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1. Introduction 

The aim of this project is to identify to what extent a combination of feedback and coaching 

via video technology (IRIS Connect) are able to support teachers towards becoming more 

effective practitioners. The motivation being that improving the effectiveness of teachers 

could have a major impact on the performance of schools, increasing the attainment of 

children across the education system (The Sutton Trust, 2011). A schools influence over 

achievement is largely due to the quality of its individual teachers (Kane et al., 2011; Slater 

et al., 2012). There is moderate evidence that video technology in combination with 

coaching can result in a change in practice; coaching can improve skills and knowledge of 

professionals when delivered remotely; the targeted use of videos is associated with gains 

in practitioner knowledge and pupil outcomes (EEF, 2020).  

 

The use of video is identified across a number of reviews as a particularly effective element 

of Professional Development (PD) that enables teaching staff to review their own and 

reflect on others’ actions in the classroom (EEF, 2020). The use of video and visual media 

in supporting teacher PD has increased steadily (Baecher et al., 2018; Major & Watson, 

2018). Video clips enable focused talk and reflection while allowing opportunities for 

meaningful and concrete discussion (Beilstein et al., 2017; Harford & MacRuairc, 2008). A 

similar study, Davis et al. (2017) proposed that video technology can make teaching and 

learning more visible. This Increased visibility of teaching and learning can act as a stimulus 

for dialogue between teachers about the learning that is taking place; which can lead to 

improvements in teachers’ practice.  
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2. Design 

The study took the form of a case study in the realist paradigm; within realism there is the 

belief that there is a “real” world to discover even though it is only imperfectly apprehensible 

(Godfrey & Hill, 1995; Guba & Lincoln, 1994; Merriam, 1988; Tsoukas, 1989). For the 

purposes of this investigation the positivist philosophy was rejected because of the small 

sample sizes and because it supposes that the behaviour of human beings can be 

objectively and scientifically measured in general the same way as the subject matter of 

natural sciences (McNeill and Chapman, 2005, p. 16). A case study methodology was used 

to investigate the development of teachers and their teaching practice using a rich 

qualitative data set from mixed method data collection. The case was a bounded system 

comprising of School A and the actors were the students, teachers and digital video 

technology (IRIS Connect). Case study research attempts to understand the nature of the 

research problem, reflecting, forming and revising meanings and structures of the 

phenomena being studied; thus, the case method is well suited for inductively building a 

rich, deep understanding of new phenomena (Christie, 1999, p.12).  

 

The sample concentrated on a subset of nine teachers (four coaches and five coachees) 

with access to digital video technology; this subset was drawn from a population of 

approximately forty-eight teachers involved in a Professional Development Coaching (PDC) 

initiative at School A. The teachers in the sample were selected based on their response to 

the digital video technology and organised into groups which best matched their response 

to it. These groups were based on Rogers (1962), Diffusion of Innovation (DOI) Theory: 

innovators, early adopters, early majority, late majority and laggards. Each group contained 

one or two teachers that matched the DOI description. 

 

Two data collection methods were employed as part of this investigation: an initial 

questionnaire (a combination of open and Likert-scale questions) and three semi-structured 

focus groups. It was hoped that the rich, qualitative data such methods generate could do 

some justice to the complexity of the teachers’ teaching and students’ learning, complexity 

which could be missed had only quantitative methods being used (Woods, 2008, p184).  
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3. Intervention 

In this study IRIS Connect video technology was introduced to a pre-existing coaching 

process within School A. The coaching initiative had been set up one year prior to the 

introduction of IRIS Connect. IRIS Connect was introduced on an ad hoc basis and was 

primarily optional based on the teachers’ willingness to participate with the IRIS Connect 

system. This meant that when the initial questionnaire was administered not all of the 

participants had been trained in IRIS Connect or had begun to use it in practice. The focus 

groups occurred six months after the questionnaire at which time all of the participants had 

been trained in the use of IRIS Connect and had been using it as part of the PDC program 

in the school.   
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4. Data Analysis 

Data analysis consists of examining, categorising, tabulating, or otherwise recombining the 

evidence to address the initial propositions of a study (Yin, 1994). The qualitative data from 

the focus group transcripts was coded and labelled to identify important thematic ideas. 

Coding enabled the data to be examined together and compared. The text collected as part 

of focus group data was analysed as a proxy for experience within School A including 

Individuals’ perceptions. The exploratory qualitative data analysis method thematic analysis 

is a useful, accessible and theoretically-flexible approach to analysing qualitative data 

(Braun & Clarke, 2006, p.2) providing a rich and detailed, yet complex account of data 

(Braun & Clarke, 2006, p.5).  

