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Abstract 

Video-mediated interaction has started to be one of the main research areas in recent years, 

and there is a recognized need for understanding how people interact by using the 

affordances of video-mediated settings. Several studies focused on video-mediated 

interaction in various contexts and interactional resources that people use in online settings. 

However, the number of studies on video-mediated interaction in language teacher 

education is still limited, and there is a need to investigate how video-mediated settings can 

contribute to language teacher education. To fill this gap in literature, the present study 

aimed to examine physically distant pre-service teachers' video-mediated interactions on 

the videoconferencing tool, Microsoft Teams software. The research is based on 10 hours 

of screen recordings of pre-service teachers' online group discussions in which they 

analyzed video clips of classroom interaction, and multimodal Conversation Analysis was 

adopted as the research methodology to conduct this study. The findings indicated that 

participants used affordances of the video (e.g., rewinding and fast-forwarding the video 

clips) as context-specific interactional resources to enhance the visibility of the video clips 

in three ways: (i) soliciting assistance for the visibility of the video clips, (ii) unsolicited 

assistance for the visibility of the video clips, (iii) using the video clips in one own’s extended 

turns. Furthermore, deployment of the context specific resources created opportunities for 

pre-service teachers to recruit assistance and work collaboratively in their discussions. The 

findings of this thesis contribute to identify new sets of interactional resources in video-

mediated settings, and help provide suggestions and new insights into language teacher 

education in video-mediated settings informed by multimodal Conversation Analysis.  

 

Keywords: video-mediated interaction, multimodal conversation analysis, language 

teacher education, interactional resources, recruitment of assistance  
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Öz 

Video aracılı etkileşim, son yıllarda temel araştırma alanlarından biri olmaya başlamıştır ve 

insanların video aracılı ortamların olanaklarını kullanarak birbirleriyle nasıl etkileşim içinde 

olduklarını anlama gereksinimi vardır. Birçok çalışma, çeşitli bağlamlardaki video aracılı 

etkileşime ve insanların çevrim içi alanlarda kullandıkları etkileşimsel kaynaklara 

odaklanmıştır. Ancak dil öğretmeni eğitimi alanında video aracılı etkileşim üzerine olan 

çalışmaların sayısı hala sınırlıdır ve video aracılı ortamların dil öğretmeni eğitimine nasıl 

katkı sağlayacağının araştırılması gerekmektedir. Bu çalışma, literatürdeki bu eksikliği 

gidermek için fiziksel olarak birbirlerinden uzak olan öğretmen adaylarının Microsoft Teams 

programı aracılığıyla kurdukları video aracılı etkileşimleri incelemeyi amaçlamıştır. Bu 

araştırma, öğretmen adaylarının sınıf içi etkileşim videoları üzerine olan çevrim içi 

tartışmalarının 10 saatlik ekran kayıtlarına dayanmaktadır ve çalışmayı yürütmek için 

çokkipli Konuşma Çözümlemesi yöntemi kullanılmıştır. Çalışma sonuçları, katılımcıların 

video olanaklarını (videoları geri ve ileri sarma) bağlam özellikli etkileşimsel kaynaklar 

olarak video kliplerin görünürlüğünü sağlamak için üç farklı şekilde kullandıklarını 

göstermiştir: (i) video kliplerin görünürlüğü için istenilen yardım, (ii) video kliplerin 

görünürlüğü istenilmeden sağlanan yardım, (iii) video kliplerin görünürlüğünü kendi 

uzatılmış söz sıralarında kullanma. Buna ek olarak, bağlam özellikli etkileşimsel kaynakların 

kullanımı öğretmen adaylarının yardım alımı ve iş birliği içinde çalışmaları için fırsatlar 

yaratmıştır. Bu tezin sonuçları, video-aracılı alanlardaki etkileşimsel kaynaklarının 

çeşitlendirilmesine katkı sağlamaktadır ve çokkipli konuşma çözümlemesi yöntemiyle 

bilgilendirilen video aracılı alanlarda dil öğretmeni eğitimi için materyal tasarımını 

geliştirmeye yönelik öneriler ve bakış açıları sunmaya yardımcı olmaktadır.  

 

Anahtar sözcükler: video aracılı etkileşim, konuşma çözümlemesi, dil öğretmeni eğitimi, 

etkileşimsel kaynaklar, yardım alımı 
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Chapter 1 

Introduction 

There has been a growing number of publications on video-mediated interaction 

(henceforth VMI) in recent years. Although VMI has received considerable attention due to 

the pandemic recently, it can be stated that research on video-mediated settings started 

with Heath and Luff’s studies on workplace interactions (Heath et al., 1997; Heath & Luff, 

1992) following the previous studies on mediated interaction. These previous studies, 

conducted by Harvey Sacks and Emanuel Schegloff, were mainly based on audio 

interaction, and they were the first studies using conversation analysis (henceforth CA) as 

the research methodology in mediated interaction. Although they did not approach to the 

telephone as an interactional resource in their work, geographically dispersed participants 

interacted using telephone as a resource (Schegloff et al., 1977). After these early studies 

in literature, scholars conducted research on computer-mediated communication using CA 

to investigate written (Beauvois, 1992; Garcia & Baker Jacobs, 1999) and spoken (Jenks, 

2012) interactions on various software.  All these studies in literature demonstrated a variety 

of resources that technology-mediated settings provided for participants, and with the 

development of video-mediated settings, new software and affordances emerged in VMI 

studies. In video-mediated settings, physically distant participants use diverse affordances 

such as camera, screen, microphone, or other facilities depending on the software to 

interact and accomplish social actions (Arminen, Licoppe & Spagnolli, 2016). Since it is a 

new scope of research, studies on video-mediated interaction provide new insights into 

interaction in online settings and the interactional resources involved in VMI. Previous 

research has demonstrated some context-specific interactional resources that are used by 

participants in video-mediated interaction in various contexts (Melander Bowden & Svahn, 

2020; Olbertz-Siitonen & Piirainen-Marsh, 2021). Moreover, there is an increasing interest 

in VMI in pedagogical settings, and previous studies investigated learner-learner 

interactions (Balaman, 2015; Balaman & Sert, 2017; Sert & Balaman, 2018), 
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telecollaboration (Badem, 2023; Çalışmış, 2022; Çolak & Balaman, 2022; Dooly & Tudini, 

2016), tutoring sessions (Choe et al., 2022; Malabarba et al., 2022; Nguyen et al., 2022), 

L2 classroom settings (Badem-Korkmaz & Balaman, 2022; Şimşek, 2022; Jakonen & Jauni, 

2021), and interactional organizations of various social actions. Although several studies 

have shown various interactional resources in online settings, there is a need to focus on 

context-specific resources that are used on a shared screen to have a better understanding 

of VMI.  

Also, the impact of VMI on language teacher education needs to be explored based 

on empirical data as part of pedagogical settings. Previous studies have investigated pre-

service teachers’ interactions in video-mediated settings, and they revealed how video-

mediated settings can be used in teacher training classrooms to design technology-

mediated tasks (Badem-Korkmaz et al., 2022) and to plan lessons collaboratively (Ekin & 

Balaman, 2023). In addition to these studies, Balaman (2023a) presented a model in which 

CA-informed materials were used in language teacher education in a video-mediated 

setting by expanding CA-informed LTE models in digital spaces. Balaman (2023a) also 

conceptualized previous models as CALTE in his recent monograph and stated the need 

for further studies in video-mediated settings. Since CALTE in digital spaces is a new scope 

of research in literature, more studies are required in various mediated settings to better 

understand how CALTE in digital spaces can shape language teacher education. Therefore, 

the purpose of this study is to investigate how pre-service teachers use the affordances of 

a video-mediated setting in online group discussions and to show a sample of CALTE. CA 

is used as the research methodology to analyze 10 hours of screen recordings of online 

group discussions in which pre-service teachers analyze the recordings of classroom 

interactions to increase their awareness of classroom interactional competence. The pre-

service language teachers in the present study participated in online group discussions as 

part of their coursework on Microsoft Teams. The aim of the course was to increase pre-

service teachers’ awareness of main structures of CA and classroom interactional 
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competence. Following the asynchronous course on these specific topics, pre-service 

teachers analyzed the video clips of classroom interaction on Microsoft Teams and this 

study is based on the video-mediated interactions of pre-service teachers on a shared 

screen. The findings have demonstrated that participants systematically oriented to the 

video clips on the shared screen in designing their turns at talk, more specifically for 

recruiting assistance from peers, and they used video clips of classroom interaction on a 

shared screen as context-specific interactional resources in their video-mediated 

interactions.  

This thesis has been divided into five chapters. Chapter 2 will give a review of 

studies on interactional resources in physical and mediated settings. Also, the recent 

research on recruitment of assistance will be presented in chapter 2. The third chapter is 

concerned with the methodology employed for this study. First, participants and the settings 

will be described in chapter 3. Then procedures for data collection and data analysis will be 

explained in detail, and the table of collection of the cases will be demonstrated. In the last 

section of chapter 3, the principles of CA will be presented, and the reasons for adopting 

CA as the research methodology will be introduced. Chapter 4 presents the findings based 

on the screen-recordings of the online discussions drawing on representative extracts from 

the collection of cases. There are 11 representative extracts which were transcribed using 

Jefferson (Jefferson, 2004) and Mondada (Mondada, 2018) conventions, and these extracts 

will be analyzed using CA to demonstrate the embodied and multimodal actions of the 

participants in situ. The final chapter includes a discussion of the findings with references 

to the previous studies in literature, and it presents suggestions for future research and 

implications for language teacher education. The last section of chapter 5 summarizes the 

study along with some concluding remarks.  
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Statement of the Problem 

There is a growing body of literature that recognizes the importance of video-

mediated settings in various contexts, and several studies indicated that VMI manifests its 

own context-specific interactional resources (Olbertz-Siitonen, 2015; Balaman & Sert, 2017; 

Melander Bowden & Svahn, 2020). While studies reported a variety of interactional 

resources in video-mediated settings, no previous study has investigated video clips as an 

interactional resource in VMI, and there is still a need to investigate the interactional 

organization of VMI in different tools in that each videoconferencing tool can create new 

sets of interactional resources for participants’ deployment in situ. Thus, this study aims to 

fill this gap with an investigation into the use of video as an interactional resource in a video-

mediated setting. In this study, participants mostly use the affordances of the video to recruit 

assistance in the analyses of the video clip, and very little research has been carried out on 

recruitment of assistance in video-mediated settings.  

The concept of “recruitment of assistance” was first proposed by Kendrick and Drew 

(2016). They defined recruitment of assistance as the interactional practices in asking for 

assistance implicitly or explicitly to the co-participants in interaction and the relevant 

responses of the co-participants to these requests (Kendrick & Drew, 2014, 2016). In their 

study, they stated that there are different ways of recruiting assistance in social interaction 

“(1) asking for assistance explicitly, (2) reporting needs, troubles (3) trouble alerts to indicate 

difficulties (4) demonstration of troubles through embodiment “(Kendrick & Drew, 2016). 

Although there has been an increasing interest in recruitment of assistance following the 

study of Kendrick and Drew, most of the studies were conducted in physical co-presence 

settings (e.g., Drew & Kendrick, 2018; Jansson et al., 2019; Pfeiffer & Anna, 2021). To date, 

there is a limited number of recruitment studies in mediated settings (e.g., Boudouraki et 

al., 2021; Hansen, 2022). Since participants in mediated settings are physically distant, they 

deploy the affordances of these settings as interactional resources to accomplish social 

actions such as assistance. Therefore, there is a need to investigate VMI to better 
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understand how the affordances of video-mediated settings contribute to interactional 

organizations of recruiting assistance.  

Another focus of this study is related to CALTE (Balaman, 2023a) in digital spaces, 

and the number of the studies on this scope of research is limited. Previous CA-informed 

LTE models (e.g., SETT (Walsh, 2003), IMDAT (Sert, 2015)) were mainly based on physical 

settings, and more studies are required to understand the possible impact of video mediated 

settings in CALTE (Balaman, 2023a). Balaman (Balaman 2023a, 2023b) has shown how 

CA-informed models can be integrated into LTE, he introduced the first model in a digital 

space. Since the participants in this study used transcribed video clips of classroom 

interaction, and they used their knowledge of CA and CIC in their online discussions, this 

study contributes to CALTE in digital spaces by presenting how pre-service teachers 

collaboratively analyzed the video clips in a video-mediated setting.  

Aim and Significance of the Study 

There are three primary aims of this study: (1) To present how pre-service teachers 

use video as an interactional resource in online group discussions, (2) to investigate 

interactional organization of recruiting assistance in a video-mediated setting, (3) to discuss 

how video-mediated settings can contribute to language teacher education based on 

empirical data. By adopting multimodal CA as the research methodology, this thesis 

presents collection-based research using empirical data, screen-recordings of pre-service 

teachers’ online group discussions to investigate the interactions on Microsoft Teams. The 

importance and originality of this study is that it explores VMI empirically and contributes to 

the literature by presenting context-specific interactional resources and practices of 

recruitment of assistance in a video-mediated setting. Furthermore, this study also 

contributes to CALTE (Balaman, 2023a) by showing how pre-service teachers used CA-

informed materials (i.e., transcribed video clips) and how these materials shaped their 

video-mediated interactions. Thus, the present study demonstrates how VMI can be 
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integrated into language teacher education. Lastly, this study suggests some implications 

for material design for language teacher education and the use of video in professional 

development of teachers in video-mediated settings.  

Research Questions 

This study aims to address the following research questions:  

1. How do pre-service teachers make use of the affordances of the video clips in video-

mediated interaction in their online group discussions? 

2. How do pre-service teachers recruit assistance in orienting to the video clips in the 

video-mediated setting? 

3. How can video-mediated interaction contribute to language teacher education? 

Assumptions 

It is assumed that using CA as the research methodology will provide insights into 

the interactional organization of VMI among pre-service teachers in that principles of CA 

give opportunities to analyze interactions line-by-line and with an emic perspective. ‘Emic 

perspective’ is one of the main principles of CA (Seedhouse, 2005), and it helps us to better 

understand how participants interact using the affordances of the tools in their interactions 

from their own perspectives and without the views of researchers. In addition, detailed 

representative extracts which are transcribed with Jefferson and Mondada conventions 

enable us to analyze multimodal and embodied actions of participants on the shared screen, 

and how participants deploy multimodal and embodied resources in VMI. The findings 

based on the empirical data are assumed to make contributions to integration of video-

mediated settings into language teacher education.  
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Limitations 

The limitations of this study are related to the participants and the setting. First, the 

findings of this study are based on pre-service teachers’ online discussions about 

recordings taken from actual language classrooms. Thus, the main topic of conversation is 

limited to classroom interactional practices readily found in the video clips. Second, the use 

of interactional resources in this study is context specific in that the design of the video and 

affordances of Microsoft Teams have impacts on video-mediated interaction of pre-service 

teachers. Other studies can demonstrate how different designs of videos or other materials 

on a shared screen contribute to VMI. Another limitation is related to technical issues that 

participants faced in their online discussions. Participants were faced with some problems 

in hearing or understanding other participants due to internet connection, headphones, or 

microphones. Since the study was conducted from the participants’ perspectives, the ways 

in which participants resolved these troubles were also analyzed in the study. All in all, this 

study only presents a limited picture of VMI in an educational setting, and more studies are 

required to advance the understanding of other video-mediated settings on social 

interaction.  

