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Abstract 

This study examines the results of the first phase of a multi-year programme to integrate the 
use of video to support induction coaches in a suburban school district. Seven coaches participated in a 
video club in which they analysed videos of both their coaching conversations and mentees’ classrooms. 
A typological analysis of interview and video club meeting transcripts revealed perceived benefits of 
participation in the video club on the coaches’ sense of professional community and the quality of 
coaching conversations. Coaches also noted reviewing video with mentees stimulated changes in their 
mentees’ classroom practice. Positioning themselves as learners learning from video alongside mentees 
created a more egalitarian relationship between coach and mentee. The ‘pragmatic’ professional 
development design privileged coaches’ autonomy and agency and emphasized developing coaching 
concepts rather than discrete routines. Obstacles to using video included logistical issues related to 
video capture as well as the time needed to establish trusting relationships with mentees. Further 
exploration of the video club model for teacher leader development will inform theories of teacher 
learning and professional development design. 

Introduction 

The first years of teaching are the most demanding and influential for educators (Ingersoll & 
Smith, 2004). They must develop strategies to learn about the culture of their site, the community they 
serve, and skills for teaching their content all while maintaining the same workload as veteran teachers 
(Darling-Hammond, 2010, Timperley, 2008). As a result, nearly 20% of teachers leave the profession in 
the first five years of teaching (Gray & Taie, 2015). Teacher attrition and switching campuses 
disproportionately affects schools serving low income and minority communities (Barnes et al., 2007) 
and costs the US school system an estimated one to two billion dollars per year (Haynes et al., 2014). 

In response, programs to support novices by pairing them with coaches are increasingly 
common (Darling-Hammond, 2010, Gray & Taie, 2015, Ingersoll & Smith, 2004) Though these programs 
generally increase teacher retention, the quality of induction support varies (Ingersoll & Strong, 2011, 
Wang et al., 2008). Coaches are often expert teachers who have been elevated into leadership positions, 
however, expert teachers of children about subjects are not always expert teachers of adults about 
teaching (Schwille, 2008). Coaches may receive limited, introductory guidance on how to coach 
effectively (Admiraal et al., 2019).  

Further complicating the support of novice teachers is how to achieve balance between teacher 
accountability and teacher autonomy, or ‘pragmatic professional learning’ (Lloyd & Davis, 2018). 
Increasingly, designers of teacher professional development acknowledge that if programs aim to 
achieve meaningful changes in teachers’ practice, they must engage multiple domains of teacher 
learning – the cognitive, affective, and motivational (Korthagen, 2017). In California, new state 
credentialing standards now require mentoring practices that encourage novices to take more 
ownership of their professional development by identifying their own professional goals and collecting 
and analysing student evidence of achievement of these goals (California Commission on Teacher 
Credentialing, 2017). These shifts, though supported by research on teacher learning, may be unfamiliar 
for some coaches and therefore require support to enact (Aderibigbe et al., 2016, Kersting et al., 2012).  

Scheduling challenges and reduced school budgets are leading some schools and universities to 
turn to video-based observation and coaching protocols (Gröschner et al., 2014, Kraft et al., 2018). 
Although integrating video into the coaching process shows promise for supporting mentee self-



reflection while addressing the difficulties of scheduling in-person support visits, using video is not a 
simple solution. One must establish a clear purpose for the collection and analysis of video, the type of 
clip to be collected, who will collect and edit it, what tools and tasks will accompany discussion of the 
clip, who will facilitate the discussion and how (Kang & van Es, 2018).  

This study explores the use of a video club model to support coaches as they integrate video 
into their coaching practice. Specifically, we are interested in identifying what participants perceived as 
benefits and obstacles of using video both with each other in a video club and with their mentees during 
coaching conversations. We first describe elements of productive coaching practices as well as coaching 
challenges then review previous video club work with teachers to situate this novel use of the video club 
structure to support coaching. 