 

 Literature Review Emerging from Data 

1 Beneficial to teaching Pressure 

2 Software/Hardware features Application 

3 Pedagogy change Feedback 

4 Logistic Self-reflection 

5 Fear  Technical issues 

6 Barriers  
 

Table 1: Initial Thematic Analysis Codes 

 

The data was coded manually by using coloured pens to indicate potential patterns; it was 

important to ensure that all actual data extracts were coded, and collated together within 

each code (Braun & Clarke, 2006, p.19). The data (focus group transcripts) was coloured 

depending on how it fit with the 11 codes that emerged from the data and literature review 

(Table 1). After coding the data, it was necessary to sort the codes into potential themes, 

and collate the relevant coded data extracts within these themes (Braun & Clarke, 2006, 

p.19). All eleven codes were inserted into the columns of a spreadsheet and exemplary 

quotes from the coded data extracts were positioned under these headings. These 

exemplary quotes were then used to understand the importance of and relationships 

between these codes; recognising the way in which these codes interacted allowed them to 

transform into themes. The identified themes where then refined: some themes were 
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discarded, some merged and others separated; a candidate thematic map can be seen in 

Figures 1-3. The final version can be found in the Findings section (Figure 4). 

 

 

Figure 1: Thematic Analysis Map (Version 1) 
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Figure 2: Thematic Analysis Map (Version 2) 
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Figure 3: Thematic Analysis Map (Version 3) 

 

The quantitative data was analysed using descriptive statistics in order to describe and 

present the data. These types of statistics make no inferences or predictions; they simply 

report what has been found out in a number of ways (Cohen, et al., 2007, p.504). A table 

was used to present the data rather than a graph because although they are more attractive 

they provide no more detail than a table of figures (Cohen, et al., 2007, p.507).  
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5. Findings 

The initial questionnaire which was administered before IRIS Connect had been launched 

with all of the teachers found that 100% of the participants who had used IRIS Connect 

strongly agreed that it had been helpful for reflecting on their practise. 100% of the teachers 

strongly agreed that it made coaching more beneficial and that it had a direct impact on 

improving their teaching practice. 

 

 Iris confidence 

(1:Low – 10: 

High) 

Have you used 

IRIS Connect in 

your coaching 

IRIS Connect 

helpful for 

reflecting on 

practice 

Coaching with 

IRIS Connect is 

more beneficial 

IRIS Connect 

has improved 

my teaching 

practice 

Innovator1 10 Yes Strongly agree Strongly agree Strongly agree 

Innovator2 9 Yes Strongly agree Strongly agree Strongly agree 

Early adopter 4 Yes Strongly agree Strongly agree Strongly agree 

Early majority1 5 Yes Strongly agree Strongly agree Strongly agree 

Early majority2 2 Yes Strongly agree Strongly agree Strongly agree 

Late majority1 1 No    

Late majority2 1 No    

Laggard1 1 No    

Laggard2 1 No    

 

Table 2: Initial Questionnaire results 

 

The structure of this chapter aimed to follow the final thematic analysis map which can be 

seen in Figure 4. The nodes (ovals) became the sections and the sub-nodes (rectangles) 

became the subsections.  
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Figure 4: Thematic Analysis Map (Version 4) 
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5.1 Features 

5.1.1 Software & Hardware 

Software and hardware as described in Figure 4 refers to the features of IRIS Connect 

software or the iPad hardware to which the teachers referred during the focus groups. All of 

the teachers in this study noted that IRIS Connect allowed them to share their lessons: 

“instantly share”; “share it with somebody else”; “show other people”; “your choice as to 

whether you share it or not”; “If I don’t want to share it with anybody, I just don’t”. The latter 

two focus groups (consisting of the early majority, late majority and laggards) fixed on the 

idea of not having to share their videos and how this was a positive of the IRIS Connect 

system. However, the innovators and early adopters were more focused on how IRIS 

Connect allowed their videos to be shared more easily and more widely with their peers. 

They were more interested in the positive impacts that this wider sharing could have on 

their teaching practise. One laggard noted that you are able to “delete them [the videos]”, 

this may be an insight into their reluctance to use the product.  