The chapter that follows reviews the literature related to interactional resources in 

technology-mediated settings, conversation analytic language teacher education in digital 

spaces and recruitment of assistance to show how this study will fill the gaps in literature 

regarding these research areas.  
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Chapter 2 

Literature Review 

In this chapter, I will review the previous studies on interactional resources, 

conversation analytic language teacher education, and recruitment of assistance to state 

the gap that I recognized in the literature. In the first section (i.e., interactional resources in 

mediated settings), I will present the CA studies on interactional resources in physical and 

mediated settings, and I will mainly focus on interactional resources in video-mediated 

settings. Following this section, I will present the theoretical background of this study based 

on the previous CA-informed studies on LTE. In the last section, I will review the studies on 

recruitment of assistance in literature, and I will state the gap in previous studies.  

Interactional Resources in Mediated Settings 

L2 interactional competence can be described as the ability of establishing mutual 

understanding of social actions by using context-specific resources (Markee, 2008; Hall & 

Doehler, 2011; Pekarek Doehler & Pochon-Berger, 2011). By using context-specific 

interactional resources, participants accomplish social actions, and a large and growing 

body of literature demonstrates various interactional resources in many contexts. Markee 

(2008) has shown that linguistic resources are deployed by participants in his research. In 

a study conducted by Piirainen-Marsh and Tainio (2009), other repetition has been found 

to be an interactional resource for engaging in the game-play and co-constructing mutual 

understanding when participants play a game. In another study, gesture has been reported 

as a resource in learning new vocabulary (Eskildsen & Wagner, 2013). A recent study by 

Girgin and Brandt (2020) reported that response tokens have been used by a teacher for 

learning. These studies, while representing the diverse resources to some extent, are 

conducted in a shared physical setting, and there is a need to review studies in online 

settings since there is growing research on interactional resources used in online settings.  
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Mediated interaction is mainly related to how members use various affordances of 

the technology-mediated contexts in interaction (Arminen, Licoppe & Spagnolli, 2016) in 

various settings as a research focus for a long time in literature. A large and growing body 

of studies investigated mediated interaction and interactional resources using Conversation 

Analysis (CA) as the research methodology. It can be stated that the earliest CA studies on 

mediated interaction were conducted by Harvey Sacks and Emanuel Schegloff in that they 

worked on the interactional organizations in telephone conversations of geographically 

dispersed participants. For instance, in one of these earliest studies, Schegloff (1979) 

analyzed telephone conversations between participants who used telephone as a medium 

of interaction. In this study, he reported how participants identified and recognized each 

other in telephone conversations by studying the sequence organization of these 

conversations, and he found out that telephone was used to interact by participants in 

different settings (Schegloff, 1979).  

What follows these studies including mediated interaction in CA literature is 

computer mediated communication (CMC). The first studies in CMC literature were on 

written interaction, and researchers examined the written interactions of participants on 

different software (Beauvois, 1992; Garcia & Baker Jacobs, 1999; Kern, 1995).  In one of 

these studies on written interaction, Beauvois (1992) worked on computer-assisted 

discussions of a Portuguese class on software called Interchange to find out how the 

affordances of this software affected language learning. The participants in this study 

participated in these discussions by replying to the teacher’s questions and other 

participants’ turns on the computer screen (Beauvois, 1992). Beavouis (1992) found out 

that the affordances of the software which included copying the previous turns in the 

discussion, visibility of teacher’s questions on the screen, and visibility of feedback for the 

answers had a positive impact on students’ language learning process. In another study on 

the same software (i.e., Interchange), Kern (1995) examined the written interactions of 

pedagogical discussions in a French class to find out the impact of computer-assisted 
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discussions on social interaction compared to oral discussion. He reported that the use of 

Interchange with its affordances (e.g., scrolling backward for the visibility of the previous 

comments on the screen) contributed to students’ interaction, and he also stated that the 

integration of software into discussions could have a positive impact on social interaction 

(Kern, 1995). Although Kern did not use CA as the research methodology, the results of 

questionnaires which included the responses of participants related to the use of software 

for the discussions contributed to the studies on mediated interaction.  

In addition to these two studies on written CMC, Garcia and Jacobs (1999) 

examined turn-taking practices in a composition class on the program Aspects, and they 

recorded three participants’ computer screens during the discussions in which participants 

contributed to the class by typing messages. They conducted this study from participants’ 

perspectives, and they reported that participants developed new strategies for turn-taking 

in the CMC setting with the affordances of the program (Garcia & Baker Jacobs, 1999). 

They also stated that turn taking systems in computer-assisted settings differ from oral 

conversations in physical settings in terms of the organization of adjacency pairs and turn 

allocation (Garcia & Baker Jacobs, 1999). Similarly, Negretti (1999) reported that turn-taking 

and sequential organization in Webchat interaction were affected by the features of context 

in her micro-analytic research on CMC. In another study, Herring (1999) drew on the 

problems that were faced in CMC, and she stated that participants adapted to the medium 

of the context and facilitated interaction.  

While aforementioned studies mainly focus on text-based interaction, Jenks 

contributed to mediated interaction literature by analyzing voice-based interactions in online 

settings. For instance, Jenks (2009) investigated how affordances of Skypecasts influenced 

spoken interaction of the participants who used English as an additional language, and 

stated that learning and using the language in a computer mediated setting are not based 

on rules as can be seen in language classrooms, and Skypecasts provided flexible 

environment for the participants to use the language. In another study on voice-based CMC, 
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Jenks (2009) demonstrated how participants used pause as an interactional resource to 

deal with overlaps. Additionally, Jenks (2012) reported interactional resources that ELF 

speakers used in voice-based chat rooms for troubles in interaction. Likewise, Brandt and 

Jenks (2013) examined interactional organization of troubles in online interaction and they 

demonstrated the impact of affordances of a mediated setting (i.e., Skypecast) on the 

troubles. Following these studies on voice-based CMC, Jenks (2014) contributed to the 

CMC literature with an investigation into the voice-based interactions in second language 

chat rooms. In addition to these audio-mediated interaction studies, there has been an 

increasing amount of literature on video-mediated interaction in recent years.  

Video-mediated interaction (VMI) differs from interactions mediated by other 

modalities which were mentioned previously in terms of enhancing geographically 

dispersed participants to see and hear each other by providing various affordances such as 

microphone, camera and screen (Arminen, Licoppe & Spagnolli, 2016). VMI studies in 

literature include various contexts. The earliest studies on video-mediated interaction were 

conducted by Christian Heath and Paul Luff in workplace settings (Heath et al., 1997; Heath 

& Luff, 1992). In one of these studies, Heath, Luff and Sellen investigated the interactions 

of the people who worked in the EuroPACK laboratory in Cambridge through technology 

(Heath et al., 1997). They recorded the audio and visual interactions of the participants, and 

they focused on how participants accomplished social actions such as coordination, 

collaboration and mutual engagement in activities (Heath et al., 1997). The findings of their 

study demonstrated that the affordances of the media space technology provided 

opportunities to check the visibility of other participants before they interacted, to coordinate 

with the activities on the screen and to organize turn taking practices (Heath et al., 1997). 

Following these early studies on video-mediated interaction in the 1990s, there has been a 

growing body of research on video-mediated settings recently. One of these studies was 

conducted by Olbertz-Siitonen (2015), and she investigated transmission delay in video-

mediated interactions at work, and she focused on one participant. The findings of this study 
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showed that the participant faced technical problems, and he found solutions by orienting 

to the sequential organization in interaction (Olbertz-Siitonen, 2015). Licoppe (2017) 

pointed out that showing personal objects in conversation became an interactional resource 

for physically distant participants to interact by focusing on the sequences of showing 

actions. In another study which was conducted in a workplace, pointing by using 

affordances of a device is reported as a resource for participants who are physically distant 

and cannot see each other in a virtual setting (Olbertz-Siitonen & Piirainen-Marsh, 2021). 

VMI studies have been conducted in many different contexts. For example, interactions 

between doctor and patients (Seuren et al.,2021) and courtroom interactions (Licoppe, 

2021) are among the recent VMI studies.  

Furthermore, there is also increasing interest in VMI in a variety of educational 

settings. Several CA studies in VMI literature have focused on learner interactions and L2 

development in video-mediated settings so far. The earliest CA studies dealing with learner-

learner interactions based on task design process of L2 learners in online settings were 

conducted by Balaman and Sert (Balaman, 2015a, 2015b; Balaman & Sert, 2017a, 2017b; 

Balaman, 2018; Sert & Balaman, 2018).  

Following these studies on online interactions, Dooly and Tudini (2016) carried out 

a micro-analytic study on the interactions of student teachers in telecollaborative tasks on 

Skype, and they pointed out the positive impact of small talk on teaching and learning in an 

online setting. In a similar vein, some studies examined the relation between L2 

development and the interactional resources in telecollaborative projects such as gestures 

in word search (Badem, 2023); “rolling the ball back” for topic maintenance (Çimenli et al., 

2022); gestures, mimicry, gaze for turn taking and pointing to allocate turn (Drixler, 2022); 

online dictionaries to accomplish social actions (Çolak & Balaman, 2022).  Another research 

focus in telecollaboration studies is related to interculturality, and previous studies focused 

on video-mediated interactions to investigate the sequential organization of assessments 

to find out critical intercultural awareness (Çalışmış, 2022) and to demonstrate the 
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resources for orientations to intercultural tasks (Önder, 2021). Likewise, Moalla et al. (2020) 

reported how a project based on task design in a video-mediated setting increased 

intercultural awareness. The last aspect of telecollaboration studies is the resolution of 

troubles in interactions. Whilst Oittinen (2022) demonstrated how university students 

managed the coordination of actions using verbal resources and screen orientations in 

video conferencing sessions, Dooly and Davitova (2018) examined the multiple resources 

such as holding up a phone that middle school students used to resolve the troubles in their 

video-mediated interactions. Likewise, Rusk and Pörn (2019) conducted micro-analytic 

research on troubles in tandem dyads, and they demonstrated that participants used social 

actions as interactional resources to maintain mutual understanding following the troubles 

due to delay in a video-mediated learning setting. 

In addition to telecollaboration studies in literature, some scholars examined video-

mediated interactions in tutoring sessions (e.g., Bowden & Svahn, 2020; Choe et al., 2022; 

Malabarba et al., 2022; Nguyen et al., 2022). While Malabarba et al. (2022) investigated the 

multimodal resources (e.g., lip pressing) that a tutor deployed to maximize interactional 

spaces for L2 learner in an English tutoring on Zoom, Melander Bowden and Svahn (2020) 

focused on video-mediated interactions in tutoring for mathematics assignments on a 

shared screen, and they have pointed out that affordances of shared screen became 

resources for homework support in tutor-student video mediated interaction.  

There are also CA studies on video-mediated L2 classroom settings which have 

increased due to COVID-19 pandemic. In one of these studies, Badem-Korkmaz and 

Balaman (2022) carried out a micro-analytic CA research on video-mediated English as a 

foreign language classroom and they reported that the teacher used a variety of 

interactional and multimodal resources when there was not student response to teacher 

questions. Another CA study on video-mediated classroom setting comes from Şimşek’s 

master thesis (2022) and this study demonstrated how a teacher used gestures for a variety 

of pedagogical purposes (e.g., to give instruction, to explain vocabulary and grammar). 

Recent outstanding research dealing with telepresence robot mediated hybrid classroom 
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interaction was conducted by Jakonen and Jauni (Jakonen & Jauni, 2021, 2022a, 2022b) 

and they showed how telepresence robot was used as an interactional resource among 

geographically dispersed participants to facilitate interaction. Similar to these mediated 

classroom settings, Ro examined the changes in teacher’s practices to give instruction and 

interactional resources deployed by the teacher in video-mediated L2 book club (Ro, 2023a) 

and reported how the teacher used topicalization to maximize interactional space in video-

mediated book club discussion (Ro, 2023b). 

Previous VMI studies also focused on the interactional organization of social actions 

based on the affordances of various video-mediated settings. For instance, Balaman and 

Sert (2017) indicated that participants used screen as a resource by orienting to the task 

interface in an online setting, and they contributed to diversification of interactional 

resources in online settings. Balaman (2021) also focused on collaborative writing on a 

video-mediated setting, and he reported that participants coordinated in interaction and 

used various resources on the screen and repair for collaborative writing. In a study dealing 

with hinting practices as social actions, Balaman (2019) found out that the participants used 

‘interrogatives, knowledge checks, and past references’ before the initiation of hinting and 

they deployed ‘blah blah replacements, designedly incomplete utterances, and 

metalinguistic clues’ in base sequences of hinting. Dooly and Tudini (2022) also examined 

students’ construction of a collaborative exam on Skype and they reported that students co-

constructed their knowledge through affordances of the video-mediated setting (e.g., 

camera, text chat, text editing tools). In addition to these studies on the use of affordances 

in video-mediated settings, some scholars focused on the deployment of verbal resources 

to accomplish social actions. Balaman and Pekarek Doehler (2022) showed that 

participants used ‘let me/let’s’ structures to enhance progressivity in task accomplishment, 

and they also carried out longitudinal research on the routinization of this grammar structure 

(let me check) which started as ‘I will check’ during the orientations of a participant to the 

screen (Pekarek Doehler & Balaman, 2021). In another study focusing on callout practices 

in a video game environment for pedagogical purposes, Rusk and Ståhl (2022) 
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demonstrated how participants used callouts to work collaboratively in a multilingual setting. 

Tudini and Dooly (2021) focused on a different aspect of interactional structure of VMI, 

namely troubles talk, to investigate video-mediated interactions of pre-service teachers in 

the development of collaborative tasks and they reported that troubles talk was used an 

interactional resource to explain reasons for not being ready for the task, to complain, and 

to facilitate affiliation between geographically dispersed participants. Lastly, the use of 

embodiment in the interactional organization of word search also was studied in the 

literature (Uskokovic & Talehgani-Nikazm, 2022; Badem, 2023). Uskokovic and Talehgani-

Nikazm (2022) reported raised index finger was used by participants during the orientation 

to the screen to search a word. Similarly, Badem (2023) found that participants used raising 

an index finger, gazing up and frowning in word search practices.  

All these studies reviewed in this section reported how affordances of various 

mediated settings contributed to the interactions of participants through diverse interactional 

resources. However, previous studies did not demonstrate orientations to video clips as an 

interactional resource in video-mediated settings. Thus, this study aims to fill this gap by 

presenting affordances of video (e.g., rewinding/ fast-forwarding the video) as interactional 

resources on a shared screen based on the interactions of pre-service teachers on 

Microsoft Teams. Since one of the aims of present study is to contribute to the LTE, I will 

review the previous CA-based LTE models and CA studies on LTE, and I will present the 

gap in literature.  

Conversation Analytic Language Teacher Education in Digital Spaces 

 Integration of CA into language teacher education for pedagogical purposes has 

resulted in several studies in literature so far, and some scholars proposed CA-informed 

LTE models including SETT (Walsh, 2003), IMDAT (Sert, 2015), Conversation Analysis-

based Interactional Competence Instruction (Huth et al., 2019) that aimed to introduce CA 

to teachers to increase their awareness of classroom interaction. Moving beyond these 

models which mainly focused on physical settings in LTE, Balaman (2023a) conceptualized 
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CA-based LTE as CALTE in his very recent monograph, and he proposed a new 

technology-mediated concept for LTE.  