Coaching, Induction, and Video as Supports for Teacher Learning 

Because experiences in early years of teaching have lasting influence on future practice, coaches 
play an important role in helping novice teachers develop professional knowledge and skills, while also 
socializing them into the practice of teaching and the values and practices within a given school culture 
(Feiman-Nemser, 2001, Hargreaves & Fullan, 2010, Ingersoll & Strong, 2011, Rippon & Martin, 2006). 
Coaching is distinguished from supervision or mentoring with the main differences being the intention 
behind the interaction (evaluation, instruction, collaboration, stimulation of self-reflection) and 
therefore, the positionality of each member of the dyad (gatekeeper, expert, or peer) (Costa & 
Garmson, 2016, Lofthouse et al., 2010, Simkins et al., 2006). Considering the important role of reflection 
on teacher learning and improving practice, several induction models promote developing a stance of 
inquiry and reflection to critically analyse teaching and learning rather than focusing on acquiring 
specific technical skills (Cochran-Smith & Lytle, 2009, Schön, 1987, Stanulis et al., 2019). Coaching, then, 
can be categorized as a balance between the three dimensions of pragmatic professional development: 
formal and informal, individual and guided, and directed and teacher identified (Lloyd & Davis, 2018). 

However, a variety of challenges can throw what may be intended to be a balanced, pragmatic 
design into a one that is over-reliant on one teacher learning dimension. These challenges may include: 
lack of time for sufficiently rich discussion, perceptions of evaluation by those who are coached, and 
difficulty agreeing on an appropriate grain-size or focus for teaching conversations (Leat et al., 2012). 
Additionally, some mentees experience feelings of neglect, a lack of freedom to innovate, and of being 
bullied or ‘tormented’ by their coach (Hargreaves & Fullan, 2010, Hobson et al., 2009). 

Fortunately, coaching, like teaching, can improve with preparation (Hobson et al., 2009, Stanilus 
et al., 2019). The use of video shows potential in supporting this work. Video enables the capture of a 
diversity of authentic classroom interactions that can be slowed down, edited and curated for multiple 
purposes, and viewed multiple times either alone or in groups (Sherin, 2004). It also enables one to see 
a representation of their practice that is not possible while in the act of teaching, thus ‘making one’s 
own practice accessible to oneself,’ (Le Fevre, 2004, p. 237). Because of these affordances, video is now 
used to support teacher learning across disciplines, grades, and continents (Gaudin & Chaliès, 2015). The 
collaborative analysis of video has resulted in changes in noticing of student thinking and professional 
vision (Johnson & Mawyer, 2019, Luna & Sherin, 2017, Sherin & van Es, 2009, van Es & Sherin, 2002, 
Walkoe, 2015), changes in how teachers view and use curricular materials (Wallin & Amador, 2019), and 
changes in teaching practice (Barnhart & van Es, 2018, van Es & Sherin, 2010). 



However, simply watching video together does not ensure lasting learning (Le Fevre, 2004). The 
structure and focus of a group can determine if a collaboration is seen as a productive opportunity to 
advance both group knowledge and sense of community or an a acrimonious scene for evaluating each 
other’s practice (Borko et al., 2008, Horn & Little, 2010, Lord, 1994, van Es et al., 2020, Zhang et al., 
2011). In addition to the decisions about focus, clip selection, and task design (Kang & van Es, 2018) 
decisions about the roles participants play (logistical coordinator, technical support provider, facilitator, 
participant) are also consequential (Rich, 2015). Control over video collection is particularly significant 
because clip features influence the resulting analyses of teaching and learning (Borko et al., 2011, Kang 
& Anderson, 2015). Clips that provide limited visibility into students’ thinking and reasoning offer fewer 
affordances for productive explorations into the relationship between instruction and learning (Sherin et 
al., 2009). In many studies, researchers recorded teachers’ classrooms and selected a segment to share 
with the video club group (Jilk, 2016, Sherin & Han, 2004, Walkoe, 2015, Wallin & Amador, 2019) while 
in others teachers recorded and edited their own video clips (Johnson & Cotterman, 2015, Luna & 
Sherin, 2017, Sherin & Dyer, 2017, Tripp & Rich, 2012, Youens et al., 2014). Though participants 
appreciate being able to select their own clips, designers often prefer to shape meeting discussions by 
selecting clips that feature elements of student thinking and instruction that are closely tied to the 
purpose of the professional development (van Es et al., 2020, Zhang et al., 2011). Balancing this tension 
can be challenging for those who design learning environments around the use of classroom video and is 
often overlooked when studying teacher learning (see Xu & Widjaja, 2018 for exception). 