 

The innovators and early adopters described their use of advanced features such as: 

trimming clips (“trim”) and tagging the timeline with comments (“tagged in the comments on 

say an exact specific part in the video”). The early majority considered how these advanced 

features could be applied: “can flick to different parts of the lesson.” The late majority made 

reference to the usability of the IRIS Connect system: “easy to set up”; “easy to retrieve 

your video”; “quick”. Finally a late majority teacher described the hardware features noting 

that the system has: “two lenses that you could focus on you…one of them was more at me 

and one of them was more at the children…potentially a perspective that I don’t normally 

see”.  
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5.1.2 Application to Teaching 

Application to teaching as described in Figure 4 refers to the features of IRIS Connect and 

how they can support teaching practise. The teachers in two of the three focus groups 

(innovators, early adopters and early majority) noted that IRIS Connect allowed teachers to 

overcome timetable clashes and cover restraints which would ordinarily hinder the lesson 

observation process. The benefits of video technology in regards to this were readily 

shared: “to be able to go in to a lot of lessons when I’m already teaching”. The same group 

of teachers also discovered that they could use IRIS Connect as a modelling tool (“able to 

use the filming to make demos”; “used it like for modelling”) to record and share good 

practise (“bank of videos”; “body of stuff”).  

 

The early adopters and late majority saw the potential advantages of IRIS Connect’s video 

storage in providing an “historic” record of progress over time: “see how much you have 

progressed”. The early and late majority noted that IRIS Connect could be beneficial in 

addressing the subjective nature of traditional lesson observations and the subsequent 

feedback process. They advocated IRIS Connect’s ability to allow observers to: “watch it 

together” and “recall what happened in the lesson”; with the potential to “ask for a second 

opinion”.  

 

The early adopters described in detail their experimental usage of IRIS Connect to drive 

their self-improvement. One teacher described how they recorded: “the same lesson with a 

different class” and recorded: “the same thing three times but with different children”. A 

laggard notes the power of IRIS Connect beyond regular observations: “you can just film 

yourself just for you”. 
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5.2 Barriers 

5.2.1 Fear & Pressure 

Fear in Figure 4 refers to the fear of the digital video technology as described by the 

teachers during the focus groups. All groups of staff (from innovators to laggards) described 

their fear of being seen: “staff not wanting to be filmed”; “having a camera watching you”; 

“fear of seeing what you actually look like”; and heard: “I hate listening to my own voice”; “I 

don’t sound the way I think I sound”; “does my voice sound weird” on camera.  

 

The words the teachers associated with the requirement to record themselves varied 

between the groups of teachers. The innovators and early adopters described the process 

as a “bit cringey”, the early adopters and early majority described their feeling as “nervous” 

and the late majority and laggards reported being “intimated”. A correlation might be noted 

between the severity of the fear and a teacher’s reluctance to use the technology. The first 

teachers to employ IRIS Connect reported light embarrassment (cringey), those to use it 

next reported feelings of reluctance (nervousness), however the last teachers to use the 

technology reported the strongest feelings of fear (intimidation). It may be possible to assert 

that those most worried about recording themselves might be the last to use the video 

technology.  

 

Pressure in Figure 4 refers to the pressure the teachers in the focus group felt in regards to 

the use of digital video technology. One innovator felt: “there was a lot of pressure to use it 

[IRIS Connect] and there was a lot of people being peer pressured who might not want to 

use it”. This was a sentiment echoed by an early adopter who noted: “frowned upon if 

you’re not willing to use it [IRIS Connect]”. Those teachers to first use IRIS Connect 

reported feeling an element of pressure from their coaches, whereas teachers who used it 

later had chosen to use it in a more organic way. Those who came to IRIS Connect later 

had done so under their own steam and therefore where more willing to continue to use it 

than those who had felt pressured. 
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5.2.2 Authenticity 

Authenticity in Figure 4 refers to the perceived validity of the videos collected and stored 

within the IRIS Connect software. All three groups of teachers (from innovators to laggards) 

questioned the reliability of the recorded observations and how it may have altered the 

students behaviour: “some children…focus more…some children who conversely…react in 

some way”; “students act differently when it’s in the room”; “instantly start to mess 

around...throw your lesson off”. There was some concern that this alteration in the students 

behaviour would change the lesson and therefore the recording would not be a valid 

representation: “they knew it was being recorded so like it wasn’t a good reflection of my 

lesson”. 