Drawing on the gap in literature regarding the use of digital spaces in teacher 

education, Balaman (2023a) categorized the previous studies into two main categories (i.e., 

knowledge base and praxis base) and demonstrated how knowledge base and praxis base 

of CALTE can be operationalized in technology-mediated settings. According to his 

categorization of CALTE, knowledge base includes teaching the main structures of 

conversation (i.e., turn taking, sequence-preference organization, repair, embodiment) and 

CIC, and previous CA-based LTE models mainly focused on equipping teachers with these 

structures (Balaman, 2023a). Praxis base comprises three categories: preparation, 

implementation and revision (Balaman, 2023a). There are some recent studies that can be 

included in the praxis base of CALTE in digital spaces. In one of these studies, Badem-

Korkmaz et al. (2022) examined the interactions of pre-service teachers and teacher 

trainers for task design practices in a video-mediated setting and they demonstrated how 

teacher training classrooms can be designed in a video-meditated setting based on the 

video mediated interactions on technology-mediated task designs and reflections on them. 

In a study based on a Virtual Exchange project, Ekin and Balaman (2023) investigated pre-

service teachers’ video-mediated interactions in a collaborative lesson plan process and 

they reported that interactional environment of Virtual Exchange provided new opportunities 

for pre-service teachers to work collaboratively for lesson plans and to give reflections on 

lesson plans.  

In addition to the conceptualization of CALTE, Balaman (2023b) stated that there is 

a need to investigate how affordances of digital spaces can be used to teach CA findings 

to pre-service teachers. To fill this gap, Balaman (2023a) carried out an LTE project in a 

video mediated setting and demonstrated how affordances of the digital space contributed 

to the pre-service teachers’ learning. The project includes three main parts: (i) the main 

structures of CA and the concept of CIC were taught on learning management system, (ii) 

pre-service teachers read articles related to classroom interactions and wrote their 
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reflections on these articles (iii) pre-service teachers watched classroom interaction video 

clips which were transcribed using CA to analyze the video clips focusing on the main 

structures of CA (i.e., turn taking, sequence-preference organization, repair and 

embodiment) and CIC (Balaman, 2023a).  The third part of this project presented the first 

video-mediated environment for pre-service teachers to reflect on classroom videos.   

Previous non-CA studies reported video as a tool in teacher education mainly as 

part of video clubs in physical settings. Video clubs are described as environments in which 

teachers watch their classroom videos and reflect on these videos for professional 

development (Gamoran Sherin & Van Es, 2009; Sherin & Han, 2004). A great number of 

studies discussed various frameworks for video clubs (for a systematic review see Baecher 

et al., 2018) and focused on the impact of video clubs on teachers’ development. In a study 

dealing with video clubs for mathematics teachers, van Es (2012) reported that teachers 

improved their learning as a result of collaborative analysis of each other’s classroom 

videos. Furthermore, some studies investigated the impact of video clubs on teachers’ 

professional vision. For instance, Minaříková et al. (2018) revealed that EFL teachers 

focused on aim and content more than teachers’ actions in the videos following the 

participation in the video clubs. Similarly, Sherin and Han (2004) found that middle school 

teachers concentrated on students’ actions and ideas more than teachers after video clubs. 

They also stated that the teachers analyzed students’ ideas in a more detailed way (Sherin 

& Han, 2004). In addition to these studies on contribution of video clubs to the development 

of teachers’ vision, Christ et al. (2014) investigated whether teachers applied their learning 

in video clubs to teaching, and they found out that the teachers applied 40% of their learning 

based on the reflections of the teachers’ reports. As these studies on video clubs 

demonstrated, the use of video has a positive impact on professional development 

regarding reflection on classroom interaction. However, there is not any micro-analytic 

empirical research on the use of video clubs in literature so far. Although the purpose of this 

study is not to present a sample of video-mediated video clubs, this study demonstrates a 

video-mediated environment for pre-service teachers to reflect on classroom videos. 
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Therefore, this study can help provide new insights into designs for video club 

environments.  

As stated at the beginning of this section, CALTE in digital spaces is a new research 

area and needs to be developed to better understand how video-mediated settings can be 

integrated into LTE. Thus, this study aims to contribute to CALTE in digital spaces by 

presenting how pre-service teachers used transcribed video clips of classrooms to recruit 

assistance during the reflections on the video clips. As pre-service teachers in the present 

study used video clips to recruit assistance, the next section will show how this study will 

also fill the gap in literature regarding recruitment of assistance following the review of 

previous studies.  

Recruitment of Assistance  

Following the review of relevant studies informing the interactional context of the 

thesis, this section focuses on the emergent interactional phenomenon at hand to present 

a fuller picture of the scope of the thesis. Assistance is a part of almost every ordinary 

activity in our lives therefore we need other people to cooperate and collaborate for 

accomplishing social actions. Kendrick and Drew (2016) proposed the term ‘recruitment of 

assistance’ to describe the interactional organizations that people follow while requesting 

or offering help in talk-in-interaction. In describing the concept of ‘recruitment of assistance’, 

they stated that there are two main parts in recruitment (1) first part seeks for assistance 

implicitly or explicitly, and (2) second part assists the first part in response to the request 

(Kendrick & Drew, 2014, 2016). Adopting CA as the research methodology, Kendrick and 

Drew (2016) provided line-by-line analysis of different types of recruitment, ‘self’ and ‘other’ 

in face-to-face interaction, and they mentioned that participants in their study used a variety 

of ways to indicate the requirement for assistance (e.g., verbal, embodied). It is only since 

the works of Kendrick and Drew that the study of recruitment of assistance has gained 

momentum.  
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There are several studies on recruitment of assistance in a variety of contexts such 

as interactions at home (Drew & Kendrick, 2018), multilingual interactions at residential 

home (Jansson et al., 2019), telephone calls between nurses and patients (González-

Martínez & Drew, 2021), video-mediated interactions in a hospital (Hansen, 2022), family 

interactions (Pfeiffer & Anna, 2021), interactions in various social settings including a park, 

an office, a kitchen, a clothing store  (Kendrick, 2021), and lastly, but being the most directly 

relevant to this thesis, interactions through videoconferencing (Boudouraki et al., 2021).  

As demonstrated in the earlier literature, most of the studies on recruitment of 

assistance deal with physical settings. With the integration of technology mediated 

interactions into our lives, there is also a need to investigate the interactional practices of 

recruitment that participants follow in technology-mediated settings in that these settings 

provide new affordances and opportunities to participants to coordinate and collaborate in 

social interaction. Therefore, the current study aims to fill this gap by presenting empirical 

data on how participants use affordances of video-mediated settings to recruit assistance 

in online group discussions, and how they work collaboratively to analyze video clips on a 

shared screen as a result of assistance.  

Overall, the studies reviewed in this chapter indicate that there is a great diversity of 

interactional resources deployed by participants in several studies in many contexts. The 

review shows that there is a need to focus on various contexts to understand how 

participants use the affordances of video-mediated interaction. Also, more context specific 

interactional resources need to be investigated in that different tools used in VMI can 

provide a variety of affordances for participants to interact. Furthermore, the number of VMI 

studies in teacher education is still limited despite the growing literature on VMI in various 

areas, and it is necessary to examine how VMI can be integrated into teacher education. 

Therefore, this study aims to investigate pre-service teachers' interactions in online group 

discussions on Microsoft Teams videoconferencing tool. The findings of current study will 

contribute to material design for LTE and help uncover diverse interactional resources in 
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video-mediated settings. The next chapter describes the participants, setting, CA as the 

research methodology and the procedures in data collection and data analysis.  
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Chapter 3 

Methodology 

This section will present details about the participants and the setting, and introduce 

multimodal Conversation Analysis (CA) as the research methodology along with data 

collection and data analysis procedures. First, I will introduce the participants and the setting 

in which the study was conducted. Then, I will explain CA as the research methodology 

based on the reasons why it was adopted for this study. Subsequently, I will describe how 

data was collected and which tools were used for this process. Lastly, I will describe the 

procedures of data analysis and the points that I focused on in the database.  

Participants and Setting 

The participants are pre-service teachers in a state university in Türkiye. When data 

was collected, it was their third year at university, and they attended an elective lecture 

which aimed to teach the concept of Classroom Interactional Competence (CIC) and 

multimodal conversation analysis. The lectures were pre-recorded and shared with the 

participants on Moodle, the learning management system. The participants were required 

to read topic-specific articles (i.e., turn-taking, sequence & preference organization, repair 

and embodiment) and answer reflective summary questions to complete the introduction to 

the topics. Then, they followed the other parts of the three-part structure as part of the 

course work. Overall, the first part entailed participants to watch lecture recordings about 

the related topics and a video which demonstrated an analysis of classroom video by the 

teacher trainer. Sample videos for the analyses were taken from CEAPP (visit 

https://ceapp.la.psu.edu for more information) which provides classroom video clips with 

transcripts, and the consent for the use of videos for pedagogical purposes was granted. 

Following the asynchronous lecture on Moodle, participants read prominent articles chosen 

by the teacher trainer and wrote reflections on these articles by answering questions. For 

the last part, participants had online discussions on Microsoft Teams in groups of three or 

https://ceapp.la.psu.edu/
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four. These groups were randomly created by the teacher trainer, and the participants 

analyzed the short video clips which include a video of classroom interaction and a transcript 

of the video clips. The video clips of classroom interaction selected from CEAPP, these 

video clips included a video clip of classroom interaction and transcription of these video 

clips. The transcripts were integrated into the video clips and highlighted synchronously 

when they were played.  Figure 1 will demonstrate the design of the video clips below. The 

data for the current study comes from this last part of the course.  

The participants mainly analyzed the classroom interaction videos by focusing on 

turn-taking practices, sequence preference organization, repair practices and embodiment 

in a video-mediated setting. There were various types of analyses in the database. (1) Some 

participants used guiding questions (see Appendix C) which were prepared by teacher 

trainer for their analyses while watching the videos, (2) some of them analyzed the videos 

by focusing on the transcript as a part of online discussion in an unstructured way without 

direct references to the guiding questions, and (3) some participants only shared their 

observations without watching the videos on a shared screen. In this study, the videos of 

the third group in which participants shared their analyses without watching the video clips 

were not included since the aim of the research is to find out how participants use video as 

an interactional resource in their online discussions. There are two main interfaces of the 

screen that participants see in the analyses, and the following figures demonstrate these 

interfaces.  
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Figure 1  

Interface of the videoconferencing tool with the shared screen 

 

 

Figure 2  

Interface of the videoconferencing tool in talking heads (Licoppe & Morel, 2012) format 

 

 

Figure 1 shows the first interface of the shared screen which is visible to all 

participants in their online discussions. On the left side of the screen, the participants see 

the video which demonstrates the recording of the classroom from two different angles. On 

the right side, the participants follow the transcript which moves in coordination with the 

video clip, and they also see the readily highlighted lines while they are watching the related 
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part of the video for their analysis. Under the video clip and transcript, there is a toolbar that 

the participants use for various purposes (e.g., rewinding the video, fast-forwarding the 

video) and at the bottom of the screen, the participants can see themselves and other group 

members.  

 Figure 2 demonstrates the interface of Microsoft Teams, and when the participants 

do not share the video clip, they see this interface on their screens. On this interface, KEN, 

one of the participants in the dataset, sees the other participants on his screen. Also, he 

can see himself on the right bottom of the screen. In some of the group discussions, the 

participants make transitions to this interface when they do not require to see the video clip 

for their discussions. In the next section, I will explain the data collection process.  

Data Collection  

Data collection process includes the following phases. Following the receipt of 

ethical approval of the current study from Hacettepe University ethical committee, pre-

service teachers were informed about the study, and they were asked to participate in the 

research. Written consent forms were secured from all the participants. It was explained 

that participation in the research would not have an impact on their grades, and it was 

completely voluntary. In the next phase, data was collected from the pre-service teachers 

who approved to take part in the research. All participants were assured for the protection 

of their privacy, and they were assigned pseudonyms for the purpose of this study, and their 

real names were not used in the extracts. In addition, their faces were blurred when 

screenshots were used in the analysis.  

Data was collected in one semester, and it consists of 10 hours of screen recordings. 

Online discussions were recorded by participants themselves on Microsoft Teams by using 

its screen-recording function, and recordings were stored on this application. In the following 

part, I will explain the procedure of data analysis and I will describe the collection table of 

the database.  
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Data Analysis 

This thesis presents a micro-analytic and collection-based research based on 10 

hours of screen recordings. The first step in analysis of data was to complete orthographic 

transcription of the recordings. This step helped get familiar with the context and 

participants. After the orthographic transcription, I watched the screen recordings 

repeatedly with an unmotivated looking perspective. In this step, I did not have any prior 

research ideas, and I focused on the conversations of the participants and their actions 

specifically on the shared screen. Also, I wrote down the interesting moments that I 

identified while watching the video clips. I realized that participants in all groups oriented to 

the video clip on the shared screen during their analyses, thus using the affordances of the 

video for different purposes. Following this step, I completed the detailed transcriptions of 

the screen recordings using Jefferson convention (Jefferson, 2004) (see Appendix A) on 

the Transana software.  

Then, I examined the detailed transcripts by focusing on the turn-taking, sequence 

organization, repair, multimodality and embodiment in the online discussions. I found out 

that participants used video as an interactional resource in their analysis. Upon determining 

the phenomena, I tried to understand why and how participants used video as an 

interactional resource, and in which situations they oriented to the video. I found out that 

participants mainly used the affordances of the video to assist the other participants’ 

analyses of the video clips in sequences. Furthermore, I identified that these orientations of 

the video clips were repetitive and specific to the video design. Although all participants had 

access to the same set of the affordances of the video clips in their discussions, they 

assisted other participants in three ways, (1) assistance in response to a request, (2) 

assistance following an indication of need for an orientation to the video, and (3) to use the 

visibility in their extended turns. Considering these three main methods of using video as 

an interactional resource, I created the collections of the cases, and I identified three main 

sections in the collection (1) soliciting assistance for visibility, (2) unsolicited assistance for 
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visibility, (3) using visibility in extended turns. Table 1 below demonstrates the numbers of 

the cases in each section and subcategories of each section.  

 

Table 1 

Collection of the cases 

 

Collection of the cases  

 

82 cases 

 

1) Soliciting assistance for visibility 

• to set the ground for a discussion- 9 cases 

• to enhance clarification- 5 cases  

 

14 cases 

 

2) Unsolicited assistance for visibility 

• to coordinate with the current speaker- 27 cases 

• to set the ground for a discussion- 3 cases 

• to establish agreement- 2 cases 

• to enhance clarification- 4 cases 

 

36 cases 

 

3) Using visibility in extended turns 

• to respond to a question- 5 cases 

• to initiate a new turn-16 cases 

• to contribute to the previous turn- 11 cases  

 

32 cases 

 

In the first section, the participants assisted the co-participants in response to explicit 

requests for the visibility of the video clips in 14 cases.  In the second section of the 

collection, the participants used the affordances of the video clips to assist the co-

participants’ analyses without any explicit requests from them in 36 cases. In the last sub-

collection of the cases, the participants used the visibility of the video clips in relation to their 

own needs in extended turns, and there are 32 cases in this section. The subcategories of 

each section will be described in detail in the following chapter.  