Though the use of video clubs, video observations and virtual coaching to support teaching 
practice have been in use for several years (Killion, 2012, Smith et al., 2020), the affordances and 
limitations of video to support the development of coaching practice is less clear. Two studies, both 
involving teacher coaches, examined and reflected on video or transcripts of their coaching sessions 
reported that viewing their group interactions permitted a deeper exploration of their teaching, 
coaching, and their metacognition (Charteris & Smardon, 2013) but also remarked about the difficulties 
they experienced recording coaching conversations (Lofthouse et al., 2010). Tellingly, only 29 coaching 
conversations were captured on video during the two year study involving thirteen schools. Further, 
though the mentee teachers had access to their classroom videos prior to their coaching sessions, 
mentees rarely explicitly referred to video evidence during their observation debriefs with coaches. 
Despite its potential value to stimulate meaningful reflection, using video to improve coaching remains a 
challenging venture. 

The intervention in this study seeks to explore shifts in coaches’ routines for working with 
teachers using video organized around a video club model. Additionally, we ask what study participants 
perceive as benefits and obstacles of using video during the first year of implementation. 

Study Context, Data, and Methods 

The first author, an assistant professor of teacher education and former high school teacher, 
and second author, a doctoral student in education and current elementary school teacher, worked with 
the Induction Coordinator from a local suburban school district in California to design a program to 
introduce video-augmented coaching into the district’s induction program. The goal was to address 
budget constraints related to releasing coaches to conduct in-person classroom support visits for new 
teachers as well as provide more robust support for coaches’ professional development in alignment 
with the new state induction standards. 



This video club design assumes that learning is situated, social, and active (Putnam & Borko, 
2000, Wenger, 1999). Just as teachers and coaches learn when they engage in tool-supported dialogue 
with each other about their work, the same is true for professional developers and participants. This 
design is also informed by frameworks that seek to balance teachers’ catalytic learning needs with the 
performative demands of the state credentialling agency (Lloyd & Davis, 2018).  

Our multi-year project engages a cadre of coaches in monthly video club meetings. The monthly 
video club meetings are designed to influence participants' coaching practice when they, in turn, help 
their mentees capture and analyse videos of their own practice over the course of the school year. By 
engaging in the study of their own coaching, participants will develop a professional coaching 
community, a professional vision for working with candidates in ways that focus on making connections 
between content, instruction, and student learning, as well as routines and procedures for collecting, 
editing, and sharing video.  

The authors presented the purpose and design for the video-enhanced coaching project to the 
entire coaching team at the district’s fall orientation meeting. Six induction coaches elected to 
participate along with the Director of Induction and received stipends for their participation. The 
coaches varied in both coaching and teaching experience (see Table 1). The group attended five, hour-
long video club meetings between January and May. During the first video club meeting, the facilitator 
selected a classroom video clip and lead the group in brainstorming coaching questions that could be 
asked to promote the teacher’s reflection. In the rest of the video club meetings, coaches brought in 
their own observation videos and post-observation coaching conversations to discuss with the group. 
The observations and coaching conversations were between 30-60 minutes long, but the clips selected 
by coaches to show in the meetings were each less than five minutes. Coaches also consented to a pre-
interview conducted in December and a post interview conducted in May. Each interview lasted 30 to 60 
minutes. Each coach worked with at least one new teacher during the 2018-2019 school year. All the 
coaches except for the Induction Director recorded at least one classroom observation or coaching 
discussion. 

**INSERT TABLE 1 HERE** 

The pre- and post-interviews were audio recorded and video club meetings were video 
recorded. Both researchers wrote reflective memos after each video club and interview. The second 
author took field notes during the video club meetings. Data analysed for this phase of the study 
included the interview and video club meeting transcripts, as well as the memos and fieldnotes. 

Both researchers conducted a typological analysis of the data (Hatch, 2002). We independently 
coded a subset of the interview transcripts to capture emerging instances of what the coaches identified 
as benefits and obstacles of using video-augmented coaching and participating in the video club. We 
compared our initial lists of obstacles and benefits and grouped them into themes such as ‘lack of time’, 
‘need for trust’, and ‘useful feedback’. We returned to the entire data set and categorized the instances 
from the transcripts according to these themes and organized them into a summary sheet for each 
coach. We triangulated these themes with the impressions each researcher had captured in their 
memos and fieldnotes from the video club meetings and interviews to identify confirming and 
disconfirming examples and resolve any difficult to categorize instances – for example ‘having the video 
helped one to be more organized’ and ‘being a quasi-administrator made it difficult to gain trust’ (Miles 
& Huberman, 1994). We then conferred to identify common themes across coaches. We shared a 
summary table of the common themes with the coaches during a Zoom meeting and emailed a copy to 



each coach for feedback (Miles & Huberman, 1994). The final themes are reflected in Tables 2 and 3. 
The next section provides illustrative examples of each theme lifted from the interview transcripts.  

