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VIDEO-BASED TEACHER TRAINING MATERIAL FOR GERMAN-AS-A-
SECOND-LANGUAGE LITERACY TEACHERS!

Karen Schramm, Herder-Institute, Leipzig University
Diana Feick, Herder-Institute, Leipzig University

1 Intrmoduction

Teacher training for LESLLA classrooms has been identificd as one of the major
priorities by members of the EU-Speak project that aims to "capnuee, celebrate and
share local best practice in pravision of sccond language (L.2) teaching and professional
training of tutors to immigrant adults at Basic User Level" (see EU-Speak 2010-2011).
The number of MA programs and in-scrvice teacher training programs in urope
explicitly addressing L2 literacy teaching to immigrant adults scems low compared to
the educational challenges we are facing in this domain. The authors of this paper
petceive not only the need to expand L2 literacy teacher training to meet the great
demand of teachers in this field, but also to discuss on an intcrnational scale how such
programs can best suppott professionals in their attempt to acquire and inprove the
teaching skills needed for their complex work. The question that we would therefore
like 10 address in this paper with regard to German as a second language (GSI) is how
video-based tasks can suppott literacy teacher training, As 4 starting point, we give a
brief overview of literacy-oriented German integration courses in section 2 in order to
show the urgent need for teacher training in the field of GSL literacy. Section 3
introduces major characieristics of an in-service teacher training program established at
Leipzig University for GSL teachers in literacy classes because it provides the
background for owr attempts at developing video-based teacher training material. After
brief reflections on the general functions of video use in teacher training and the
particular challenges of videography in literacy classtooms, section 4 outlines and
illustrates the four-step procedure "Watch — Describe — Reflect — Construct Teaching
Maxims" that we use in video-observadon and transcript-analysis tasks for GSL
literacy teacher training.

' We would like to thank two anonymous peer reviewers for their very helpful comments and Casey M.
Haves for native speaker ediring of this paper.

2 'This learning partnership is being funded by the Buropean Commission in the Gruadivig progmm from
2010 to 2012,
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2 Demands of GSL. literacy edication and GSL fiteracy teacher fraining

In 2005, a new immigration law came into effect that has great impact on language
leatning programs for adult immigrants who either want to live or already live in
Germany (Geselz Gber den Aufenthalt, die Erwerbstirigkeit und die Tntegration von
Auskindern im Bundesgebiet Aufenthaltsgesetz — AufenthG 2004). For legal entry of
immigrant spouses, the law — with some exceptions® — requires a certificate of basic
oral and written German skills at the Al level according to the Common European
Framework of Reference (see Council of Eurepe 2001). It also obliges immigrant
residents with oral or written German skills below the B1 level who receive public
welfate or who have heen classified as being in special need of integraton to
patticipate iz a so-called integration course; and it entitles other immigrants with
German language skills below the B1 level to the right to participate in these federally
subsidized courses at the price of 1€ (euro) per lesson. Integration courses usually
comptise 600 lessens of langnage learning and 45 lessons of so-called {political and
cultural) orientation. They aim at oral and written language skills atr the Bl level,
certified on the basis of a scaled A2-B1 language test that is compulsory for obliged
participants. Accotding to the figures of the Federa/ Qffice for Migration and Refiegees
(BAMF 2011: 10, 2011: 13), in 2010 83.818 people completed their integration coutse
and 51.791 of those (including 2.570 who repeated the test) passed the test at the B1
level

After 2005, the number of leamers in literacy-oriented integration courses sharply
incteased and made the urgent need for concepts for LESLLA learners more apparent
than ever before in German history. As Table 1 shows, the petcentage of learners in
GSL literacy classes rose from 4.1 % in 2005 and 2006 to 14.1 % and 13.6 % of all
participants in integration courses in 2009 and 2010. Altopether, more than 68.000
learners have attended GSL literacy chasses since the establishment of the integration
course system (see Table 1). The responsible Federa/ Office for Migration and Refigees
(BAME) reacted to this development with a "preliminary framework for integration
courses including GSL literacy acquisiion” in 2007 (Feldmeier, 2007} and, after two
more vears of experience and discussion, with the "framework for intepration courses
including GSL literacy acquisition” in 2009 (Feldmeiet, 2009). It allows For 945 to 1245
subsidized lessons for GSL literacy learnets (for combined training in literacy, oral
language, and language learning autonomy) and provides general methodical and
curricular guidelines for teachets in such classes.