On creating the collection of cases, I selected the representative extracts from each 

subcategory and detailed the transcriptions of the extracts using Mondada (Mondada, 2018) 

convention (see Appendix B) to demonstrate multimodal and embodied actions of the 
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participants in the discussions. In the follow-up phase of the data analysis, I analyzed the 

representative extracts line-by-line as will be demonstrated in the following chapter. In 

addition, I will report the findings of the current study in the next chapter. In the final stage 

of this study, I will report the post-analytic discussions with reference to the literature and 

provide implications for future studies. Before moving on to the findings chapter, I will 

introduce the research methodology that I adopted for this study.  

Conversation Analysis as the Research Methodology 

Conversation Analysis (henceforth CA) was developed by Harvey Sacks, Emanuel 

Schegloff, and Gail Jefferson in sociology (Sidnell & Stivers, 2013), and their aim was to 

study naturally occurring conversations based on empirical evidence (Schegloff & Sacks, 

1973). This field of study was mainly based on two theoretical backgrounds (1) Goffman’s 

work on interactional order in sociology (Goffman, 1983), and (2) Garfinkel’s studies on the 

relation between methods that members practice in interaction and social actions in 

everyday life in ethnomethodology (Garfinkel, 1967, as cited in Goodwin & Heritage, 1990; 

Sidnell & Stivers, 2013). With these influences, Sacks, Schegloff and Jefferson (1974) 

examined the audio recordings of conversations and proposed analytical tools for the 

analysis of conversations.  

Turn taking, which is described as the first analytical tool, is based on the principle 

‘one party talks at a time’, and it constitutes the main part in the organization of interaction 

(Sacks et al., 1974). The basic components of turns are called Turn Constructional Units 

(TCUs), and they can be words, phrases, and sentences (Sacks et al., 1974; Schegloff, 

2007). The completion of TCUs creates a transition relevance place (TRP) in which it is 

possible for the other speakers to take the turn (Schegloff, 2007). When it is possible to 

initiate a new turn, there are two ways of turn taking (1) current speaker can select the next 

speaker, or (2) next speaker can self-select at TRP (Sacks et al., 1974). Following a 

completion of TCU, if a next speaker takes the turn, this sequence constitutes adjacency 
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pairs in which the first speaker’s turn becomes First Pair Part (FPP) and the next speaker’s 

part becomes Second Pair Part (SPP) (Sacks et al., 1974).  

Another analytic tool in the organization of conversation is repair. Repair practices 

are used to point out troubles in conversation (Sacks, 1992). There are four main types of 

repair (1) self-initiated self repair, (2) self-initiated other repair, (3) other-initiated self repair 

and (4) other-initiated self repair (Schegloff et al., 1977). The main difference in these four 

types is related to the initiation and completion of repair in conversation. In self-initiated self-

repair practice, the speaker initiates the repair following a trouble and completes the repair 

in conversation (Schegloff et al., 1977). In the second practice (i.e., self-initiated other 

repair), the speaker initiates the repair, and other part in conversation completes it following 

the indication of the trouble in the previous part (Schegloff et al., 1977). In other-initiated 

repair practices, while other speaker initiates the repair and self completes in other-initiated 

self repair, other initiates and completes the repair in other-initiated other repair (Schegloff 

et al., 1977).  

In addition to these analytic tools (i.e., turn taking, sequence organization, repair) 

described by Sacks, Schegloff and Jefferson, embodiment and multimodality are 

recognized as other tools in CA studies with an integration of video recordings into research. 

One of these studies was conducted by Mondada (2006), and she showed how 

multimodality played a significant role in the participants’ interaction and how multimodality 

can be analyzed. Heath and Luff (2013) also demonstrated how multimodal resources and 

embodiment are used in interaction, and how studies on multimodality and embodiment can 

be conducted using CA. Focusing on the transcription of multimodality, Mondada (2018) 

presented her convention (see Appendix B for Mondada convention) and discussed the 

challenges of transcribing multimodality for the analyst.  

Furthermore, it is needed to explain the principles of CA as the research 

methodology to have a better understanding of CA (Seedhouse, 2005). The first principle 

is to adopt an emic approach to analyze social interaction from participants’ perspectives 
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while conducting research, and researchers analyze conversations to find out how 

participants understand each other in interaction by adopting emic perspective (Seedhouse, 

2005). The second principle is related to the context of the interactions. Seedhouse (2005) 

stated that interactions of the participants are shaped by the context specific features, and 

context can also be renewed with the contributions of the new sequences in interaction. The 

next principle is about the details of conversation, and all details in interaction are analyzed 

through transcriptions to provide empirical data (Seedhouse, 2005). Another principle is that 

data is analyzed without any prior research ideas, and research ideas are generated with 

data (Seedhouse, 2005).  

By drawing on these principles and analytical tools (i.e., turn taking, sequence 

organization, repair, multimodality and embodiment), CA methodology was chosen to 

understand video-mediated interactions from participants' perspectives in this study. 

Furthermore, line-by-line analysis with transcriptions completed with Jefferson and 

Mondada conventions helped better understand interactions between participants and their 

orientations to the shared screen. Moreover, using CA in this study provided empirical 

evidence to demonstrate how participants deployed various interactional resources to 

establish mutual understanding in a video-mediated setting. In this section, the research 

design of this study has been explained. The chapter that follows moves on to present the 

findings of the study with representative extracts.  
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Chapter 4 

Findings 

In this chapter, I will present the analysis of the representative extracts from the 

collection of cases. There are three main sections in this chapter: (1) soliciting assistance 

for visibility, (2) unsolicited assistance for visibility, (3) using visibility in extended turns. First, 

I will explain soliciting assistance for visibility and analyze three extracts from two sub-

categories (to set the ground for a discussion, and to enhance clarification). Then, I will 

continue with the second section, unsolicited assistance for visibility, and present four 

extracts from four subcategories (to coordinate with the current speaker, to set the ground 

for a discussion, to establish an agreement, to enhance clarification). Lastly, I will analyze 

four extracts from four subcategories (to respond to a question, to initiate a new turn, to 

contribute to the previous turn) of the third section (using visibility in extended turns) in the 

collection.  

Soliciting assistance for visibility 

In the first section, the participants seek assistance to analyze the video clips in their 

online group discussions. There are 14 cases and two subcategories in this section. First 

subcategory (to set the ground for a discussion) includes 9 cases, and there are 5 cases in 

the second subcategory (to enhance clarification). Three extracts are selected to represent 

this section. In all extracts, the participants ask the co-participant who shares and controls 

the screen for an assistance for visibility, and the participants analyze the video clips using 

the affordances of the video clip on the shared screen following the explicit requests for 

visibility.  

To set the ground for a discussion 

In this sub-category of the first section, the participants explicitly ask for assistance 

for visibility before they start to analyze the video. By doing so, they ensure that the related 

part of the video is visible to all participants, and they are ready to share their analyses. 
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There are 9 cases in this part, and two of these cases will be analyzed in the following 

extracts.  

Extract 1 comes from participants’ first discussion in the semester. The participants 

(DUY, KEN, BER) analyze the video to discuss turn taking practices in the classroom based 

on the short video clip. KEN shares and controls the screen for the discussion, and DUY 

requests for visibility to initiate her analysis.  

Extract 1. Can you open the video again- 00:12:37- 00:13:20  

1 DUY: and i think um we need something 

2 DUY: *because* we talked about it 

 ken *--1--->* 

1: shares the video on the screen 

3 → can you open the video again↑ (0.4) 

4 DUY: so *in line um +which one was it* (0.3) 

 ken    *--------------2-------------* 

 duy                +looks down----->6 

  2: rewinds the video by 7 seconds 

5 DUY: *sixty two* i guess (0.5) yes (0.6) 

ken *---3-----* 

  3: pauses the video 

6 DUY: in line sixty two *as you can see +first 

 ber leans forward-------------------------->11 

 ken                   *----------4---------> 

 duy ----------------------------------->+ 

  4: moves cursor on line 62 

7   the student says* my friend and me  

 ken ----------------* 

8   which is grammatically incorrect 

9  (0.7) 

10 KEN: [yeah 

11 DUY: [and then the teacher repeat the correct answer like 

 ber --------> 

12   *my friend and i and put emphasis  

 ken   *looks down and to the left-----> 
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13  er +on the i part*+ (0.5) 

 ken -----------------* 

 duy    +------5-------+                                                                   

 ber                       nods 

5: shows I with fingers by pointing thumb above index finger  

14 DUY: *so this can be* *exposed correction 

 ken *------6-------* 

ken        *-------7-------->17  

6: gazes at screen and nods 

7: looks down and to the left 

15  if you all agree  

16  (0.3)   

17 KEN: yeah yes exactly* *so this was  

 ken --------------->* *gazes at screen--->  

18  other initiated and other* *+repair* (0.6) *sequence*+ 

 ken -------------------------*  

 ken        *--8----* 

 duy            +nods--------------------+ 

 ken                                       *---9----* 

8: looks down and to the left 

9: gazes at screen 

19 DUY: yeah  

20 KEN: *this was a correction yeah* 

 ken   *looks down and to the left*   

21  (1.2) 

22 DUY: yes 

23 KEN: well i wasn't aware of that too thank you 

24  duygu (0.5) very good discussion  

 

In line 1, DUY announces a requirement (we need something) for the ongoing 

analysis meeting, and KEN orients to this by sharing the video on the screen in line 2. In 

the following line, DUY requests for the video with solicited assistance for the visibility of the 

video clip (can you open the video again↑). In response to this request, KEN rewinds 

the video by 7 seconds coordinated with DUY’s initiation of her analysis in line 4 with 

reference to a line number in the clip. However, DUY cannot recall the line number and 

engages in a search for the line number to analyze by bodily marking her search (i.e., 

looking down), and immediately resolves her own search primarily with a guess and the 
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production of the line number. In the meantime, KEN pauses the video when the related 

part of the discussion is visible on the screen. Also, BER leans forward in coordination with 

DUY’s announcement of the line number, and KEN moves the cursor on the same line. 

Following the silence in line 9, KEN acknowledges DUY’s analytic turn in overlap with DUY’s 

continuation of the discussion in line 11. In line with the continuation of DUY’s extended 

turn, KEN starts looking down and to the left until line 13. DUY analyzes the teacher’s 

actions in the video clip using a hand gesture to point out how the teacher emphasizes a 

word in line 13. During the silence following this gesture, BER approves DUY by nodding, 

and KEN directs his gaze at the screen and nods in the following line. In the last part of her 

extended turn, DUY uses a term (exposed correction) to define the actions that she 

explained and requests for confirmation with a rising intonation (if you all agree↑). In 

line 14, when DUY states the term, KEN begins looking down and to the left again and 

confirms her with acknowledgement tokens (yeah yes exactly) in line 17. Furthermore, KEN 

extends the sequence by referring to another term (other initiated and other repair 

sequence), and he changes gaze direction to his left down and at screen continuously. In 

lines 18 and 19, there are verbal and embodied confirmations by DUY for KEN’s new term. 

Following these lines, KEN repeats DUY’s definition, and DUY approves him. In the last 

lines of the extract, KEN acknowledges DUY and ends his turn.  

Taken together, this extract demonstrates how DUY sets the ground for the 

discussion with a solicited assistance for visibility (can you open the video again), 

and all participants show orientation to the video throughout the discussion. Also, 

participants use a variety of interactional resources (embodiment, screen) to collaborate in 

the discussion. The next extract will present the second sample of the same sub-category 

(i.e., soliciting assistance for visibility to set the ground for the discussion) from another 

group’s discussion. 

In extract 2, there are three participants (HAK, SEL, BUR), and they focus on repair 

practices in the discussion. It is their third discussion in the term, and HAK shares and 

controls the screen for the analysis.  
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Extract 2. Can we go down- 06:52.7-07:34.6 

1 HAK: okay let's go on  

2  (1.6) 

3 SEL: okay  

4  (0.9) 

5 BUR: +can we *go down+*     

 bur +-----1---------+  

 sel    *---2----* 

  1: points down with fingers 

  2: points down with fingers   

6 SEL: yes  

 hak -3->8 

  3: fast-forwards the video by 45 seconds 

7  (1.8) 

8 BUR: for the transcript 

 hak -----------------> 

9  (2.0)  

10 HAK: °yes° 

 hak --4-->12 

  4: rewinds the video by 7 seconds and plays it 

11  (4.4) ((they watch the video)) 

12 SEL:  okay  

 hak  --> 

 hak      -5- 

  5: pauses the video 

13  (1.6) 

14 BUR: okay er (1.2) there there is a (0.4) problem with am  

15  and i think (0.6) *er* 

 sel              *nods* 

16  she ini-initiates the *re-repair with saying um:* (0.5) 

 sel                         *leans forward------------* 

17  like she makes a sound 

18   (0.7)  

19 HAK: *yeah* 

 sel *nods * 

20 BUR: she indicates that there is a problem (0.8) er 

21 SEL: she use a signal signal 

22 BUR: yes (0.8) she she doesn't say anything  
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23  this is wrong this is right  

24  she just (0.7) er initiates the the repair  

25  and waits students to repair themselves  

 

In line 1, HAK calls for the continuation of discussion (okay let's go on), but 

other participants do not orient to the video and a noticeable gap follows this announcement. 

Although SEL shows alignment with an acknowledgment token (okay) in line 3, there is 

another gap in line 4. Following these gaps, BUR begins to ask for visibility of the transcript 

(can we go down), and she also points down with fingers in line 5. SEL aligns with BUR 

by using the same embodied action (pointing down with fingers) in line 5, and she also 

shows agreement with a verbal indication (yes) in line 6. In response to these requests, 

HAK orients to the video and fast-forwards it by 45 seconds between lines 6-8. After HAK’s 

orientation to the video, there is a gap in line 7, and BUR completes her request which has 

started in line 5 with a reference to the transcript (for the transcript) in line 8. Following 

another gap in line 9, HAK responds to this request with (°yes°) and rewinds the video by 

7 seconds and plays it. In line 11, all participants watch the video for 4.4 minutes, and the 

focal part of the transcript becomes visible on the screen. HAK pauses the video, and SEL 

indicates that they see the transcript by saying (okay). Following the gap in line 13, BUR 

initiates her turn with an acknowledgment token (okay) and states a trouble that she 

observed in the video in lines 14-15. SEL agrees with this statement by nodding in line 15. 

While BUR is stating how the teacher in the video signals trouble in line 16, SEL shows an 

orientation to the video by leaning forward. In the following line, BUR elaborates her 

analysis, and HAK confirms her elaboration with an acknowledgement token ( yeah). SEL 

also confirms BUR by nodding in line 19. BUR continues her analysis by stating an 

indication of a problem in the video in line 20, and SEL contributes to her analysis by 

reformulating the description of the teacher’s action in line 21. After BUR acknowledges 

SEL’s contribution with (yes), she again elaborates on the teacher’s actions by stating that 

the teacher uses self-initiated other repair in the classroom in the lines 22-25.  
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 All in all, this extract has demonstrated that BUR set the ground for the discussion 

by requesting to see the transcript (can we go down), and this is another sample of 

soliciting assistance for visibility. Following this request for assistance, other participants 

showed orientations to the video, and they started their discussion when the transcript was 

visible to all participants. Also, it is clear that participants used functions of the video (i.e., 

rewinding, fast-forwarding) and embodied actions (pointing down fingers, leaning forward, 

nodding) as interactional resources. This extract is the second sample of the first 

subcategory. The following extract shows the second subcategory of soliciting assistance 

for visibility in which participants ask for visibility to enhance clarification.  