Results 

Benefits and Obstacles of Participating in a Coaching Video Club 

Analysis of the summary sheets revealed three perceived benefits of the video club and three 
obstacles (see Table 2). Several coaches remarked that participation in the video club gave them the 
feeling that they were ‘all in the same boat’ and that they were ‘part of a cohort instead of just me and 
my candidate.’ Jasmin described the benefits of showing the classroom video she planned to coach from 
as well as watching others’ coaching videos: 

The colleagues in there, they’re all brilliant in that room ... When I showed my video there 
was a lot of, ‘how do I say this’, ‘how do I approach this’ kind of thing. Having those 
conversations really just helped me … I think that watching her [Suzi’s] coaching 
conversation really impacted me because as soon as we left there it kind of changed the 
way I coached. So, her first conversation wasn't perfect, even though it really looked 
perfect to me, it wasn't perfect to her. [I felt] It's gonna be OK. Just knowing that 
everything doesn't have to be perfect and just grow from all of these experiences. It was 
a safe place to kind of be like, ‘I don't know.’ 

**INSERT TABLE 2 HERE** 

The relationships coaches described establishing with peers in the study supported both their 
confidence as well as their ability to critique their own practice. Pete mentioned that his relationships 
with fellow coaches were buoyed by participating in the close study of their coaching in the meetings: 

Talking to Jasmin, we wouldn't be having conversations about this unless we did [the 
video club]. Now that we did it, we've had a few good conversations like, better 
conversation and it actually got us to open up and talk about our past work experiences. 
We used to sit in the same office for three years and we never talked about this. 

Through the interactions in the video club there emerged a shared sense of purpose and collegiality 
around coaching with video and coaching in general. 

Coaches also mentioned the importance of seeing other ways of coaching and how other 
coaches worked through challenging situations. Lisa remarked: 

There are grumblings among mentor-like people, and they come to trainings and they're 
like, ‘Oh, I know all this, this is a waste of time, I don't need this.’ But seeing the practical 
applications, like seeing those conversations makes way more sense to a teacher brain, I 
think. It’s not just another hoop to jump through. This is actual people doing the actual 
work using the actual tools they've been given. 

Because this type of professional development was more connected to day to day practice the value 
was more obvious to her. 



Several coaches identified enhancing the quality of evidence-based coaching conversations for 
improving their mentee’s teaching as a motivation for participating in the study. But many coaches were 
surprised by the insights the video club enabled on their personal coaching practice. Pete reflected on 
the mutual benefits for coaches and mentees: 

The teacher learns a lot. But I feel like the coach is like sitting there, with Suzi and 
Jasmin especially, and like they talk about it, they think about it, and then they’re 
wondering [out loud] how it plays out… it's a win-win. I think a coach really gets a lot out 
of it. 

Likewise, Suzi explained: ‘So I feel like I expected it to help improve [my mentee’s] instruction and my 
coaching, but it was really just eye opening on different things that I could work on as a coach.’ Coaches 
expressed very positive impressions about the value using video together had on both their coaching 
conversations with peers and with each other. 

The biggest obstacle to coaches’ participation in the video club was time. Several mentioned 
that the meetings felt too short. This was often compounded by coaches frequently arriving late due to 
their busy schedules. As the districts’ instructional leaders, they were often tasked with multiple 
responsibilities and often found themselves pulled away from the video club to address emergent 
situations at their sites. Of the seven participants, only three were able to attend every meeting. 

Benefits and Obstacles of Using Video with Mentees 

Coaches reported seeing positive changes in the quality of conversations and relationships with 
their mentees when using video. The coaches felt these improvements resulted in their mentees’ 
professional growth. Viewing video with their mentee afforded a more focused and purposeful 
conversation. Less time was spent negotiating what happened and instead the pair went into discussing 
the evidence in front of them. Jasmin mentioned that the video provided a shared ‘target that she could 
talk from.’ Karen described how viewing a video with her candidate changed the focus and tone of their 
conversation: 

Before I would just take notes and then you would talk to them, but sometimes you get a 
look on the face like, there's this disconnect. They really wouldn't get what you're saying. 
But being able to show them is a lot more powerful tool because I'm not exaggerating 
anything. This is what happened. And it's not good, it's not bad, there's no judgment. 