¥ Exceptions are U ciizens and their spouses, mentally, physically or psychologically challenged persons,
persons with a university degree and a so-called discernable lower need of integration, persons who only
want to live in Germany temporarily as well as spouses of so-called highly qualified persons, of tescatchers,
of company founders, of perscns entitled to political asylurm, of refugees, of permanent residents of another
EU-state or from Australia, Isracl, Japan, Canada, the Republic of I{orea, New Zealand or the United Seates.
? For a critical review of the polical development, see Krumm's positicn in Goethe Insdtat (2009) who
atgues that the current immigration laws may constitute a violaton of the humaa tight of funilies to be
together,

# Leamers who pass the test at the B1 level within two yeats of compledon of their integradon coutsce
receive a refund of 50% of their integration course fees; the Bl level also cutitles them to peemanent
residency one year eatlier than the regular requirement of 8 years,

“ Tor a critical review of the GSL litetacy course system, see Schramm (2011).
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A survey study conducted in a representative sample of 60 integration courses by
the Federal Office for Migration and Refugees (Rother, 2010) provides detailed information
on the participants of these GSL literacy classes. Accotding to this study, 72.2 % of the
learners in GSL literacy classes are women {as opposed to 63.6 % in other integration
courses, see Rother, 2010: 17). The average age of the learners is 41.6 years (as
opposed to roughly 8 years younger in other integration coutses}); the age in this survey
ranged from 16 to 82 (Rother, 2010: 17). The leatnets' most frequent first languages
are Kurdish (22.4%), Arabic (14.1%), Turkish (11.0%), Russian (9.8%), Albanian
(6.1%) and Farsi (4.7%) (Rother, 2010: 23; also see Table 2 on the countries/regions of
birth of the learnets).

Table 1: Development of absolute nuinbers and relative percewiages of learners in GSL literacy classes

2005 and 20078 2008° 20090 20101
20007

Number of learners in literacy-  10.215 12.546 16905 16338  12.093

criented intepration courses

Percentage of learners in 4.1 11.0 13.9 14.1 13.6
literacy-oriented integration

courses compated to all

leatners in integration courses

Table 2: Countries/ regions of birth of the questioned learners according fo sex: and age (fransiated
Jrom Rother, 20710: 20)

Number Percentage Percentage Petcentage Mean

total male female age
Turkey 112 227 % 8.8 % 277 % 429
West, Central and South Asia 85 17.2 % 25.0% 144 % 41.0
{without Irac)
Iraq 66 13.4 % 257 % B.6% 31.6
States of the Commonwealth 58 11.7 % 19.1 % B8.9% 47.1
of Independent States
Ex-Yugoslavia and Albania 41 8.3 % 51% 95% 432
East and Southeast Asia 36 7.3 % 2.2% 25% 453
Aftica (without Notth Africa) 36 7.3 % 2.2% 25% 40.3
North Afrca 30 6.1 % 29% 69% 43.8
EU-15 13 2.6 % 5.1% 1.7% 507
EU-12 6 1.2 % 1.5% 09% 442
Middle/South Ametica 6 1.2 % 0.7 % 1.4%  38.6
Germany 5 1.0 % 1.5 % 09% 274

* See BAMF (2008: 5},
% See BAMT (2008: 5},
» See BAMT (2009: 3},
19 See BAMF (2011: 5).
1 See BAMF (2011: 5).
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Total 494 160.0 % 1000%  1000% 41.6
Unfortunately, the information on leamners' level of literacy provided by Rother {see
Table 3) is somewhat skewed by a problematic use of terminclogy; apainst the
background of a total lack of studies in this field, it nevertheless provides helpful hints
about course structure. Her report is based on double-checked teacher- and leatner-
reports. Learners who were able to do so, filled out their written questionnaite in their
first language. Other learners were questioned hy their teachers orally — if necessary
with the help of a translator — who marked the written questionnaires for the learners.
Teachers were also asked to complete a written questionnaire concetning their
observations of each individual student and conceming themselves and the whole
class. In the case of a contradiction berween leamer and teacher report, Rother (2010)
relied on the teacher information; in the case of a missing report, Rother (2010) relied
on the single source of information.