 

One innovator described how they were able to “manipulate it [the lesson]” when they knew 

it was being recorded. This backed up the concern that an early majority teacher had when 

they described the following IRIS Connect related issues: “they are picking the lesson, they 

are setting it up potentially, and they know that they are filming themselves”. This could 

mean that: “teachers not necessarily acting naturally”; therefore: “it doesn’t give that true 

reflection”; and you: “get a totally different feel from actually being there”. I would suggest 

that authenticity is a major barrier to overcome; if teachers do not deem the data (in this 

case videos) to be accurate then they may be reluctant to make use of it. 
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5.2.3 Routine & Logistics 

Routine in Figure 4 refers to the consistency and regularity by which IRIS Connect is used 

within School A. The teachers in every group (from innovators to laggards) noted that the 

use of IRIS Connect in School A needs to be seen as the norm to: “feel like it’s [IRIS 

Connect] had a sustainable impact”. The innovators, early adopters and early majority 

questioned the frequency of use: “I don’t think I use it consistency”; “I’d need to use it a bit 

more regularly”; “use it a lot more really”. A teacher in the late majority noted a: “lack of 

engagement from certain members of staff”; which raises questions of compulsory use.  

 

Logistics in Figure 4 refers to the systems for using the IRIS Connect technology within 

school A. The teachers in every group made some reference to logistics. The innovators 

briefly criticised the methods by which IRIS Connect was booked and charged: “the 

systems could be better in place to like book out…to be charged”. The early adopters and 

early majority criticised the booking system, in particular the need for teachers to collect 

and set-up the IRIS Connect technology in their classes: “booking it out for the 

day…because you haven’t got time in between lessons to set up”; “…finding where the 

cameras are best in your classroom”. The early majority suggested “for it [IRIS Connect] to 

really embed…we need more than one set”. 

The late majority where discouraged from IRIS Connect use because of the need to: “plan 

for it”. A small number of technical issues (Figure 4) were described by the early majority: 

“…tripod is broken”; “battery is dead”; and the late majority: “the thing projected on the 

children didn’t work”; “technical problems”; “sometimes it doesn’t work”. 
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5.2.4 Time & Coach 

Time in Figure 4 refers to the identified barrier of time relating specifically to the coaching 

process with the use of IRIS Connect. The innovators and early adopters felt that the: 

“coaching process needs more time”; and that it had turned into a: “box-ticking 

exercise…rather than being really meaningful”. The early majority backed up this idea 

noting that: “…time is the other issue”; as did the late majority who stated a barrier as: “just 

time”; “time to re-watch the video”. An innovator identified a disparity in the coaches 

designated as part of the IRIS Connect PDC system: “some coaches have got like six 

coaches”; “depending on their coach”. 
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5.3 Feedback & Self-reflection 

5.3.1 Time 

Time in Figure 4 refers to the idea that coaches should be setting aside a dedicated time 

slot to watch the IRIS Connect video and feedback to their coachees. One of the innovators 

was very firm in their belief that this time to observe and feedback was paramount to the 

IRIS Connect process: “If they are not setting aside 30 minutes or whatever it is to observe 

it’s kind of a pointless exercise”. They mentioned the idea of accountability and put the onus 

on the coach: “if you’re going to record yourself the other person does need to set aside 

that time to watch it”. This idea of ‘feedback time’ was supported by an early adopter: 

“Having the time to follow it [IRIS Connect] up with that meaningful conversation”. 
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5.3.2 Coach 

Coach in Figure 4 refers to the perceived importance of the coaches and coachees in the 

IRIS Connect process. The teachers in every group referred to coaches/coachees when 

describing their experiences of using IRIS Connect in the classroom. Both innovators 

described a negative experience when using IRIS Connect with their coaches: “minimal 

feedback has been given so I really couldn’t say it’s been useful”; “I haven’t really used IRIS 

Connect with my PDC coach this year”. This is interesting considering that these are the 

teachers who were identified as using IRIS Connect first and have the most experience. It 

was this group of teachers who identified a disparity between the different coaches, 

referring to this disparity they noted: “depending on their coach”. However, there was a 

feeling that this disparity was not related to the software but rather the humans in the 

system: “IRIS Connect is brilliant with coaching”. Two teachers in the early majority found 

that although they were ready and willing to use IRIS Connect their coachees were not: “my 

people I was coaching were not comfortable using it”; “neither of my coaches were 

comfortable using it”. There are two people in the coaching process and both parties need 

to be willing to participate in the use of IRIS Connect for it to be a success.  