 

To enhance clarification 

In this subcategory, the participants ask the co-participant who shares and controls 

the screen for an assistance for visibility of the video to clarify the related parts of their 

analysis. There are five cases in this subcategory of the collection, and one of them will be 

analyzed in the following extract to represent the subcategory.  

Extract 3 comes from another group’s (NIL, DEF, SEM, GIZ) discussion. There are 

four participants in the extract, and they analyze turn taking practices in their first week of 

discussion in the semester. DEF shares and controls the screen, and NIL asks explicitly for 

an orientation to the video clip to enhance clarification of her analysis.  

 

Extract 3. Can we go there- 09:21.0-10:10.2 

1 DEF: and then there is an overlap here (0.3) 

2  er in *fifty seven and fifty eight* (1.1) 

 nil       *nods-----------------------* 

3  er [and  

4 SEM:    [right 

5 DEF: the teacher [gives the turn  

6 GIZ:             [hm hm  

 giz    nods    

7 DEF: to: the *student↑ 

 nil         *nods->9 
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8  (0.4) 

9 SEM: yeah [by saying*  

 nil -------------->* 

10 DEF:      [so: 

11 SEM: yes +go ahead (.) right↑ 

 def     +nods----------->13 

12  (0.5) 

13 DEF: yeah+ 

 def --->+ 

14 NIL: [and she and she also 

15 SEM: [it's like turn allocating 

16  (0.8) 

17 NIL: yeah ↑and she also use er embodiment there (0.6) can w-  

18 → if we go there can you see the (.) er 

19 DEF: +yeah sure 

 def +----1---> 

  1: fast-forwards the video by 17 seconds 

20 NIL: video *she use+ also a hand gestures like this* 

 def ------------->+ 

 nil  *leans backward and moves her hand-----* 

21 SEM: hm hm 

22 GIZ: +*hm hm* 

 def +--2---> 

 nil  *-3---* 

  2: plays the video 

  3: leans forward 

23 GIZ: also the student um that guy he +raises *his hand* 

 def ------------------------------->+ 

 nil           *nods----* 

24 NIL: yeah  

25 DEF: yeah +here i think+ 

 def      +----4-------+  

  4: moves cursor on the video 

26  (1.3) 

27 NIL: yeah yeah  

28 DEF: yeah so↑ he self-selects himself right↑  

29  (0.5) 

30 GIZ: hm hm 

31 NIL: yes↑  

32 DEF: yeah okay  
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The extract starts with DEF’s observation of an overlap with a reference to the line 

numbers in line 2, and NIL approves this analysis by nodding in the same line. While DEF 

continues with her analysis in line 3, SEM approves her turn (right) in an overlap in line 

4. Then DEF continues with the description of teacher’s turn allocation between lines 5 and 

7. During this analysis, GIZ acknowledges DEF with verbal (hm hm) and embodied 

(nodding) confirmations in line 6.  NIL also approves DEF’s analysis by nodding from line 

7 to 9. Following the silence in line 8, SEM confirms DEF’s analysis (yeah) and initiates an 

extension of DEF’s analysis in an overlap with DEF’s turn (so:) in line 9. In the next line, 

SEM contributes to DEF’s turn with a repetition of the teacher’s turn in the video clip (yes 

go ahead), and DEF approves this contribution by nodding in coordination with SEM’s 

turn. In the same line, SEM asks for confirmation and DEF confirms her analysis following 

the silence in line 12 in coordination with her nodding which has started in line 11. In line 

14, NIL refers to the teacher (and she and she also) in an overlap with SEM’s 

description of teacher’s action (it's like turn allocating). Following the silence in 

line 16, NIL refers to the teacher’s embodied actions in line 17. Following the silence in line 

17, NIL initiates a question (can w-) in the same line and repairs herself in line 18. NIL 

then initiates the reformulation of her question for soliciting assistance for visibility in line 

18, and DEF acknowledges her (yeah sure) and orients to the video in line 19. DEF fast-

forwards the video by 17 seconds until line 20. Meanwhile, NIL completes her question and 

states that the teacher uses a hand gesture to further specify the exact point to view in the 

video. In addition to her statement, she leans backward and repeats the teacher’s hand 

gesture in line 20. After DEF’s orientation to the video and NIL’s description of the teacher’s 

action, SEM and GIZ show agreement with the same acknowledgement token (hm hm) in 

lines 21 and 22. In line 22, there are other orientations to the video. First, DEF plays the 

video until line 23, and NIL leans forward. While DEF plays the video in line 23, GIZ refers 

to the student that they see in the video and describes the student’s actions. NIL agrees 
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with GIZ’s description by nodding and acknowledges her (yeah) in the following line. 

Another acknowledgement (yeah) comes from DEF in line 25, and she also contributes to 

this analysis with a reference to the video (here i think), and she moves the cursor on 

the video to show the student who raises hand. After a gap in line 26, NIL confirms DEF’s 

analysis in line 27, and DEF defines the student’s action and asks for confirmation with a 

rising intonation (yeah so↑ he self-selects himself right↑) in line 28. Following 

the silence in line 29, GIZ and NIL confirm her definition in lines 30 and 31, and DEF finishes 

the analysis in line 32 with a sequence-closing third (yeah okay) (Schegloff, 2007).  

 In summary, this extract has presented how participants have used video as an 

interactional resource to enhance clarification for the analysis with solicited assistance. 

First, the participants analyzed the teacher’s actions regarding turn allocation practices in 

the classroom video clip, and NIL has asked for visibility of the teacher’s use of embodiment 

in turn allocation in the video clip explicitly (if we go there can you see the (.) 

er video), and then DEF has shown orientation to the video (fast-forwarding, playing) in 

response to this request. Moreover, other participants have oriented to the video and 

contributed to the ongoing analysis with further descriptions after the related part of the 

video is visible to all participants. Similar to the previous extracts, participants have used a 

variety of interactional resources (screen and embodied actions) and collaborated for their 

analyses. The last point for the summary of this extract is related to the words that 

participants have used for the reference to the video. NIL has used (there) when the video 

is not visible to her. On the other hand, DEF has used (here) when the video is visible for 

all participants. This extract is the last sample of the first subcategory. The next section will 

present the first extract of the second subcategory, ‘unsolicited assistance for visibility’ 

following the summary of the first section.  

 In this section, as presented above, the participants solicited assistance for visibility 

for two main purposes (1) to set the ground for a discussion (Extract 1 and 2), and (2) to 

enhance clarification (Extract 3). In all of the extracts, participants deployed various 
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multimodal (i.e., rewinding the video, fast-forwarding the video, moving the cursor on the 

shared screen) and embodied (i.e., leaning forward, nodding, gazing, hand gestures) 

interactional resources throughout their analysis.  It is also clear that participants 

coordinated and collaborated in their discussions to analyze the video clips using the 

interactional space created through soliciting assistance for visibility. In the next section, I 

will present the extracts from the second sub-collection.  

Unsolicited assistance for visibility 

In the second section of the collection of cases, I present how the participants use 

the affordances of the video without any explicit requests from the co-participants in the 

group discussions. In all of the extracts below, the participants who share and control the 

screen for the ongoing analyses assist for the visibility of the related part of the video clip. 

There are 36 cases and four subcategories in this section. In the first subcategory (to 

coordinate with the current speaker), there are 27 cases with the highest number of the 

cases compared to the other subcategories. The second subcategory (to set the ground for 

a discussion) includes 3 cases, and there are 2 cases in the third subcategory (to establish 

an agreement). Lastly, the fourth subcategory (to enhance clarification) includes 4 cases. 

In the following sections, all subcategories will be explained in order, and the representative 

extracts from these subcategories will be analyzed line-by-line.  

To coordinate with the current speaker 

There are 27 cases in this subcategory, and the participants who share and control 

the shared screen (but not the current speakers) for the analyses show orientations to the 

video clips to coordinate with the current speaker who analyzes the video clip without any 

requests from other participants in the discussion. One case is selected to represent this 

subcategory, and it will be analyzed below.  

Extract 4 represents the first subcategory in the second section of collection. There 

are four participants in this extract, and they analyze the video in terms of sequence-
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preference organization. It is their second discussion meeting in the semester, and HAS 

shares and controls the shared screen to coordinate with MEH’s analysis.  

Extract 4. In the line one hundred and forty six - 02:01.0 - 03:07.6 

 

1 →MEH: er (1.1) +in the line one hundred and forty six  

 has          +fast-forwards the video by 16 seconds-->4 

2  er: one student response (0.5)  

3  response to teacher’s prior question  

4  (0.8) er (0.3) sh-he says present progressive+ (1.6) er 

 has -------------------------------------------->+ 

5   and the teacher +acknowledges that answer 

 has                 +plays the video--------> 

6  and she also shape learner's contribution there+ (0.4) 

 has -----------------------------------------------+ 

7  she extends the er respond (0.2) response by asking  

8  where does present progressive k-go (1.1) 

9  and +another student's response+ (0.7)  

 has     +-----plays the video------+ 

10  er response (0.5) er is kind of in between he-she says (0.2) 

11  and the teacher also accepts +that response+ 

 has                         +plays the video+ 

12  but she seeks something more (0.3)  

13  and then the same student +goes on+ (0.2) by saying (0.4) 

 has          +---1---+  

  1: plays the video 

14  it's a going towards the grounded (0.7) 

15  and +she also acknowledges the answer+ 

 has     +plays the video-----------------+ 

16   and *in the line one hundred and fifty eight* (0.8) 

 meh     *leans backward-------------------------* 

17  +er she gives an example+ (1.0)  

 has +------------2----------+ 

  2: fast-forwards the video by 2 seconds 

18  and at that point +she ⊥uses her (0.3) embodied⊥ er 

 has              +plays the video---> 

 pel                                ⊥leans forward----------⊥ 

19  she uses her body+ language +very well   

 has ---------------->+ 

 has         +----3---> 
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  3: points to the teacher in the video with cursor 

20  ⊥while s-stating+ agree⊥ that *it's up here* (0.6) 

 has --------------->+ 

 pel ⊥nods------------------⊥ 

 meh        *------4-----* 

  4: raises arms over his head 

21  she+ *does her hand like this+* (1.1)  

 has    +plays the video----------+ 

       *raises arms over his head* 

22  and that was all  

23  if you have anything to add (0.5) you can add 

 

This extract starts with MEH’s reference to the line number in the transcript for the 

analysis, and HAS initiates an orientation to the video in accordance with MEH’s analysis 

in line 1. HAS engages in fast-forwarding the video by 16 seconds until the gap in line 4. 

Between lines 2-4, MEH continues his turn with an analysis of the student’s response to the 

teacher’s question until the gap in line 4, and he begins to describe the teacher’s actions in 

the following lines. While MEH is describing the teacher’s actions in line 5, HAS plays the 

video and supports MEH’s descriptions with further visibility on the screen in lines 5 and 6. 

MEH elaborates the teacher’s actions in lines 7 and 8, and he continues with another 

student’s response in line 9. In accordance with MEH’s analysis of the student’s action, HAS 

again plays the video after the transition word (and) in the same line for the visibility of the 

student’s response. In the next line, MEH starts with a repetition of the word (response) 

and shares the student’s response, and he continues with teacher’s action in line 11. Similar 

to the previous orientations to the video, HAS plays the video when MEH refers to the 

teacher’s response in line 11. In the following line, MEH continues with the teacher’s action 

and refers to the student’s next answer in line 13, and HAS orients to the video by playing 

it for student’s next response. MEH describes the student’s answer in line 14 and states 

that the teacher acknowledges that answer in line 15. Upon a transition word, HAS plays 

the video in the same line. Following these analyses, MEH makes transition to another line 

number, and he leans backward while referring to the new line number in line 16. He then 
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continues with the teacher’s example, and HAS fast-forwards the video by two seconds. In 

line 18, MEH starts to describe the teacher’s embodied actions, and other participants show 

orientations to the video in the same line. First, HAS plays the video until all participants 

see the teacher’s action on the screen in line 19, and he points to the teacher with the cursor 

in lines 19 and 20. Also, PEL leans forward following MEH’s description and HAS’s 

orientation to the video. During two participants’ orientations, MEH elaborates the teacher’s 

embodied actions, and he raises his arms over his head while he is stating the teacher’s 

actions in line 20. In the same line, PEL agrees with MEH’s analysis by nodding. In the next 

line, MEH contributes to his embodied action with a description, and he again raises arms 

over his head to show the teacher’s action. HAS plays the video for these descriptions in 

line 21. MEH finishes his analysis in line 22 and announces for further contributions.  

 In conclusion, this extract shows that HAS has coordinated with MEH’s extended 

turn without any announcement of assistance or request to do so. HAS has collaborated 

with MEH for the ongoing analysis and contributed to the discussion by using the 

affordances of the video. Although this extract represents a sample from the second section 

of the collection, the interactional resources (multimodal and embodied actions) in this 

extract are similar to the ones in the previous subcategories. The following extract will 

represent a sample from the second subcategory of unsolicited assistance for visibility, and 

it will show how a participant sets the ground for a discussion without any requests for 

assistance.  

To set the ground for a discussion 

In this sub-category, the participants use the affordances of the video clip to initiate 

the analysis. Although the same title is used in the first section of the collection, it differs 

from the previous one in terms of the participant who initiates the assistance for visibility. In 

this subcategory, the participants who share and control the screen assist for the visibility 

of the related part of the ongoing analysis without any explicit requests from the other 

participants whereas the participants in the previous section assisted for visibility in 
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response to the requests. There are 3 cases in this subcategory, and one representative 

case will be analyzed below.  

Extract 5 comes from another group’s first discussion in the semester. There are 

four participants (DEF, GIZ, NIL, SEM) in this extract, and they analyze turn-taking 

practices. DEF shares and controls the screen, and she uses the affordances of the video 

to start the discussion. 