The video served as a shared object of knowledge from which the coach-mentee dyad could engage in 
intentional analysis about significant moments of instruction. 

Reyna, the Induction Program Director, mentioned that she also appreciated that using video 
focused coaching conversations on understanding the impact instruction had on students in the video and 
enabled mentees to take more control over their own development: 

I think one interesting thing to me that I didn't really expect came out of the 
conversations is that it really comes back to refocusing people and really thinking about 
what they saw versus what the next step was. I know that first meeting that I attended 
we were watching a video that was kind of set up with this teacher struggling a little bit 
and coaches automatically all went to the fixes, the fixes, the fixes. But thinking about 
what is there in this video to celebrate? What can be built from? It's not just about 



‘what's the next thing?’ [Mentees] need to know what to see. That's what we're getting 
from our candidate. And if I'm attuned to what to see I can make better decisions for 
myself. 

The ‘attuning’ of vision, or what Sherin (2007) refers to as the ‘refinement of selective attention’, 
enabled the coach-mentee dyad to engage in productive conversations about teaching and learning 
based on evidence from the video. It also promoted a focus on building on a mentee’s assets rather than 
focusing on evaluative corrections. 

Mentees were not always comfortable with what their refined selective attention helped them 
to see but coaches mentioned that this discomfort provoked changes in their practice. The video 
established an objective perspective so the conversation could be about the work rather than the 
person. As Karen explained, ‘the video doesn’t have to be diplomatic.’ However, many coaches 
mentioned that it took several months to build enough trust to convince their mentee to record 
themselves teaching. Luz mentioned that once they finally watched the first video together, it was a 
transformational moment for her mentee: 

I really think that maybe after that video it was when things started to, like when he 
started to actually bite when I was talking to him about things that needed to be done … 
He was able to see things that he didn't really think [was happening]. Believe me, I was 
talking to him about it beforehand, you know, I was asking him questions. I think he 
looked at it and he realized. I could tell by his body language. 

Conversations with the video served to help Luz’s mentee begin to take ownership of his potential areas 
for growth and engage in doing the work of improvement. 

Even though the video caused some discomfort for the mentees it also opened ways for coaches 
to offer affirmation. Suzi explained how she approached mentees’ discomfort with their video: 

I mean they see it, and you can see their reaction and I think that was probably the most 
powerful is seeing them like all of a sudden get a little uncomfortable because they're 
noticing the things that they know that you're noticing. But then the next powerful point 
is saying, ‘Hey, that happens to everybody. But how great that you're noticing that. And 
now can do something about it.’ 

Using the video provided an opportunity to affirm that teaching is not about being perfect but instead 
about recognizing areas for improvement and deliberately working on them. When both members of 
the pair were willing to investigate their practice, it regularized the practice and made for a more 
egalitarian relationship between mentee and coach. For example, Pete discussed a shift in his approach 
towards his mentee: 

When she was watching the video I didn't even ask, she's noticing one thing and I'm 
noticing something totally different … Like one of the goals should be to improve 
coaching but in specifically finding out what the intention is of the teacher and how I 
can help them mould something to meet their intention. 

Coaches also identified challenges with using video with mentees Most of the challenges were 
logistical. Capturing, editing, and uploading video was time consuming. Even though most coaches and 
mentees used their personal phones or tablets to record, it was perceived by mentees as ‘one more 



thing to do.’ Some coaches, to relieve some of the stress of recording, offered to record lessons for their 
mentees. Lisa described her experience as a first-year teacher at a school and the insights it provided for 
her mentee’s objections to recording: 

We had school cameras that were solely for this purpose and it was stressful because I 
had to like, get the right angle and do all that stuff. But if it was set up in a way that I knew 
I didn't have to do anything it would seem less like a burden ... I think [my mentee] felt 
like she had a lot on her plate. And whereas I thought of it as just me kind of sitting in the 
back of a classroom videoing her it wouldn't be adding anything, I think she felt it would 
be more intrusive than it was or than I thought it was. 