On this basis, she considers the petcentage of primarily ilfiterate learsiers to be 37 (also
see footnote 13). Fimglional iffiteragy in the first language, operationalized by Rother
(2010: 28) as reading and writing skills below the B2 level,'? is reported for another
19% of learners with a non-Roman alphabet in their first language and another 16% of
learners using the Roman alphabet to write their first language. Yet another 6.6% of
leatners have originally acquired wiiting skills nsing the Roman alphabet at the B2 level
or higher levels, but are now nevertheless considered to be somewbar functionally illiterate
in their first language (also see footnote 14). Finally, the percentage of so-called second
seripi fearners with reading and writing skills in a non-Roman alphabet at the B2 level
and higher was establislied as 21.4 % {also see footnote 15).

The challenge of teaching groups of leatners who are that heterogeneous in terms
of age, language background, and literacy expetience is further aggravated by the fact
that the oral GSL skills of many participants are very basic; according to teacher-
reports, the listening skills of more than 55% of leatnets are below the Al level and
those of more than 85% of leamets are below the A2 level (see Rother, 2010: 32).

Teachers of these heterogeneous GSL literacy classes are certified and experienced
in teaching German as a second lanpuage, but vsually have no formal and ILittle
practical background in fostering literacy acquisidon: Rother states that "33.3% of
them have little or almost no expedence in litetacy classes, 13.0% have mote than 6
months, 24,1 % more than one year, 14.8 % more than three years and another 14.8 %
more than five years of experience in literacy classes" (translated from Rother 2010:
16).

To summarize, the recent increase in GSL literacy learner numbers, the challenges
posed by leamer heterogeneity and low orals skills combined with the fact that
integration course teachers from a GSL background usually lack formal education and
practical experience in the literacy domain establish an urgent need for teacher training
in the field of GSL literacy.

12 The approach taken by Rother (2010) to usc the levels of the Common European Framework of
Reference to determine functional literacy appeats questionable in terms of validity to the authors of this

paper.
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Table 3: Literacy levels of the questioned Jearners aceording 1o sexc and age (translated from Rother,
2010: 29)

Number Percentage Petcentape Percentape Mean
total male female  age
Primarily illiterate!® persons in L1 185 37.0% 272 % 414% 41.2
Functionally ... a non-Roman 95 19.0 % 257 % 159% 417
illiterate alphabet in L1 and
personsin  an Al, A2 or Bl
L1 with.. reading and writing
ability in L1
... a Roman 80 16.0 % 11.0 % 18.1% 43.7
alphabet in L1 and
an Al, A2 or Bl
reading & writing
ability in L1
... a Roman 33 6.6 % 29% T4% 422
alphabet in L1 and a
B2,Clor C2
reading & writing
ability in L1!#
Second-script learners!® (with B2, 107 214 % 331 % 173% 406
C1 ot C2 level writing ability in
an L1 using a non-Roman
alphabet)
‘Total 500 1000% 1000%  1000% 416

13 In her study, Rother {2010: 28) defined priwary iffiteragy as being withont reading and writing skills. As faras
can be reconstructed from the questonnaires used in her study, this concept was operationalized by the
following learner and teacher reports: The leamer answeted that he or she can neither write in his or her
mother tongue nor in any other language. The teacher answered that the leamer has "no” reading and "no”
writing ability in his or her mother tongue (as opposed to "below Al level”, see Rother 2010: 61). The
authors of this paper consider the tenn sofe/ #literagy to be more suitable in this case because this
operationalization concerns the skills level, not the temporal aspect of whether the students leamed how to
read and write in school {see Linde 2008}.

'+ Rother notes that it is problematic to claim that this group is feraiesalfy iliterate and therefore calls them
"somewhat functionally illiterate” (iranslated from Rother, 2010; 28), 1t is not clear from her study whether
these leamncts ate seconrdarily illiterate or not.