Extract 5. From twenty nine to forty six - 02:38.8 - 03:29.1 

1 →DEF: so: it starts from +twenty nine to: *forty six+ here↓* 

 def     +------------1-------------+ 

 giz        *nods------------* 

  1: moves cursor on the line numbers 

2  (0.5) 

3 NIL: yeah 

4  (0.9) 

5 DEF: +the teacher talk 

 def +-----2------->8 

  2: moves cursor on teacher talk part on the transcript  

6  (0.6) 

7 NIL: [yeah 

8 DEF: ⊥[we can talk about it first+⊥ 

 def --------------------------->+ 

 sem ⊥nods------------------------⊥ 

9  (0.4) 

10 SEM: yeah 

11 DEF: hm hm 

12 NIL: alright 

 nil ---3--- 

  3: looks down and to the right 

13 SEM: yeah 

14   (2.0)  

 nil leans forward 

15 NIL: [um: 

16 DEF: [+okay+  

 def  +nods+  

((they all laugh)) 
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17 →DEF: so: from +twenty nine to forty six+ (0.7) 

 nil -4- 

 def        +moves cursor on line numbers+ 

 nil                              leans backward 

  4: leans backward 

18 DEF: +the teacher ta:lks 

 def +-------5---------->21 

  5: moves cursor on the teacher talk part on the transcript 

19   (0.3) 

 nil nods---> 

20 SEM: *okay 

 giz *nods---> 

 nil ----> 

21 DEF: er * she gives an instruction about the: activity+ that 

 giz -->*      

 def ------------------------------------------------->+ 

 nil                                        --------6---------  

  6: looks down and to the right 

22  they are going to complete  

 nil nods---------------------- 

23   *(0.4)* 

 giz *nods * 

24 NIL: yeah 

25 DEF: a:nd it's a discussion activity i think 

26  (0.5) 

27 GIZ: hm hm yes (0.3) i think the aim is (0.5) um 

28  +make the students (0.8) sh- to share their opinions+ (0.5) 

 def +nods-----------------------------------------------+ 

29  and having a discussion 

 nil     nods--------------- 

30  (0.6) 

31 DEF: yeah (0.7) [yeah 

32 GIZ:            [hm hm 

33  (0.5) 

34 DEF: [as 

35 NIL: [i think er 

36  (0.5) 
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37 DEF: +yeah+ 

 def +--7-+  

  7: raises eyebrows and head 

38 (0.6) 

39 NIL: a okay i think er at first 

 

 

The extract starts with DEF’s reference to the line number in the transcript, and she 

also orients to the video by moving the cursor on the line numbers. In the same line, GIZ 

approves DEF’s turn by nodding. Following a gap in line 2, NIL acknowledges with (yeah), 

but she does not start to analyze. After another gap in line 4, DEF again orients to the video 

by moving the cursor on teacher talk on the transcript until line 8, and she attempts to initiate 

the discussion in line 5. After the silence in line 6, NIL acknowledges (yeah) DEF’s turn in 

overlap with DEF’s second attempt to start the discussion in line 8. SEL also aligns with 

DEF’s turn in the same line by nodding. Following another silence in line 9 and 

acknowledgement tokens by SEM and DEF in lines 10 and 11, NIL looks down and to the 

right, and she also acknowledges the previous turns. Although SEM again acknowledges 

the other participants in line 13, there is a gap in line 14, and no one starts analysis. During 

the silence, NIL leans forward and signals to initiate the analysis. However, DEF overlaps 

with NIL’s turn in line 16, and she uses another acknowledgement token (okay) by nodding, 

and all participants laugh after this turn. In line 17, DEF shows another orientation to the 

video by moving the cursor on the same lines and she also repeats the line numbers. In the 

same line, NIL leans backward, and she does not complete the turn that she has initiated 

in line 15. In line 18, DEF refers to the teacher’s action with an orientation to the transcript 

which continues until line 21, and other participants acknowledge this turn with a response 

token (yeah) and embodied actions (nodding) after a silence in line 19. Upon these 

acknowledgements, DEF elaborates the teacher’s talk in lines 21 and 22. In line 21, NIL 

looks down and to the right while DEF states the activity that the teacher does in the 

classroom, and she agrees with DEF’s analysis by nodding in the next line. During the 

silence in line 23, GIZ also shows agreement by nodding and NIL again acknowledges 
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DEF’s analysis in line 24. DEF continues with a definition of the activity in line 25, and GIZ 

starts her analysis of the clip with an acknowledgement following the silence in line 26. 

While GIZ is describing the teacher’s aim in lines 28 and 29, DEF and NIL approve her 

analysis by nodding. After the silence in line 30, DEF also acknowledges GIZ’s turn with 

(yeah), and GIZ uses another acknowledgement token in an overlap with DEF’s tokens in 

line 32. Following the silence in line 33, DEF and NIL overlap in lines 34 and 35 to continue 

the discussion. DEF then gives the turn to NIL by saying (yeah)and raising eyebrows and 

head. NIL initiates her turn after a silence in the last line of the extract.  

 All in all, this extract shows that DEF has used the affordances of the video to initiate 

the discussion. Although she cannot start the discussion at first, she has managed to prompt 

the co-participants to contribute to the analysis by moving the cursor on the line numbers 

repeatedly. As a result of DEF’s attempts to initiate the discussion, the participants have 

used acknowledgement tokens and bodily orientated to the video following silences. Finally, 

GIZ has contributed to the analysis, and they continued their discussion in the following 

lines. The extract below represents the third sample of unsolicited assistance for visibility, 

and it demonstrates how a participant uses the affordance of the video to establish an 

agreement with another participant.  

To establish an agreement 

In this subcategory of the collection, the participants who share and control the 

screen assist for the visibility of the shared screen to establish an agreement for the ongoing 

analysis. In this section, the participants show orientations to the video following a 

disagreement for the ongoing analysis among participants. It is found that orientations to 

the video clip enhanced agreement for the analysis. There are only two cases in this 

subcategory, and one of them will be analyzed below.  

In extract 6, participants analyze the video in terms of sequence-preference 

organization. It is their third discussion in the semester, and there are three participants 

(SEL, BUR, HAK) in the discussion. BUR shares and controls the screen for the analysis, 

and she assists for the visibility of the shared screen.  
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Extract 6. Shall i take it back - 08:07.6 - 09:10.0 

1 SEL: er (1.0) was it teacher response↑ like no  

2  or the the student's response↑ no   

3 BUR: no no it's student  

4  (0.9) 

5 SEL: *⊥student's↑*⊥ 

 sel *raises eyebrows* 

 hak  ⊥leans forward⊥ 

6   (0.6) 

7 BUR: +hm hm+ (0.8) +and then she repeats the no+ 

 bur +nods +        

 bur     +---------1-----------------+ 

  1: leans backward and rolls her hand backward 

8  (1.3)  

9 SEL: hm  

10 BUR: student says it first  

11  (1.4) 

12 SEL: *but she has the specific intonation*  

 sel *points specific with fingers-------* 

13  that she uses +when asking questions like+ (0.8) 

 bur          +-----------2--------------+ 

  2: moves cursor on the toolbar to rewind 

14 SEL: *does it have anything to do↑* (0.4) 

 sel *moves to the right side-----* 

15  it’s like (0.7) +she's giving the+ answer (0.3) 

 bur            +------3---------+ 

  3: moves cursor on the toolbar to rewind 

16  *with the intonation* 

 sel *moves hand to up---* 

17  (2.5) 

18 →BUR: +shall i take it back (0.5) to: hear it  

 bur +rewinds the video by 7 seconds-------> 

19  (0.9)+ 

 bur ---->+ 

20 SEL: +okay+  

 bur +-4--+ 

  4: plays the video 

 ((they continue to watch the video)) 

21 BUR: +yes 

 bur +nods+ 

22  *(0.9) 
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 sel *leans backward----> 

23 SEL: it's like when you say anything to do* 

 sel ------------------------------------>* 

24  and it's like no it doesn't have anything to do 

25  *+⊥but i want to⊥ hear it from you*+ 

 sel *raises index finger and points to screen* 

 bur  +------------nods---------------+ 

 hak   ⊥leans backward⊥ 

26 HAK: *yes* 

 sel *leans forward* 

27  (1.1) 

28 BUR: she yes 

29 HAK: expanding actually  

30 SEL: +yes+ (1.1) expanding extending 

 bur +nods+ 

31 BUR: yes 

 

The extract starts with SEL’s question to find out who says ‘no’ as a response in the 

video. In response to SEL’s question, BUR states that the response belongs to the teacher 

in line 3. Following the silence in line 4, SEL hesitates with BUR’s response by repeating 

(student’s) with a rising intonation, and she also raises eyebrows in line 5. At that point, 

HAK leans forward in alignment with SEL’s turn. After the silence in line 6, BUR continues 

her turn with an elaboration on the analysis of response, and she also uses embodiment 

along with her turn. SEL uses a hesitation marker (hm) following the silence in line 8. BUR 

again states that it is the student’s response in line 10, and another silence follows this turn 

in line 11. SEL then shows disagreement in line 12 with a reference to the teacher’s 

intonation, and she also uses her thumb and index finger to emphasize the teacher’s 

intonation. In line 13, SEL continues her analysis of the teacher’s action, and BUR moves 

the cursor on the toolbar to rewind the video. In the next line, SEL repeats the teacher’s 

question with a rising intonation, elaborates her analysis in line 15, and uses another 

embodied action (moving hand to up) for an emphasis on the teacher’s intonation in line 16. 

BUR again orients to the video by moving the cursor on the toolbar during SEL’s analysis. 

Following a gap in line 17, BUR asks for an orientation to the video for the part that they 



 

 
 

50 

disagree on. Although she asks other participants for an orientation, she rewinds the video 

by 7 seconds until the end of silence in line 19. In the next line, SEL approves this request 

with (okay), and BUR plays the video. Then all participants watch the related part of the 

video, and BUR approves SEL’s analysis with an acknowledgement token (yes), and she 

also nods in alignment with her approval. During the silence in line 22, SEL starts to lean 

backward and continues this embodied action until she finishes repeating the teacher’s 

question in line 23. In addition to the repetition of the question, SEL elaborates the teacher’s 

question in lines 24 and 25, and she also raises index finger and points to the screen to 

describe the teacher’s action. In alignment with SEL’s analysis, BUR approves SEL by 

nodding, and HAK also acknowledges SEL in line 26 while SEL is leaning forward. After the 

silence in line 28 and BUR’s confirmation in line 29, HAK defines the teacher’s action 

(expanding actually), and SEL approves this definition and uses repetition and 

reformulation for the description of the same action. Lastly, BUR shows agreement by 

nodding in line 31, and she also approves the previous turns with an acknowledgement 

token (yes). 

 To sum up, this extract has demonstrated that participants reached an agreement 

with deployment of multimodal and embodied actions. First, BUR assisted for visibility 

(rewinding and playing the video) following a disagreement although other participants did 

not request any orientations to the video. Due to BUR’s assistance, all participants agreed 

on the analysis, and they made further contributions to the discussion. The next extract 

comes from another group’s discussion and it will represent the last sample of unsolicited 

assistance for visibility. The aim of the participants is to enhance clarification for the 

analysis.  

To enhance clarification 

In this last subcategory of the second section of the collection, the participants assist 

for the visibility of the video clip when they realize an uncertainty about the ongoing analysis. 

In the first section of the collection, it is demonstrated that participants use affordances of 

the video clip for the same purpose, but in this subcategory, the participants who initiate the 
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assistance for visibility differ from the first section. In this section, participants initiate 

orientations to the video without any requests for the visibility from other participants, and 

they enhance clarification for the ongoing analysis by means of the affordances of the video. 

There are four cases in this subcategory, and one representative extract will be analyzed 

below.  

Extract 7 comes from another group’s third discussion in the semester, and there 

are four participants (DEF, NIL, GIZ, SEM) in the group. They mainly analyze the repair 

practices in their video-mediated discussion meeting. NIL shares and controls the screen, 

and she initiates an orientation to the video to enhance clarification for the analysis of the 

video clip.  

 

Extract 7. Let’s listen it - 05:17.0 - 06:55.8 

1 DEF: and in er (0.5) twenty nine she displays a question 

2  like (0.3) *what does plural mean* (0.6) 

 nil            *highlight line 29 on the video*  

 giz             --------nods---------- 

3  so: she tries to you know elaborate their answer plural (0.5) 

4  and in er did we watch there er  

5   i'm not *too sure* but (0.6) thirty four er 

 nil    *----1---* 

  1: moves cursor on play button  

6   it's *kinda repetition* of the trouble source (0.9) 

 nil      *moves cursor on line 34* 

7  +*two or more+* 

 def +leans forward+ 

 nil  *------2-----* 

  2: moves cursor on play button 

8 GIZ: hm hm 

 giz  nods  

9 SEM: yeah she is repeating the +trouble source+for the students  

 def       +nods----------+ 

 giz                       nods------------ 

10   to self repair +i think+ that was going on there  

 def                  +nods---+ 

11 →NIL: let's listen it  
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12 GIZ: *°it's right°* 

 nil *plays the video* 

 ((they watch the related part of the video)) 

13  (0.8) 

14 NIL: *you were talking about there* 

 nil *moves cursor on the transcript* 

15  (0.6) 

16 SEM: ⊥[hm hm⊥ 

 sem ⊥ nods ⊥ 

17 DEF: +[yeah+ 

 def +nods--+ 

18 NIL: *okay* (1.1) and um with the *rising intonation* 

 nil *nods*                       *moves hand to up * 

19   it's actually quite (0.3) um (2.1) 

20  she indicates that she is asking for more 

21  (0.5)  

22 SEM: hm hm 

23 NIL: [and then asking  

24 GIZ: +[yeah she is waiting+ 

 def +--------nods--------+ 

25 NIL: yes  

26 GIZ: yes (0.2) she is waiting for them to say (0.3) *or more* 

 nil                                           *nods---* 

27  (0.4) 

28 SEM: [or more hm hm  

29 GIZ: [and they finally s- (0.5) say it 

 giz leans forward              nods-- 

In the first line of the extract, DEF continues the discussion with reference to the line 

number and the teacher’s question in the clip. DEF repeats the teacher’s question after the 

silence in line 3, and NIL highlights line 29 on the transcript in the clip in coordination with 

DEF’s turn. Also, GIZ approves this analysis by nodding in the same line. DEF then 

elaborates the teacher’s action in line 3. In line 4, DEF asks whether they watched the 

related part of the video with a hesitation (i’m not too sure) in the following line. 

Meanwhile, NIL orients to the video moving the cursor on the play button with DEF’s 

statement of hesitation but she does not play the video. In line 5, DEF refers to line 34 in 
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the clip, and she defines the teacher’s action while NIL is moving the cursor on the transcript 

in coordination with this analysis. In the following line, DEF repeats the trouble source that 

she observed in the clip with a bodily orientation to the screen (leaning forward), and NIL 

again moves the cursor on the play button as she did in the previous line. In line 8, GIZ 

acknowledges DEF’s analysis (hm hm), and she also approves her analysis by nodding. 

Another contribution to DEF’s analysis comes from SEM in line 9, and she reformulates 

DEF’s definition for the teacher’s action. In lines 9 and 10, DEF and GIZ confirm this 

contribution by nodding. Following these lines, NIL initiates an orientation to the clip and 

plays the related part of the discussion despite GIZ’s another acknowledgement in line 12. 

