Fig. 1.a). This
gesture is a bodily quote, which is a means of referring to particular phenomena without the need to
invent words for making the reference. It also enables making reference without the immediate presence
of the referent thing. Bodily quoting is recognised as one of the means that, for example, dance teachers
use in teaching (Keevallik, 2010). The bodily quotes in the Video Card Game originated from the
observed video clips. The students had observed an episode where the teacher provides an embodied
model for the children to draw the letter “u” repeatedly in the air with a “magic pen”, namely their fingers.

Fig. 1. Bodily quotes of drawing in the air: (a) Mira (in the middle) begins the quote, (b) Rina (on the right in the
illustration) takes up the quote, (c) Leyla (on the left in the illustration), Mira and Rina quote together

In Excerpt 3 the bodily gesture of drawing in the air serves multiple interactional purposes. Firstly, the
bodily quotes express what is seen on video and serve to topicalise interaction, which is not verbal in
character. Secondly, it enables the students to experience what it feels like to do what is being addressed,
here to draw in the air, since they incorporate the visual observation into their bodily enactment. As the
result of this incorporation, the students recognised the need to differentiate instruction for left- and right-
handed children.

Thus the Video Card Game progressed through the making of observations, constructing themes,
verbalising and expressing the substance for learning, during which the students took steps towards
expertise in early literacy education. When seen through the trialogic lens as proposed by Hakkarainen
(2009) the exercise displays characteristics that let us anticipate that Video Card Game functions
effectively as a learning design, bridging the gap between content knowledge and the social competences
and many-sided skills involved in practical school work.

3. Conclusion

In this article we examined Video Card Game as a learning design in the context of teacher education.
The analysis provides encouraging evidence that the game serves as an effective infrastructure for
learning. Essentially this is due to three features: Firstly, the game outlines a social script for participants
to come together and process materials about a relevant topic. Secondly the game also facilitates
grounded generation of new knowledge with specifically tailored epistemic artefacts: video clips and
cards representing the clips and enabling note-taking. Thirdly, the game encourages sharing, since each
player begins to work on a small subset of the overall material. In order for the participants to develop a
more complete view of the topic, they must express and relate their individual observations to the rest.

The analysis illustrated how teacher students were able to identify pedagogical themes and develop
them on the basis of their own observations of a living education practice captured on short video clips.
They were able to raise relevant themes and questions themselves, instead of being subjected to ready-
made pedagogical questions. They also sought the answers themselves. The extracts drawn from the
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Video Card Game showed that the students develop the skill to make observations on pedagogical
practices and reflectively connect them to professional conduct. They also seemed to display sensitivity to
inter-student differences as part of the reflective activity. The students were able to refer to what they had
read, they were able to connect it to what they see, and they developed ways of doing things we, as
teacher educators and researchers, interpret as instantiations of professional skill. These discoveries
support the assumption that the Video Card Game, as a learning design, may actively contribute to
bridging the gap between theory and practice.

The experiment reported here was only a snapshot of a single, short learning event. It is hence not
possible to draw any conclusions on long-term transformation (or lack of it) in students’ thinking and
knowledge. A longitudinal research design with complementary measurements and participant interviews
would be warranted to gain a broader picture of the learning design. The effects of the chosen set of video
clips on learning also remains a topic to be investigated further.

To conclude, Video Card Game enabled the students to use the video materials as a source for the
emergent agendas that arose during the process. The epistemic mediation that can be supported with
Video Card Game appears to enable the participants of educative sessions to move beyond mere
“legitimate peripheral participation” (as Lave and Wenger, 1991, describe situated learning) to a level
where they contribute to the emergence of dialogically infused knowledge that transgresses strict
curricular boundaries of traditional education. Based on this initial analysis, we propose Video Card
Game as a learning design for teacher education and reflection on the profession of teacher.

Acknowledgements

We would like to thank the students, schoolchildren, parents and teachers who kindly gave consent to
us to video record them and use these data for the Video Card Game and its analysis reported here. We
also thank Cindy Kohtala (MA) for the English revision. Last but not least we wish to express our
gratitude to the anonymous referees whose comments helped us shape and sharpen some of our points.

References

Blomberg, J., Giagomi, J., Mosher, A., & Swenton-Wall, P. (1993). Ethnographic field methods and their
relation to design. In S. Douglas & N. Aki (Eds.), Participatory design: principles and practices (pp.
123-156). Hillsdale, Lawrence Erlbaum Associates.