15 Using the term secoud-seript feamers only for learners who have attained at least B2 wiiting ability in their
first language, Rother (2010} considers learners with fitst langnage wiiting ability at a lower level to hbe
Jundtionally illiterate. The authors of this paper not only have doubts conceming the teachers' abilides 1o
reliably assess the various L1 reading and wiiting skills of their leamers, but also question Rother’s use of
terminology that does not distnguish between non-Roman alphabets and non-alphabetic scripts.
Prablematically, she defines second-seript Jearers as leamers "whe have attained functional literacy in a non-
Roman alphabet” and "who thus focus on leaming a second script in the integration course” (translated
from Rother, 2010: 28) — thereby simply ovetlooking the fact that non-alphabetic writing systems exist.
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3 The Leipzig deacher training program for GSL teachers in literacy elasses

To addtess the aforementoned reasons, we established the Leipzig program for in-
service GSL literacy teachers at the Herder Institute of Leipzig University in 2008 (see
Heintze & Schtamm, 2010). It consists of 16 modules of five 45-minutes lessons
usually offered on eight weekends (Friday afternoon and Saturday morning) over the
span of neatly one yeat. Figure 1 shows the titles of the modules that are closely
related to the relevant standards set by the Federa/ Office for Migration and Refugees
(BAMF) for GSL literacy teacher training and that therefore allow for a certification by
the Federal Office for Migration and Refugees. Despite their usually high wotkload caused by
their employment as rather low-paid freelancers!é, more than 120 teachers have
completed this ambidous program that particulatly aims at a strong interrelatedness of
practical and theoretical issues. In one direction, the practical expetiences and
patticularly the challenges faced by teacher participants generate the research agenda
on GSL litetacy at the Herder-Institute, and in the other direction we use case studies,
leatner data etc. from published and ongoing tesearch in the teacher training program.
This fruitful exchange has also led us to team-teach most of our modules in pairs of an
cxperienced GSL literacy classtoom teacher and a GSL literacy researcher. Using a
moodle platform, an open soutce community-based e-learning environment, the
ptogtam aims at building sustainable netwotks of teachers who continue to discuss
classroom problems and to exchange ideas and materal for their daily teaching after
they have completed the 16 modules.

Module 1: Target groups and goals of L2 literacy programs

Module 2: Socio-cultural aspects and leatner biographies

Module 3: Linguistic aspects of literacy acquisition

Module 4 Teaching methods for the literacy classtoom

Module 5: Placement, counselling, and learner evaluation

Module 6: Leatning difficulties / dyslexia

Module 7: Phonological awareness

Module 8: Contrastive elements in L2 literacy programs

Module 9: Learner autonomy

Module 10: Activity-orientation / literacy as social practice

Module 11: Building (oral} vocabulary and grammarx

Module 12: Visual material in the L2 literacy classroom

Module 13 Teaching material (development}

Module 14: Digital media in the L2 literacy classroom

Module 15: Transferable teaching skilis

Module 16: Transidons from literacy classtooms to regular integration
coutses

Figure 1: Modules of the Leipzig in-service teacher iraining program for GSL literacy teachers

6 According to figures of the-Ministry of the Interior, payment varies between less than 10 € to 25 € per
lesson (Bundesministerium des Inneren 2006: 158.)
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Constant evaluation by the teacher participants helps us to maintain and imptove the
quality of the program. A particular focus of quality improvement in 2013 and 2011
has been the integration of video material into several modules. We were able to reach
this poal in a joint project with the Goethe Instiute Miinchen that funded the
development of video-based teacher training material for German-as-a-foreign-
language teachers preparing spouses to pass the Al level test (see Feick, Heintze &
Schramm, 2010 and also Feick, Heintze & Schramm, in progress). The next section
therefore outlines functons of video use in teacher training (section 4.1} and highlights
aspects that are particular to videography in the L2 literacy classroom (section 4.2). We
then make a suggestion on how to structure video observation (section 4.3) and
transcript-analysis tasks (section 4.4).