 

5.3.2.1 Feedback versus Self Reflection 

As part of the coaching process IRIS Connect can be used in two distinct ways; self-

reflection and feedback. The teachers in all focus groups referred to both of these 

techniques when describing their use of IRIS Connect within the PDC process used at 

School A. An innovator described how due to a lack of feedback from their coach they: “try 

to reflect on it myself”. However, this teacher felt strongly that: “reflection is really good if it’s 

done by someone who knows what they are doing”; this particular teacher advocated the 

use of: “guided feedback” particularly for: “trainee[s who] don’t know what to reflect on”. 

This is an idea which was echoed by the late majority teachers: “easier for someone else to 

look at it and give you that feedback, rather than do it yourself”; “sometimes it’s quite 

difficult to find something that you can improve for yourself”; “if you are new to teaching or 

it’s not your subject specialism or something that you’re not as confident in, you do need 

that time with another person to sit down”. There was a further concern amongst the early 

adopters that: “you’ve got to be a naturally reflective person”.  
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Feedback as a technique was promoted by both an early and late majority teacher: “it’s got 

to have a productive conversation around it”; “sit[ting] down [with somebody] and analysing 

what is going on in the classroom is fundamental”. One of the teachers in the early majority 

was effusive about the feedback they had received from their PDC coach as a result of the 

IRIS Connect process: “I’ve had really good feedback”; noting that it was: “really useful to 

prompt new ideas”.  
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5.3.3 Positives  

Positives in Figure 4 refers to the positive aspects of self-reflection and feedback when 

supported by the IRIS Connect system. The innovators and early adopters noted how IRIS 

Connect enhanced the self-reflection process: “massively”; “100%”; “being able to look back 

at yourself… I think I’m talking in a very calm voice…I’ll watch the video back and I’m 

shouting”. This was a sentiment echoed by the early adopters: “using it for myself was 

really beneficial”; “you can watch your brain working when you’re observing yourself”; “quite 

good for self-reflection”; “reflect on the changes you might have made”. A late majority 

teacher made the following comment: “you are harsher to yourself…in that aspect I think it’s 

great”. 

 

A late majority teacher noted that IRIS Connect was very beneficial in supporting the 

feedback process: “found it [IRIS Connect] very beneficial, when we were having a 

coaching conversation and reflecting on the key levers they had identified, they were able 

to talk about it in more depth because they had seen their own practice and had an 

opportunity to then analyse in greater detail what they’d done and kind of like how they 

would move it forward because they had seen it themselves”.   
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Conclusions 

The results of this study suggest that IRIS Connect is able to enhance a combination of 

coach guided feedback and self-reflection to support teachers towards becoming more 

effective practitioners. This supports similar research from Mann, et al. (2020) who 

concluded that teachers were generally enthusiastic about both their involvement and 

opportunity to talk about videos and their ability to reflect, albeit with mentor support. The 

need for coaches to review the video clips and provide guided feedback was identified as 

being an extremely important component of the IRIS Connect process in School A. This 

was considered especially important when the teachers using IRIS Connect were not 

naturally self-reflective or were early in their career. It is also pertinent to consider the 

Dunning-Kruger effect; whereby those who are unskilled are also unaware (Kruger & 

Dunning, 1999); teachers using only IRIS Connect and self-reflection may struggle to 

identify their own underperformance or know how to improve. Video viewing in isolation is 

unlikely to be impactful and should instead be paired with discussion with other 

professionals (EEF, 2020). 

 

Barriers such as information being difficult to access can have a detrimental effect on user 

engagement (EEF, 2020). The teachers in this study made reference to a large number of 

barriers including: fear, pressure, authenticity, routine, time, coach, logistics and technical 

issues. It is important that these barriers are honestly and openly discussed with the 

teachers involved in the intervention and that systematic plans are devised to overcome 

them. 

 

In a similar study Davis et al. (2017) indicated that video technology was able to: help 

teachers to identify possible improvements in their practice and to discuss the realisation of 

these principles in their teaching. The participants expressed a positive view of the effect of 

the video technology intervention on their practice, referring chiefly to feedback (Davis et 

al., 2017); this was a sentiment mirrored by the teachers at School A. There are clear 

benefits to using video technology to support collaborative teacher development. Video 

Technology can increase and deepen teaching and learning dialogue (Borko et al., 2008) 

https://www.sciencedirect.com/science/article/pii/S104160801830178X#bb0160
https://www.sciencedirect.com/science/article/pii/S104160801830178X#bb0160
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but not if the only form of reflection is self-reflection. In conclusion, “you use IRIS Connect 

to become a better teacher” in combination with supportive and collaborative discussion.  
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