Brereton, M., Bidwell, N., Donovan, J., Campbell, B., & Buur, J. (2003). Work at hand: an exploration of
gesture in the context of work and everyday life to inform the design of gestural input devices. In
Proceedings of the Fourth Australasian user interface conference on User interfaces 2003 (Vol. 18, pp.
1-10). Presented at the Proceedings of the Fourth Australasian user interface conference on User
interfaces 2003, Australian Computer Society, Inc.

Brophy, J. (2004). Introduction. In J. Brophy (Ed.), Using video in teacher education (pp. ix-xxiv). New
York: Elsevier.

Buur, J., & Sendergaard, A. (2000). Video Card Game: An augmented environment for user centred
design discussions. In Proceedings of Designing Augmented Reality Environments (DARE 2000) (pp. 63—
69). Presented at the Proceedings of Designing Augmented Reality Environments (DARE 2000),
Elsinore, Denmark. doi:10.1145/354666.354673.

377



378

Sara Routarinne and Salu Ylirisku / Procedia - Social and Behavioral Sciences 45 (2012) 370 — 380

de Bono, E. (1999). Six Thinking Hats. Revised and updated edition. New York: Back Bay Books.

Derry, S. (2007). Video research in classroom and teacher learning. In R. Goldman, O. Pea, B. Barron &
S. J. Denny (Eds.), Video research in the learning sciences (pp. 305-320). Mahwah, N. J.: LEA.

Dewey, (1904). The relation of theory to practice in education. In Larry Hickman (Ed.), The Collected
works of John Dewey, 1882-1953. Electronic edition. The Middle Works of John Dewey, 1899-1924.
InteLex Corporation (2003) Online database, retrieved 12-02-29 at
http://pm.nlx.com.libproxy.helsinki.fi/xtf/view?docld=dewey _ii/dewey ii.00.xml;chunk.id=div.pmprefac
e.l.1;toc.depth=1;toc.id=div.pmpreface.1.1;brand=default

Domke, C, & Holly, W. (2011). Foundations: Ethnomethodology and Erving Goffman. In W. Bublitz &
N. R. Norrick (Eds.), Foundations of Pragmatics (pp. 261-288). Berlin: de Gruyter.

Goldman, R.(2007), Video representations and the perspectivity framework: Epistemology, ethnography,
evaluation, and ethics. In R. Goldman, O. Pea, B. Barron & S. J. Denny (Eds.), Video research in the
learning sciences (pp.3-37). Mahwah, N. J.: LEA.

Goodwin, C. (1994). Professional Vision. American Anthropologist, 96, 606-33.

Goodwin, C. (2000). Practices of Seeing, Visual Analysis: An Ethnomethodological Approach. In edited
by T. van Leeuwen & C. Jewitt (Eds.), Handbook of Visual Analysis, (pp. 157-82). London: Sage.

Hakkarainen, K. (2009). A knowledge-practice perspective on technology-mediated learning. Computer-
Supported Collaborative Learning 4, 213-231.

Hakkarainen, K., Ritella, G. & Seitamaa-Hakkarainen, P. (2011). The Role of Epistemic Mediation in
Knowledge Building. In H. Spada, G. Stahl, N. Miyake, & N. Law (Eds.), Connecting computer-
supported collaborative learning to policy and practice: CSCL2011 Conference Proceedings Volume III -
Community Events Proceedings (pp. 1089-1090).

Holt, E. (1996). Reporting talk: The use of direct reported speech in conversation. Research on Language
and Social Interaction, 29, 219-245.

Hutchins, E. (1995). Cognition in the Wild. Cambridge, MA: MIT Press.

Johansson, M., Frost, P., Brandt, E., Binder, T., & Messeter, J. (2002). Partner engaged design: New
challenges for workplace design. In Participator Design Conference PDC 02 (pp. 162—172). Presented at
the Participator Design Conference PDC 02, Malmo, Sweden.

Jyrhdmé, R. (2006). The function of practical studies in teacher education. In R. Jakku-Sihvonen & H.
Niemi (Eds.), Research-based teacher education in Finland — Reflections by Finnish teacher educators
(pp. 51-70). Turku: Finnish Educational Research Association.

Keevallik, L. (2010). Bodily Quotes in Dance Correction. Research in Language and Social Interaction,
43, 401-426.