4 VVideo-based GSL fiteragy teacher training

4.1 General functions of video nse in teacher traiming

Since the TIMSS!"-studies in 1995 and 1999 "have elicited a world-wide boom of
video-based classroom studies" (translated from Pauli & Reusser, 2006: 775), the field
of foreign language teaching has increasingly inquired into the particular research
potential of videos and multimedia transcriptions for analyzing foreign language
lessons (e.g., see Chavez, 2007; DESI-Konsortium, 2006; Dufficy, 2004; Mackey, 2006;
Mempel, 2010; Morgan, 2007; Ricart Brede, 2011) and for teacher training (e.g., see
Giegersen, 2007; Helmke et al, 2007; Mackey, Polio & McDonough, 2004; Osam &
Balbay, 2004). In theit review of video-based research on language teaching and
learning, Schramm & Aguado (2010) conclude that video use holds high potential for
lanpuage teacher training:

Of patticular interest for teacher training seems to be the video-based, co-
operative, multi-perspective co-construction of professionally  relevant
knowledge and the joint development of alternative ways of action; these
requitre critical, tespectful as well as appteciadve observations of lessons taught
by others ot by oneself. Detailed discussions of "cases” — be they one's own or
those of colleagues —, serve (a) to heighten self-perception, {(b) to detect habits
and patterns, {¢) to identfy action-directing cognitons and finally (d) to
develop altemative behavior and action patterns.

(translated from Schramm & Aguado 2010: 209)

An important advantage of using videos as opposed to the observation of ongoing
lessons is that they provide opportunities for collaborative reflection that is free from
the time and action constraints in the classroom, and that they stll allow for practically
oriented, easily transfetable, inductive learning from real lesson incidences. As Pauli &
Reusser (2006: 792) have pointed out, they can also serve as reference objects for the
development of a professional language.

17 'TIMSS = Third Intetnational Mathematics and Science Study.



96 Karen Schramm and Diana Feick

4.2 Videography in the 1.2 Feracy classroom

In order to be able to use these advantages for teacher training in tbe field of GSL
literacy, we need videos taken in such classrooms, In our videographic documentation
of so far 42 GSL literacy lessons, several decisions were related to the specific nature
of these classrooms. In the pre-production phase, access to leamer groups was of
special concern to us because we expected reluctance to videography on the side of the
learners either refated to an Islamic background or possibly due to shame concerning
weak reading and writing skills, Ex-participants of the teacher training program
outlined in section 3 and partner institutions for L2 literacy training from the EU-
Speak project proved to be helpful gatckeepers in our attempts at winning the
informed consent of learners to a videographic data collection. Written consent forms
were explained to the students in detail by their teachers, and a payment of 30.00 € (in
2010} or 40.00 € (in 2011) was offered to them. The teacher received a payment of
50.00 € in 2010 and 100,00 € in 2011 for the additional effort of preparing and
coordinating the videography with the camera team. Using a digital hand-held camera,
two external microphones and no artificial illumination, a documentary film team of
only two was to focus particularly on individual learning processes, partner and group
interaction, but also to capture relevant teacher activities.

In the production phase, the deployment of a young cameraman with an
immigration backgtound may have increased the leamers' confidence. He followed
leatner actions intuitively (e.g., gestures, dialogues) and used a combination of close-
ups, medium shots and long shots to capture leatning and classroom interaction
conflicts in an audiovisually aesthetic way. A focus on close-ups of individual leamers,
especially their hands and working material, helped to capture the difficulties of
LESLLA learnets in (pre)writing and (pre)reading activities.

In the post-production phase, the cameraman cut and edited the material following
dramaturgic principles {e.g., lesson phases and conflicts). Second language literacy
experts used these videos to produce screening protocols concerning the chronological
organization of the lesson and patticulatly the thematic relevance for specific teacher
training modules. The chosen sequences retain their original order and synchronic
sound, yer aze narrated through the montage of shots of classroom scenes. In many
cases, the combination of audible leamer-teacher dialogues and visible close-ups of
hands working with the material teveal problem solution processes generated by a task.

Without doubt, it is time-consuming and thus costly to produce such professional
video material. For a two-day shooting of a class with eight ¥ ten lessons, we needed
about 70 hours of pre- and post-production including the selection of material for task
development. The ratio of video material selected for the teacher trainer tasks to the
cdited material was 1:3.18 This selected video material then served as the basis for the
production of video-observation tasks (see secdon 4.3) and of transcript-analysis tasks
(see section 4.4).