Upon watching the related part and the silence in line 13, NIL asks the co-participants for 

confirmation for the part they discussed in the previous lines with a rising intonation, and 

she also moves the cursor on the transcript for the visibility of the lines. Except for the 

multimodal actions in the previous lines, it is NIL’s first orientation to the analysis. After the 

silence in line 15, SEM and DEF confirm NIL with acknowledgement tokens (hm hm, 

yeah) and nodding. Following these confirmations from other participants, NIL starts her 

turn with an acknowledgement token and nodding, and she initiates her analysis with a 

reference to the teacher’s rising intonation. She also moves her hand up in alignment with 

the description of the teacher’s intonation in line 18. Moreover, NIL tries to elaborate on the 

teacher’s action in line 19, and she manages to describe the action in line 20 following the 

silence in the previous line. SEM acknowledges NIL’s analysis in line 22 after the short 

silence, and NIL tries to continue the analysis in line 23. However, NIL overlaps with GIZ’s 

turn initiation for the discussion which is aligned with DEF’s nodding, and NIL gives the turn 

to GIZ in line 25. GIZ then continues to describe the teacher’s expectation from the students 

in the video clip in line 26, and NIL approves her in the same line. In the next line, SEM 

confirms GIZ’s analysis with a repetition (or more) and acknowledgement token (hm hm) 

in an overlap with GIZ’s last analysis. In the last line of the extract, GIZ shows an orientation 

to the shared screen by leaning forward, and she states that the teacher has managed to 

get the answer from the students by nodding.  
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 In conclusion, this extract has demonstrated how NIL used the affordances of the 

video (i.e., playing the video, moving the cursor on the transcript) although other participants 

did not ask for assistance for visibility. NIL contributed to the discussion after they enhanced 

clarification for all participants in the extract. As analyzed above, all participants used 

various interactional resources (multimodal and embodied actions) throughout the 

discussion, and they collaboratively analyzed the video clip through these resources. This 

extract has represented the last sample of second section in the collection.  

 In this section, it was demonstrated that the participants used a variety of multimodal 

and embodied interactional resources to assist for the visibility of the shared screen to 

contribute to the ongoing analysis. Although the participants in this section had the same 

affordances of the video clip as used in the first section of the collection, they used these 

affordances for different purposes (i.e., to coordinate with the current speaker, to set the 

ground for a discussion, to establish an agreement, to enhance clarification) in their 

discussions as analyzed in the extracts above. It is clear that the participants accomplished 

social actions (i.e., coordination, collaboration, agreement, assistance) using a variety of 

interactional resources in their analyses. As demonstrated in the first and second sections 

of the collection of the cases, the participants who were in control of the shared screen 

assisted for the visibility of the video clips in two ways: (1) following an explicit request, and 

(2) following a requirement for the visibility of the video clips without any explicit request 

from the co-participants. The third section of the collection (i.e., using visibility in one’s own 

extended turns) differs from these two sections in that the participants in this section use 

the visibility of the video clips when they recognize the need for the visibility of the video 

clips during their own extended turns. In the following part, I will present this section with 

three sub-categories and representative extracts.  

Using visibility in one’s own extended turns 

The last section of the collection includes 32 cases and three subcategories (1) to 

initiate a new turn, (2) to respond to a question, (3) to contribute to the previous turn. In this 
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section, the participants use the affordances of the video for the visibility of the screen in 

extended turns. Compared to the first two sections of the collection, the participants show 

orientations to the video for their own analysis without any implicit or explicit requests from 

the co-participants. They mostly use visibility to initiate a new turn (16 cases) following other 

participants’ analyses in the discussion, and these cases comprise the first subcategory in 

the collection. On the other hand, in the second subcategory (to respond to a question), 

there are 5 cases, and the last subcategory (to contribute to the previous turn) includes 11 

cases. Three cases are selected to represent each subcategory.  

To initiate a new turn 

In the first subcategory, participants use visibility of the video clips to continue with 

a new analysis in their online discussions. First, participants show orientations to the shared 

screen to make the related part of the new turn visible for all participants. Then they start 

their analysis of the video clip. There are 16 cases in this subcategory, and one of them is 

selected as representative, and it will be analyzed below.  

Extract 8 comes from the first discussion of the semester. There are three 

participants (MEH, HAS, PEL) in the group, and MEH shares and controls the screen. He 

uses the visibility of the video to initiate a new turn in their online discussion, and there are 

only MEH’s extended turns with orientations to the shared screen throughout the extract.  

 

Extract 8. I would like to take your attention - 00:47.0 - 01:47.7 

1 MEH: here +er i would like to take your attention  

 meh      +rewinds the video by 8 seconds-------> 

2  to the body language of the teacher+ (0.5)  

 meh   ---------------------------------->+ 

3  +in the line+ +one hundred and thirty+ (0.4) 

 meh +-----1-----+  

 meh     +-------------2--------+ 

  1: fast-forwards the video by 1 second 

  2: moves cursor on the line 130 

4  +when the teacher s- (0.7) says+ headphones  

 meh +-----------3------------------+ 

  3: fast-forwards the video by 3 seconds 
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5  (0.3) +she points to her ear+  

 meh       +points to ear--------+ 

6   (2.1) ((MEH plays the video))  

7  and the- and the students in the front desk 

8   +also response+ the same way (0.4) 

 meh +-----4-------+  

  4: moves cursor on the student on the shared screen 

9  this is an example of (0.3) using embodiment  

10   (3.6) ((MEH plays the video)) 

11  +and er (0.3) in the line one hundred and thirty two 

 meh +highlights line 132 and moves cursor on it--------> 

12  the teacher (0.4) is (0.5) checking students' understanding+  

  -----------------------------------------------------------+ 

13   (2.8) ((MEH plays the video)) 

14  +and in the line one hundred and thirty three  

 meh +moves cursor on line 133----------------->16 

15  (0.6) teacher er says what i wanna do first 

16  (0.4) here the first+ implies that 

 meh ------------------->+ 

17  there is gonna be a second  

18  teacher (0.3) tries to extend her turn more 

19   (2.7) ((MEH plays the video)) 

20  +and here in the line= one hundred and thirty four+ 

 meh +moves cursor on line number----------------------+ 

21  (0.4) +there is a rising intonation you know 

 meh  +--------------5-------------------->25 

  5: highlights line 134 and moves cursor on it 

22  this is not a question (0.2) 

23  but er the teacher (0.5) i think  

24  the teacher here is (0.4) trying to emphasize the word 

25  discussion that's why the rising intonation (0.2) there+ 

  ----------------------------------------------------->+ 

  ((they continue to watch the video)) 

 

 In line 1, MEH starts his analysis with a reference (here) to the shared screen 

and asks the co-participants for an orientation to the video clip to analyze the teacher’s 

embodied action. In alignment with this request, MEH rewinds the video by 8 seconds, and 

he continues his orientation to the video in the following line. MEH then refers to the line 

number in the video clip in line 3, and he fast-forwards the video to make the related part of 
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the video visible on the screen. Upon the enhancement of visibility, MEH also moves the 

cursor on the line number in the video clip during his analysis. In line 4, MEH begins to 

describe the teacher’s actions in the video, and he again fast-forwards the video by 3 

seconds in coordination with his analysis. In addition to these multimodal resources, MEH 

also uses embodiment (pointing to ear) which shows the teacher’s embodied action during 

the description of the teacher’s embodied action after the silence in line 5. In line 6, MEH 

plays the video for 2.1 seconds, and he refers to the student’s response in lines 7 and 8. 

While MEH is referring to the student’s response in line 8, he moves the cursor on the 

student on the shared screen. Following this reference, MEH defines the student’s action 

(this is an example of (0.3) using embodiment) in line 9, and plays the video 

for the continuation of his analysis in the next line. In line 11, MEH shows another orientation 

to the shared screen by highlighting line 132 and moving the cursor on this line during his 

reference to the line number. He continues with this orientation until he finishes his analysis 

of the teacher’s action in line 12. MEH then plays the video for 2.8 seconds and refers to 

another line number (and in the line one hundred and thirty three) in line 

14. In alignment with this reference, MEH moves the cursor on line 133 on the shared 

screen until line 16. During this alignment, MEH repeats what the teacher said in the video 

and states the function of the word ‘first’ in the teacher’s turn from line 15 to 18. Upon this 

analysis of the teacher’s turn, MEH again plays the video for the analysis of the next line on 

the transcript in line 19. In line 20, MEH continues his analysis with a reference to the line 

number which is visible on the shared screen, and he moves the cursor on the line number. 

Following this line, MEH highlights line 134 on the transcript and moves the cursor on this 

line until line 25 in alignment with his reference to the rising intonation (there is a 

rising intonation you know) in line 134. During this orientation to the shared screen, 

MEH analyzes the teacher’s use of rising intonation, and he states that the teacher used 

intonation to put an emphasis on the word ‘discussion’ instead of asking a question in the 

video clip. MEH finishes his extended turn with this analysis, and the co-participants 

continue to watch the video clip for the analysis of the following lines on the transcript.  
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 Taking everything into account, this extract has presented a distinct sample since 

this is the only extract that includes one participant’s markedly extended turn. As analyzed 

above, MEH used various affordances of the video throughout his extended turn. First, MEH 

rewound the video to initiate his turn. Then he used other affordances (fast-forwarding the 

video, moving the cursor on the video and transcript) in his analysis to enhance visibility for 

other participants. This extract was the first sample of the third section of collection (using 

visibility in extended turn to initiate a new turn), and following extract will present the second 

subcategory of the collection (i.e., using visibility in extended turn to respond to the previous 

turn). 

To respond to a question 

In this subcategory, the participants respond to the questions with an orientation to 

the shared screen in their ongoing analysis conversations. In 5 of the cases in the collection, 

the participants who share and control the screen use a variety of affordances of the video 

to make the related part of their responses visible for all participants. The following 

representative extract is different from the other 4 cases in this subcategory since one 

participant shows orientations to the video to respond to his own question following the 

dispreferred answers from other participants.  

Extract 9 is taken from a group discussion with four participants (KEN, BER, DUY, 

MER) in this sample. The participants analyze embodied actions in the video clip, and it is 

their last discussion in the semester. KEN shares and controls the screen, and he uses the 

affordances of the video to enhance visibility of the video clip during his response to his own 

question.  

Extract 9. My prediction is that - 12:48.7- 14:06.1 

1 KEN: so (0.6) why do you guys think the er 

2  the flow of the lesson was interrupted↑ (0.5)  

3  what happened (1.3)  

4   why students er has started to (.) has stopped (0.5)  

5   giving answers (0.3) responses (0.7) to the teacher  

6  (1.2) 

7 BER: *[I think they 
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 ber   *leans forward--->9 

8 KEN: +[there is something+ 

 ken +---raises finger---+ 

9 BER: found* (0.5) the actions of her hers really funny like 

 ber ---->* 

10  +she she is holding a puppet and saying fine  

 ken +rewinds the video by 38 seconds-----------> 

11  saying fine all the time+ (0.3)  

  ----------------------->+ 

12  +maybe it's because they found it+ funny 

 ken +----------------1---------------+  

  1: fast-forwards the video by 7 seconds 

13  (1.3) 

14 →KEN: well i guess (0.3) my prediction is that (0.2) er 

15  +as you can see in the line er (0.6) fifty three+ 

 ken +moves cursor on the line 53--------------------+ 

16  (0.5) +one of the students says+ (0.3) 

 duy  nods  

 ken    +-----------2------------+ 

  2: moves cursor on the student’s turn on the transcript 

17   ⊥er palyaço nerden çıktı⊥ (1.2)  

 mer ⊥leans forward----------⊥ 

18  so: (0.3) we can (.) assume that (0.4) this student has um: 

19  (0.6) interrupted all flow of the lessons suddenly (1.4) 

 duy                           nods- 

20  while everything was going great for the teacher er 

21   she was doing the same activity  with all of the students  

22  (0.4) er while having mutual eye gaze with all of the 

23  students (0.6) one of the students (0.7) interrupted  

24  the course (1.0) and everything (0.9) *failed* 

 duy nods------ 

 duy                                nods-- 

 ber                                      *nods---* 

25  (1.1) 

26 BER: yes 

27 KEN: everything (0.8) just fall down (1.4) 

28 KEN: so i guess this was the problem in this part  
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The extract starts with KEN’s question about the trouble that he has observed in the 

video clip. Following the silence in the second line, KEN reformulates his question, but the 

co-participants do not respond to the question, and there is another silence in line 3. In lines 

4 and 5, KEN then uses a new reformulation of his question with an elaboration on the 

students’ action in the video clip. After the silence in line 6, BER initiates a turn and shows 

orientation to the video until line 9. Meanwhile, KEN gives a hint (there is something) 

about the response by raising his finger in overlap with BER’s turn initiation. Upon the 

overlap, BER continues her turn in line 9 with her response to KEN’s question, and she 

starts to elaborate her response in line 10. In the same line, KEN shows an orientation the 

shared screen by rewinding the video by 38 seconds, and he keeps rewinding the video 

when BER states that the reason for interruption in the video clip is related to the teacher’s 

actions in line 11. In the next line, BER states her response, and KEN again orients to the 

screen by fast-forwarding it by 7 seconds. After BER’s response to the question, there is 

not any approval from other participants, and there is silence in line 13 which shows that 

this is a dispreferred response to KEN’s question. Following the silence and dispreferred 

response, KEN starts his analysis with mitigation (well) and continues with his prediction 

in line 14. In the next line, KEN refers to the line number on the transcript, and he moves 

the cursor on the line 53 in the video clip in coordination with his turn. In line 16, KEN starts 

to describe the student’s action, and he shows another orientation to the shared screen by 

moving the cursor on the student’s turn on the transcript after the silence and DUY’s 

approval. Furthermore, KEN repeats the student’s question in line 17, and MER leans 

forward in coordination with this analysis. KEN then continues with the response to his 

question with a reference to the student in the video in lines 19 and 20. DUY approves 

KEN’s analysis during the silence in line 19. From line 20 to 23, KEN elaborates his 

response with a description of the teacher’s embodied actions, and he states that the 

student he referred to in the previous lines interrupted the course in line 24. In the same 

line, DUY and BER confirms KEN’s response by nodding, and BER also acknowledges 
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(yes) KEN’s analysis after the silence in line 25. In line 27, KEN reformulates his response 

following a silence, and he finishes his turn in the last line of the transcript.  

 To sum up, this extract has demonstrated that KEN used the affordances of the 

video clip (fast-forwarding, rewinding, orientations to the transcript) to respond to his own 

question in extended turns following dispreferred responses from the co-participants. In 

addition to these multimodal resources, participants used embodiment (nodding, leaning 

forward, raising finger) as interactional resources to engage in the analysis. This extract is 

the second sample of using visibility in one’s own extended turns, and the following extracts 

will represent samples from the third subcategory of this section in the collection.  

To contribute to the previous turn 

In the last subcategory of the collection, the participants contribute to the previous 

turns in 11 cases. Following the potential completion of the analysis in the video-mediated 

discussion meeting, some participants realize the missing analysis of the video clip, and 

they orient to the video to show the part that they want to contribute. With orientations to 

the shared screen, the participants make the related part of their analysis visible to all 

participants, and they collaboratively complete the analysis of the video clip. Two samples 

will be analyzed below to represent this subcategory.  

Extract 10 is taken from another group’s (DUY, KEN, BER) discussion. The 

participants analyze the video clip in terms of sequence-preference organization in their 

second online discussion in the term. KEN shares and controls the screen, and uses the 

affordances of the video in his extended turn to contribute to DUY’s analysis. 