The strategy of the coach recording for the mentee did not alleviate the stress on Lisa’s candidate nor 
did it address the scheduling issues in-person observations posed for coaches whose assignments 
spanned the entire district. But for site-based coaches having mentees record themselves created new 
entry points for dialogue about practice. Suzi stated: 

About halfway through the whole process of doing it I was like, ‘OK.’ I was willing to 
release kind of my control over it to her and I said, ‘OK, you video yourself.’ And I almost 
think that worked a little bit better than me being in there videoing and having 
preconceived notions before even watching the video again. 

She elaborated further on the affordances of having mentees drive the process: 

Like I said, really letting the teacher kind of guide where we go. Not always having a preconceived 
notion where I want to take them. Not that it's bad to have that but being flexible. I may want 
them to go here but they're not quite ready for that. So, let them go where they're comfortable 
so that they own it and then it lasts longer. 

By giving up some control over the topic of the conversations around video, mentees moved from simply 
participating in their professional development to driving their professional development. The release of 
responsibility for capturing video contributed to more mentee agency and a more egalitarian relationship. 

Although coaches identified the benefits of increased autonomy for mentees, the quality of 
mentee-captured video was mentioned as a major problem. The recordings frequently consisted of a 
stationary camera set up on the side of the classroom making it difficult to adequately see and hear 
students’ thinking. Coaches reported making the best of them as ‘there was always something to 
comment on,’ but their comments may not have been tightly related to the goal the coach and mentee 
agreed upon for the observation cycle. Jasmin described a video captured by her mentee that did not 
provide the evidence she and her mentee needed to address her mentee’s professional improvement 
goal: 

She took a video herself first and then the angle didn't show, like, she said, ‘Oh yeah, 
there's a part here where I had to talk to a student because he wasn't doing what he was 
supposed to be doing but it was off camera.’ And so, I couldn't see him and I couldn't see 
what the trigger was before the behaviour. So, I couldn't use that. 

Though frustrating in the moment, working with examples of less useful video did help clarify for 
both the coach and mentee what was important to capture for future conversations – an 



important learning moment if the mentee were to continue to learn from her practice after 
induction.  

Additionally, many coaches were surprised by how resistant mentees were to video recording 
due to previous negative experiences in their teacher preparation programs. It was only after having 
established a trusting relationship with their mentee that some were willing to be recorded. Coaches 
speculated that these mentees associated video recordings with high-stakes evaluations of their practice 
rather than supportive coaching opportunities. In several cases, the mentee agreed to video after two 
face-to-face sessions with their coach. Two coaches reported that their mentee agreed to have their 
lesson recorded after pointing out that they were also engaging in the same risk by recording their 
coaching. Suzi elaborated: 

I think you also really have to say, ‘I'm doing this with you.’ If you just do the video of 
them and don't agree to do the video of your coaching I think that lessens the value, 
number one, and also doesn't provide that ‘Hey, you're gonna feel uncomfortable when 
you're being videoed. I'm going to feel uncomfortable right there with you and we'll 
support each other through it.’ 

Similarly, Luz disclosed her discomfort recording herself coaching with her mentee and described the shift 
it caused in their relationship: 

Maybe it was like, you know, a little vulnerability that came through on my part by talking 
to him about the video thing and telling him ‘This kind of makes me nervous. I'm like not 
super comfortable being recorded.’ You know? I'm not really sure but something 
happened after that that really opened the door a little bit more to him being more willing 
to listen. 

Although the reluctance and discomfort with using video posed obstacles for mentees, conversations 
about being vulnerable and encouraging mentees to take on the responsibility, and therefore control 
over what was being recorded did yield benefits for the coaching relationship and the mentees’ teaching 
practice. 

Discussion 

This study explored two uses of video: coaches’ use with mentees and coaches’ use with other 
coaches. Our results indicate that the coaching video club supported coaches in some similar ways 
teacher video clubs supported teachers. The collaboration around problems of coaching practice 
permitted the development of a professional community of practice among coaches and between 
coaches and their mentees (Borko et al., 2010, Goodwin, 1994). Analysing video together permitted rich 
conversations around a shared object of focus that equalized the experience of all participants 
(Hollingsworth & Clarke, 2017). This was true of both coaches’ conversations with mentees and coaches’ 
conversations with each other (Lofthouse et al., 2010). The coaches noticed features of their own 
coaching practice in the videos that they would not have noticed otherwise and benefitted from what 
others noticed as well so they could ‘break set’ and engage in dialogue about potential changes in 
teaching and coaching practice (Charteris & Smardon, 2013, Putnam & Borko, 2000, Zhang et al., 2011). 
The video club enabled them to highlight and reason about their practice and begin to develop a shared 
discourse about their work (Sherin & van Es, 2009).  