4.3 Video-observation tasks

The video-observation tasks we developed usually follow a four-step procedure
outlined in Figure 2. In the first step, teacher participants ate asked to watch the

18 The ratio of selected material to filmed raw material was 1: 4,5,
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sequence at least once, The video material might show a longer classroom sequence
(e.g., 2 lesson of 45 minutes) that has heen reduced to a video sequence of about 10
minutes by focusing on the lesson's transitions between phases and/or representative
pieces of each lesson phase so that the macro-structure of the lesson becomes
apparent. Such macro-structural video sequences lend themselves to a reconstruction
of the learning poals in step 2 and a critical appraisal concermning their sequential
atrangement in step 3. Such critical apptaisal can, for example, be based on a
comparison with a theoretical sequence model and can include suggestions for
improvement such as re-organizing the order of the lesson phases, changing, or
enriching them. Step 3 also includes the responsible group's selection of a video
segment for presentation to the whole class and its critical appraisal by the expert
groups that serves as the basis for discussion in the whole group. This discussion does
not necessarily have to lead to a group consensus conceming teaching maxims for each
patticipant's own professional action. Instead, teacher participants are encouraged to
construct autonomous teaching maxims and to share these with the group.

Step 11 Watch Watching the video 1-3 times

Step2:  Describe Describing the sequence

Step 3 Reflect Critical appraisal of colleague’s work

Step4:  Construct Constructing maxims on own future teaching
Sharing of individual teaching maxims

Figure 2: Four-step procedure "WaDeReCon'!

Alternatively, the video-obsetvation task sequence might be a short sequence of
typically only 1 to 5 minutes with a focus on the micro-level, such video sequences
allow for contrasting methodic procedures or for observing individual learning
processes.

4.4 Transcript-analysis tatks

In addition to the video-obsetvation tasks, we developed transcript analysis tasks that
require a closet analysis of teacher-learner or leamer-learner interactions. The basic
structure of the four-step procedure of WaDeReCon remains, but with these tasks,
teacher participants are encouraged to watch the video first and then follow the exact
details in the transcript when they re-start the video sequence for a second time. Figure
3 shows an example of a transcript produced with the software EXMARaLDA (see
Rehbein et al., 2004) using basic HIAT conventions (see Ehlich, 1992). The transcript
provides information on simultaneous actions like a musical score does. One line
documents the verbal actions of the teacher with the pseudonym L; another line shows
the verbal acton of a student with the pseudonyms ALMI. The five score areas
numbered 8 to 12 show pan of a student-teacher interaction on the German definite
plural "die” (English: "the"). The two-page transcript that we work on with teacher
participants is longer than the excerpt shown in Figure 3.

For the second step of describing the video sequence, we consider scaffolds like
the one shown in Figure 4 to be helpful. On the left, the excerpt from an exemplary
table lists the German student and teacher utterances which have been translated into
English for the purpose of this paper. On the right hand side, the teacher participants
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(c) If I do not speak the student's first language, T ask him or her for a comparison
with the first language (contrastive approach).

(d) When such Ll-relared incidences occur, 1 try to learn about features of the
student's first language from linguistic relerence lools {e.g, sce Buschfeld &
Schéneberger, 2010} afrer ¢lass.

The suggested analysis and critical appraisal of an empirically documented teacher-
student wteracton on a lingustcally informed basis is to serve as an example on how
we envision the use of video-based transcripr-analysis tasks in GBI literacy teacher
training. It relies on the same patrern of wartching, describing, reflecting, and
constructing mndividual teaching maxims for use in the classroom as we suggested for
video observarion tasks in scction 4.3,

5 Conclusions

In this paper, we intended to show thar in Germany, an urgent need for G, lireracy
reacher instructon has arsen since the introduction of the Inregration course system in
2005. We Dbriefly skerched the Leipzig teacher training program for GsL literucy
reachers in otder to describe video-based teacher rraining marerial thar we developed
for this context. Videography in the L2 lireracy classroom 1s an cthieally, financially,
and artistically challenging endeavor thar, if done well, can serve for the -devcl()pmm:lr
of video-observation tasks and tanscript-analysis tasks. With examples, we tllustrated a
four-step procedure (WaleReCon) for working with such video-based rasks. Further
acrion research and more encompassing research on teaching skills (see e.g., Seidel &
Prenzel, 2007) nceds o provide empirical cvidence of how successful such video-
hased tasks are, if implemented on a larger scale or in hlended learning concepts.
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