Korthagen, F. A. J. (2007). The Gap Between Research and Practice Revisited. Educational Research and
Evaluation, 13, 303-310.

Lave, J. (1993). The practices of Learning. In S. Chaiklin & J. Lave (Eds), Understanding Practice.
Perspectives on Activity and Context (pp. 3-32). Cambridge: Cambridge University Press.

Lave, J. & Wenger, E. (1991). Situated learning: Legitimate peripheral participation. Cambridge:



Sara Routarinne and Salu Ylirisku / Procedia - Social and Behavioral Sciences 45 (2012) 370 — 380 379

Cambridge University Press.

Melander, H. (2009). Trajectories of learning: Embodied interaction in change. Uppsala Studies in
Education 124.

Mikkola, A. (2012) Preface: Perspectives for the future of the teaching profession. In H. Niemi, A. Toom
& A. Kallioniemi (Eds.), Miracle of education. The principles and practices of teaching and learning in
Finnish school (pp. ix-xi). Rotterdam: Sense.

Niemi, H. (2012). The societal factors contributing to education and schooling in Finland. In H. Niemi, A.
Toom & A. Kallioniemi (Eds.), Miracle of education. The principles and practices of teaching and
learning in Finnish school (pp. 19-37). Rotterdam: Sense.

Rittel, H. W. J., & Webber, M. M. (1973). Planning problems are wicked problems. In N. Cross (Ed.),
Developments in design methodology (pp. 135—144). Avon, UK: John Wiley & Sons.

Sahlstrom, F. (2011). Learning as social action. In J. K. Hall, J. Hellerman, & S. Pekarek Doehler (Eds.),
L2 Interactional competence and development (pp. 45-65). Bristol: Multilingual Matters.

Santagata, R. & Angelici, G. (2010). Studying the impact of the lesson analysis framwork on preservice
teachers’ abilities to reflect on videos of classroom teaching. Journal of Teacher Education, 61, 339-349.

Scwartz, D. & Hartman, K. (2007). It's not video anymore: Designing digital video for learning and
assessment. In R. Goldman, O. Pea, B. Barron & S. J. Denny (Eds.), Video research in the learning
sciences (pp.320-395). Mahwah, N. J.: LEA.

Seitamaa-Hakkarainen, P. (2011). Design based learning in crafts education: Authentic problems and
materialization of design thinking. In H. Ruisméki & 1. Ruokonen (Eds.), Design Learning and Well-
being. 4th International Journal of Intercultural Arts Education (pp. 3-14). Research report 331. Dept. of
Teacher Education, University of Helsinki.

Sherin, M. G. (2007a). New perspectives on the role of video in teacher education. In J. Brophy (Ed.),
Using video in teacher education (pp. 1-27). Advances in research on teaching, vol. 10. Bingley, U.K.:
Emerald.

Sherin, M. G. (2007b). The Development of teachers’ professional vision in Video Clubs. In R. Goldman,
O. Pea, B. Barron & S. J. Denny (Eds.), Video research in the learning sciences (pp.383-395). Mahwabh,
N. J.: LEA.

Sidnell, J. (2010). Conversation Analysis. An Introduction. Chichester, West Sussex: Wiley & Blackwell.

Stigler, J.W., Gallimore, G. & Hiebert, J. (2000). Using Video Surveys to Compare Classrooms and
Teaching across Cultures: Examples and Lessons from the TIMSS Video Studies. Educational
Psychologist, 35, 87-100.

Stigler, J.W., & Hiebert, J. (2009). Closing the teaching gap. Phi Delta Kappan, 91(3), 32-39.

Tainio, L. (2007). Miten tutkia luokkahuoneen vuorovaikutusta keskustelunanalyysin keinoin? [How to
conduct Conversation Analysis in classroom)]. In L. Tainio (Ed.), Vuorovaikutusta luokkahuoneessa.
Nikokulmana keskustelunanalyysi (pp. 15-58). Helsinki: Gaudeamus.

Ylirisku, S. & Buur, J. (2007). Designing with video. Focusing the user-centred design process. London:
Springer.



380 Sara Routarinne and Salu Ylirisku / Procedia - Social and Behavioral Sciences 45 (2012) 370 — 380

Appendix A. Key to transcript

(.) pause

(-) parentheses indicate hesitant hearing

((nods))  transcriber’s comments within double parentheses
uwhm colons indicate sound stretch

[ 1 brackets indicate overlapping, simultaneous talk