Moving towards a more critical dialogue with mentees was a recurring theme in the data and a 
challenging aspect for coaches. Though many expressed wanting to push their mentees’ thinking and 
practice they also voiced concerns about endangering their relationship by pushing too hard (Lofthouse 
et al., 2010). Although coaches understood the value of non-evaluative, or non-judgmental approaches 
to observation in order to develop trust and build a rapport with their teachers, it was nevertheless 
difficult for them to release the responsibility for noticing problems of practice, or identifying areas of 
focus, to their mentees (Leat et al., 2012). Though video clip quality is consequential for noticing of 
student thinking (Sherin et al., 2009), the act of recording, editing, and determining the direction of 
conversations also influences mentee agency and the quality of their self-reflection (Youens et al., 
2014). 

These tensions are potentially worrisome because the initial motivation to incorporate video in 
this study was to permit remote coaching. If face to face mentorship to establish a trusting relationship 
is required, the resource-saving benefit of video coaching is reduced. Some obstacles shared by coaches 
could be mitigated by establishing new routines of practice. If the initial investment of time to develop a 
relationship and routines for capturing and editing video results in more focused and productive 
coaching meetings later in the semester, initial face to face visits during which the coach records or 
assists with recording to apprentice mentees into this practice may be a worthwhile trade-off. Not only 
would this reduce mentee anxiety, but it would model the type of video that is ideal for productive 
analysis.  

Another adjustment that can be strategically and incrementally shifted from coach to mentee is 
identifying clips within the video for analysis. Some coaches asked their mentees to view the video 
before their meeting and others did not. Most coaches reported selecting the segments of the video to 
watch or were consistently the ones to pause the video to ask a question with their mentee rather than 
encouraging the mentee to select noteworthy moments for discussion. These choices potentially shifted 
the dynamic in ways that positioned the coaches as evaluators rather than supportive peers (Costa & 
Garmson, 2016, Kim & Silver, 2016, Leat et al., 2012). Explicitly shifting the responsibility to both record 
and note moments in the video for further exploration to mentees over time can result in a collection of 
artifacts that provide valuable insights into what mentees find noteworthy of discussion in their 
classroom interactions over the entire induction period (Kang & Anderson, 2015, McDonald & Rook, 
2015, Sherin et al., 2008). 

The purpose of this study was to ascertain how coaches perceived video could be useful for their 
coaching practice. In this first phase of regularizing the use of video as a part of inquiry into practice the 
focus was primarily on establishing a sense of community among the participating coaches and working 
out how video could work into their existing routines and district culture. In this way, the video club design 
was intended to be ‘pragmatic’ – one that balanced teacher autonomy with the performative nature of 
state credentialing standards (Lloyd & Davis, 2018). Coaches chose video club goals as well as what clips 
to view. The first author facilitated conversations around how to document what the coaches were 
learning about how best to use video into tools such as forms and questioning stems to support their 
ongoing work with mentees. The emphasis was not on developing strict procedures but to capture 
coaching concepts developed by the group. The research team’s decision to avoid focused discussions 
about specific coaching moves and approaches was an intentional one – being too directive can 
undermine coach autonomy and engagement, minimize long-term impacts of professional development, 
and be prohibitively disruptive to flow (Janssen et al., 2013, Kennedy, 2016, 2019). Working through the 
logistics of implementing video into coaching practice dominated early video club meetings (Kang & van 



Es, 2018) but permitting this time empowered this group of coaches and in turn may have led to their 
decisions to release responsibility to their mentees.  

The focus of the next phase of the video-augmented coaching program will include an increased 
focus on the types of strategic questions coaches ask, how to involve mentees in the recording and 
selection of video segments to increase their sense of autonomy in the process and investigating what 
type of dialogue results from these changes. Because the strategic learning of the coaches has been 
captured in coaching tools they developed, we suspect other coaches will find integrating video use less 
disruptive as it is already aligned with the culture and routines of the district. Because these tools were 
designed internally, they may be perceived as more a product of teacher agency rather than an external 
mandate. Additionally, the decisions the coaching team continues to make about tools and routines for 
capturing and discussing video will reveal what features of classroom interactions they deem worthy of 
highlighting and what forms of knowledge-based reasoning they can engage in (Sherin & van Es, 2009).  

Conclusion 

To date, the impact of video clubs has largely focused on groups of teachers analysing their 
classroom practice. Our findings indicate that the affordances of video clubs were similarly experienced 
by coaches in a video club model and represented a pragmatic form of professional development. In our 
view, the coaches’ willingness to model vulnerability in the professional development setting 
contributed to their awareness of the coaching moves in their conversations with mentees. Video 
artifacts provided coaches with the opportunity to investigate their own language and interactions with 
mentees. The flexibility and adaptability of video artifacts has implications for professional learning 
contexts. Using video to capture authentic, in-process, in-the-moment strategies of coaches can inform 
the design of professional learning programs that aim to disrupt traditional coaching and classroom 
practices while preserving teacher autonomy. 

Further, the barriers to recording and managing video as well as identifying segments that 
suggested opportunities for teacher growth created an opening for coaches to adopt a learner stance. In 
other words, the challenges inherent in early implementation of video-based artifacts for professional 
learning caused a shift in the coaches’ perspectives. Mistakes were allowed and normalized. Risk-taking 
and vulnerability were common themes that illustrated how coaches sought to disrupt the 
comfortability of classical professional development workshops. As researchers, we adopted a flexible 
approach in response to the needs of coaches to build a community of practice centred on coaching. We 
navigated between coaches using video to support teachers to coaches using video to support each 
other. Specifically, problem-solving with video promoted discussions about coaching alongside issues of 
pedagogy and professional vision. So, while traditional professional development focuses on delivering 
content to teachers, video-based artifacts can become an opportunity to learn with teachers and 
coaches.  

 
Research has shown that using video of classroom practice can shed light on the complex 

interactions between teachers and students. Further exploration of how video might help us to 
understand coaching contexts and processes is needed. The video club structure holds promise for this 
work. By analysing encounters between coaches and teachers and coaches and each other, we can gain 
insight into an understudied, yet crucial aspect, of the work of improving teaching. 
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Table 1 

Coaching Video Club Participants’ Previous Professional Experience 

Coach Formal coaching experience Classroom teaching 
experience 

Video club 
meetings attended 

Video observations 
recorded 

Coaching conversations 
recorded 

   

Pete 3rd year (special assignment) Secondary Mathematics, 18 
years 

3 2 1    

Karen 6th year (special assignment) Special Education, Secondary 
ELA, 10 years 

4† 2 0    

Suzi 7th year (special assignment) Elementary 7 years 5*† 3 3    

Lisa 1st year (added assignment) Secondary Spanish 7 years 3 0 1    

Luz 3rd year (special assignment) Secondary Social Science and 
ELA, 13 years 

5 3 0    

Jasmin 8th year (5 added assignment, 3 
special assignment) 

Elementary, 14 years 5† 3 0    

Reyna 11th year (6 special assignment, 5 
administration) 

Elementary, 16 years 3 0 0    

Note. Bold denotes the Director of Induction Program. * indicates the coach shared a coaching conversation video. † indicates the coach shared 
a mentees’ classroom video.  
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COACHES’ EXPERIENCES WITH A VIDEO CLUB 

 
Table 2 
 
Coaches’ Perceived Benefits and Obstacles of Participating in a Coaching Video Club 

Benefits 
Promotes the feeling of a cohort 
Affirms that it is OK to struggle and be vulnerable 
Provides examples of how others coach 
Provides opportunities for feedback and advice 
Provides opportunities to hear oneself coach and reflect on one’s coaching 

Obstacles 
Must be a feeling of safety and a willingness to be vulnerable 
Video club meetings were too short 
Meetings are difficult to schedule to accommodate everyone’s schedules 

 
 
Table 3 
 
Coaches’ Perceived Benefits and Obstacles of Using Video with Mentees 

Benefits 
Provides an objective third point 
Promotes more focused and purposeful coaching conversations 
Provides opportunities for mentees to see the classroom from a different perspective 
Provides opportunities for mentees to see models of what is possible with their students 
Provokes enough discomfort to stimulate change in practice 
Provides evidence of professional growth over time 

Obstacles 
Capturing, editing, and uploading video is logistically challenging 
There is not enough time to watch the video, select and analyze segments, and debrief 
Video is intimidating and seeing as evaluative to mentees, there is a reluctance to record 
Video is seen as “one more thing to do” for new teachers who are already at their limit 
Building trust takes time and face to face relationships 
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