 

Extract 10 - I would like to add one point - 24:07.5 – 25:30.3 

1 DUY: she can even explain what she is doing with her hands  

 duy          ----1---- 

  1: moves her hand from up to down 

2   (0.3) *without speaking she is good at this 

 ken  *-----------------2---------------->4 

 2: rewinds the video to the beginning and fast-forwards it by 

 7 seconds 
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3  (1.4) 

4 BER: [yes* 

 ken --->* 

5 KEN: [yeah (1.5) so okay  

6 → i would like to add one point (0.8) to your arguments 

7  (0.7) er you have all stated that (0.2)  

8  the teacher uses her (0.3) er hand mov- hand movements  

9  embodiment very effectively but (0.8) this class is (0.3)  

10  as you can see  at the very f- er  

11  at the very start *of the video (0.7)* 

 ken       *plays the video---* 

12  *this student right here* (0.6) is yawning 

 ken *moves cursor on the student* 

 duy       nods- 

13  (1.1)  

14 BER: yes 

15 KEN: we can see that all of the teachers (0.4)  

16  all of the students er (0.7) are very (0.4) 

17  *um: (0.3)* what do you say (0.4) restless 

 ken *----3----* 

  3: snaps fingers 

18   (1.9)  i don't know (1.6) okay it seems like that  

 duy  nods   

19  they (0.2) they are all very *um: (2.8)* just done  

 ken               *----4----* 

  4: snaps fingers 

20  (0.9) 

21 DUY: bored maybe 

22 KEN: bored yeah (1.3) so that's the problem in here i guess  

23  (0.5) she is trying to er maximize interactional space  

24  (0.9) er  by using her hand movements  

25  but students are not looking at her that's the [problem 

 duy          --------nods-------------- 

26 BER:                        [°yes° 

27   (0.5)   

28 DUY: yes   

 

The extract starts with DUY’s analysis of the video clip, and she describes the 

teacher’s embodied actions in coordination with her embodiment (moving her hand from up 
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to down). In the following line, while DUY continues with her analysis of the video clip, KEN 

initiates an orientation to the shared screen, and he rewinds the video to the beginning and 

fast-forwards it by 7 seconds until line 4. Following the silence in line 3, BER acknowledges 

(yes) DUY’s analysis in an overlap with KEN’s orientation to the video. In the next line, 

KEN also acknowledges (yeah) DUY, and then he initiates a contribution to the previous 

turns with an announcement (i would like to add one point (0.8) to your 

arguments) in line 6. Upon this announcement, he continues with a reference to the 

previous analysis of the co-participants from line 7 to 9. KEN then starts to state a 

disagreement (but)about the effectiveness of the teacher’s embodied actions in the video 

clip. Before the continuation of his analysis, KEN refers to the beginning of the video which 

he rewound previously, and he plays the video in coordination with this reference in line 11. 

In the following line, KEN again refers to the student and moves the cursor on the student 

on the shared screen in alignment with this reference. During the silence in this line, DUY 

approves KEN by nodding, and KEN defines the student’s action following the approval. In 

line 14, BER acknowledges KEN after a noticeable gap. In the following line, KEN continues 

his analysis with a reference to the teacher, but he self-repairs himself in line 16 and starts 

to analyze the students’ actions. During his analysis in line 16, KEN uses a hesitation marker 

(er), and there are also silences following this hesitation marker which show that KEN 

searches for a word to describe students’ actions in the video. Additionally, KEN uses 

another hesitation marker (um) with elongation which precedes the silence, and he also 

snaps his fingers in coordination with this word search. He then directs a question (what 

do you say) to the co-participants for assistance, but there are not any responses to his 

request. Following another silence after his question, he tries to define the 

action(restless), but the noticeable gap in line 18 indicates that it is not the right word 

for the action although DUY nods during the gap. KEN then states hesitation (i don’t 

know) about the word, and he attempts to redefine the action in line 18. In the next line, 

KEN follows the same pattern for word search as described in the previous lines, and he 
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first uses a hesitation marker (um:)in coordination with snapping finger. Then KEN again 

defines (just done) the action after a noticeable gap in line 19. Despite these two 

definitions (restless, just done), there is another noticeable gap in line 20 which 

shows that the right word still is not found in the analysis. In the next line, DUY suggests a 

word (bored maybe), and KEN indicates that this is the right word with repetition and an 

acknowledgement token (bored yeah). Upon finding the right word, KEN continues with 

a reference to the problem that he observed in the video clip in line 22 and elaborates on 

teacher’s actions in lines 23 and 24. While KEN finishes his analysis with a description of 

the students’ reaction to the teacher in the video clip, DUY confirms KEN by nodding during 

the last part of the analysis. BER also acknowledges (yes) KEN in overlap with KEN’s 

turn. In the last line of the transcript, DUY confirms (yes) KEN’s analysis after the silence 

in line 27.  

 To summarize, this extract has shown that KEN first used a multimodal resource 

(rewind the video) during DUY’s turn to make the related part of his analysis visible on the 

shared screen. KEN also used other multimodal interactional resources (playing the video, 

moving the cursor on the student) to initiate his turn to contribute to the previous analyses. 

These multimodal resources assisted other participants to follow KEN’s extended turn, and 

they showed orientations to his analysis with embodied actions (nodding). Another point in 

this extract is the participants’ collaborative work for a word search. KEN could not find the 

right word to describe the student’s actions and indicated this word search with hesitation 

markers (um:), silence and embodiment (snapping fingers). Following these indications, 

DUY assisted KEN to find the right word, and KEN continued his analysis after this 

collaborative work. This extract has demonstrated how KEN used the visibility of the video 

clip to show disagreement with the previous analysis of the teacher’s use of embodiment, 

and how multimodal and embodied resources shaped the participants’ analyses. The next 

extract will present another sample from the third sub-category (i.e., to contribute to the 
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previous turn) which presents a contribution to the ongoing analysis with an agreement and 

further analysis of the teacher’s action.  

 

Extract 11 is taken from another group’s discussion, and there are three participants 

(MEH, HAS, PEL) in the online discussion. In their first online discussion in the semester, 

the participants analyze turn taking practices in the video clip. MEH shares and controls the 

screen for their analysis, and draws on the affordances of the video to contribute to the 

previous turn of PEL in his own extended turn.  

 

Extract 11 - I wanna add something too - 03:05:7 - 03:54.0 

1 MEH: is there anything you wanna add so far↑ 

2  (1.5) 

3 HAS: +°no°+ 

 has +shakes head+ 

4 PEL: i ⊥wanna add ⊥ ⊥something⊥  

 pel   ⊥raises hand⊥ 

 pel            ⊥leans forward⊥ 

5  (0.7) 

6 MEH: *sure* 

 meh *nods* 

7  (0.3)  

8 PEL: er: *i think from (0.5)  

 meh     *-------1---------> 

  1: rewinds the video by 18 seconds 

9  i think from line one hundred thirty five to* *thirty nine* 

 meh ------------------------------------------>* 

 meh            *----2------* 

  2: fast-forwards the video by 3 seconds 

10  (1.8) teacher tries to 

11  students to +participate *in the classroom*+ (.hhh)  

 meh           *leans forward---* 

 has   +leans forward-----------------+ 

12  by saying that there are more than one right answer  

13  +(3.7)+ 

 has +nods+  

14 MEH: *yeah yeah* i agree 
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 meh *nods-----* 

15 → *and i wanna add* something too   

 meh *leans forward--* 

16  i just remembered (0.3) er there is er (0.2)  

17  *from lines one hundred thirty three to (0.3)  

 meh *-------------------3-----------------------> 

  3: moves cursor on the transcript from line 133 to 146 

18  one hundred forty six there is only ⊥one turn⊥ (0.3)*  

 meh --------------------------------------------------->* 

 pel                                    ⊥nods-----⊥ 

19  we call this x-extended teacher turn  

20  *⊥th-the⊥ turn here* only belongs to the teacher (3.0)  

 meh *--------4----------* 

 pel  ⊥nods--⊥ 

  4: moves cursor on the extended turn on the transcript 

21  we can (.) *go on (3.0) kenan* 

 meh       *--------5--------* 

  5: rewinds the video by 11 seconds 

 

In the first line of the transcript, MEH directs a question to the co-participants for 

further contributions to his analysis. In response to this question, HAS states that he does 

not have any additional analysis to the previous turn after the silence in line 2, and he also 

shakes his head in alignment with his response in line 3. In the next line, PEL announces 

that she has some contributions to the analysis, and also raises her hand and leans forward 

to be the next speaker in the discussion in coordination with her announcement. After the 

silence in line 5, MEH approves (sure) PEL’s request, and he also nods in alignment with 

this approval to give the turn to PEL. Following the silence in line 7, PEL initiates her 

analysis with a hesitation marker (er:), and MEH aligns with PEL’s turn, and he starts an 

orientation to the video clip by rewinding the video by 18 seconds. In the next line, MEH 

continues with this orientation to the shared screen in coordination with PEL’s reference to 

the line number in the transcript. MEH also fast-forwards the video by 3 seconds during the 

last part of PEL’s turn in line 9. After a noticeable gap in line 10, MEH and HAS coordinate 

with PEL’s description of the teacher’s actions by leaning forward to the shared screen in 
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line 11. In the next line, PEL repeats the teacher’s turn, and HAS approves PEL’s turn by 

nodding during the silence in line 13. In addition to HAS’s approval, MEH acknowledges 

PEL’s analysis with response tokens (yeah yeah) and a nod. MEH also shows agreement 

(i agree) with PEL’s analysis in line 14, and he leans forward in coordination with the 

announcement for a contribution (and i wanna add something too) to the ongoing 

analysis in line 15. MEH then states a recall (i just remembered) for the analysis and 

continues with a reference to the line numbers following the hesitation markers (er) and 

silences in the previous lines. During his reference to the line numbers on the transcript in 

lines 17 and 18, MEH orients to the shared screen by moving the cursor on the transcript 

from line 133 to 146. While MEH is moving the cursor on the transcript with a reference to 

one turn in the video clip, PEL approves MEH’s analysis of the focal turn in the clip, and 

MEH defines the teacher’s turn (we call this x-extended teacher turn) in the 

next line. Furthermore, MEH elaborates on his definition in coordination with moving the 

cursor on the extended turn on the transcript, and PEL again approves MEH’s turn by 

nodding. After a noticeable gap in line 20, MEH selects KEN as the next speaker, and he 

rewinds the video by 11 seconds in alignment with this selection, and he finishes his turn.  

 All in all, the last extract has demonstrated that MEH contributed to the ongoing 

analysis following PEL’s turn. In lines 8 and 9, MEH firstly coordinated with PEL’s turn by 

rewinding and fast-forwarding the video clip on the shared screen, and this showed a 

repetition of a phenomenon that was observed in the first sub-category of second section 

in the collection (i.e., to coordinate with the current speaker in unsolicited assistance for 

visibility). Following this coordination with the current speaker, MEH enhanced visibility of 

the parts that he analyzed using the affordances of the video clip (rewinding the video, fast-

forwarding the video, moving the cursor on the transcript). In addition to these multimodal 

resources, participants also used embodiment (leaning forward) to show orientations to the 

screen, and they showed approval for the analysis by nodding throughout their discussion. 
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This extract presented the last sample of the collection of cases, and what follows is the 

summary of the findings in the third section.  

 As examined above, this section has demonstrated that participants used visibility 

of the shared screen for three purposes (i.e., to initiate a new turn, to respond to a question, 

to contribute to the previous turn) in their extended turns. What makes this section distinctive 

is related to the initiation of the orientations to the shared screen and the purpose of these 

orientations. While participants oriented to the video in response to implicit or explicit 

requests for the visibility in the first (i.e., soliciting assistance for visibility) and second (i.e., 

unsolicited assistance for visibility) sections, participants showed orientations for their own 

turn to make the related part of their analyses visible to all participants. Similar to the 

previous sections, participants deployed multimodal (i.e., fast-forwarding the video, 

rewinding the video, moving the cursor on the transcript, playing the video) and embodied 

(i.e., nodding, leaning forward, raising finger, snapping finger) interactional resources to 

analyze the video clips. This is the last part of the subcategories of the collection, and the 

section that follows summarize the main findings of the current study.  

Summary of the Findings  

The findings in this study have indicated that participants deployed a variety of 

interactional resources using the affordances of the video clips that they analyze in their 

online group discussions. In addition to these affordances, they also used various embodied 

resources to show orientations to the shared screen and bodily aligned with their co-

participants. Although all participants analyzed the video clips on the same platform using 

the same affordances, the purpose of orientations to the shared screen was divided into 

three main sections in the collection of the cases (1) soliciting assistance for visibility, (2) 

unsolicited assistance for visibility and (3) using visibility in extended turn.  

The first section (i.e., soliciting assistance for visibility) consisted of two 

subcategories. In the first one (i.e., to set the ground for a discussion), it was revealed that 
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participants assisted for the visibility of the video clip in response to an explicit request from 

the co-participants who aimed to set the ground for the discussion as analyzed in Extract 1 

and 2. In extract 1, DUY asked (can you open the video again) and KEN oriented 

to the video in response to these requests. Upon this assistance for the visibility of the video 

clip, DUY initiated the analysis, and other participants contributed to the discussion 

throughout the analysis. Likewise, BUR asked (can we go down) for the visibility of the 

transcript in the video in Extract 2, and HAK who shares and controls the screen showed 

orientation to the video. Following this request and orientation they started their analysis for 

the video clip. In Extract 3, although NIL asked for the visibility of the video as examined in 

the previous extracts of this section, her aim differed from the others. NIL asked (can we 

go there) to enhance clarification about the part that they had already started to analyze. 

In response to this request for assistance, DEF fast-forwarded the video to clarify the related 

part of the ongoing analysis. In all of the extracts in this section, participants used a variety 

of multimodal and embodied interactional resources.  

In the second section (unsolicited assistance for visibility), the participants who 

shared and controlled the screen enhanced the visibility of the related part of the analysis 

without any explicit requests from the co-participants in the video-mediated discussion 

meeting. As demonstrated in Extract 4, HAS coordinated with MEH’s extended turn 

throughout the extract although MEH did not state any requests for assistance. By doing 

this, HAS made the parts that MEH analyzed visible for all participants in the discussion. 

Another purpose for unsolicited assistance for visibility was to set the ground for a 

discussion as demonstrated in Extract 5. In this extract, DEF used the affordances of the 

video to resolve the troubles that she realized at the beginning of the discussion. She was 

sharing and controlling the screen, and although she attempted to initiate the discussion 

with orientations (i.e., moving cursor on different parts of the video) to the shared screen, 

no one started to analyze the video clip. Thus, DEF repeated the previous orientations and 

successfully set the ground for the discussion with these orientations at the end. Following 
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this subcategory, the participants assisted for visibility to establish an agreement in Extract 

6. At the beginning of the extract, there was a disagreement about the response (i.e., was 

it the teacher response or the student response) that they analyzed in the video clip. After 

BUR’s orientation to the video clip (i.e., rewinding the video by 7 seconds), they found out 

that the response belonged to the teacher, and they reached an agreement. In the last 

subcategory (to enhance clarification) of the second section, participants used the 

affordances of the video after they realized an uncertainty in the analysis. As examined in 

Extract 7, NIL played the related part of the video clip on the shared screen, and following 

this orientation, NIL clarified the part that the co-participants analyzed in the previous lines 

of the extract. Then NIL contributed the discussion with her analysis of the actions in the 

video clip. Similar to the first section in the collection of the cases, participants used 

multimodal and embodied resources during the analyses, and deployment of these 

resources assisted them to analyze the video clips collaboratively.  

In the third section (i.e., using visibility in extended turns), it was demonstrated that 

the participants used the affordances of the video clips (e.g., rewinding the video, fast-

forwarding the video) to analyze the actions of the teachers and students in the video clips 

in their own extended turns without any requests from the co-participants. In the first 

subcategory (i.e., to initiate a new turn), the participants used the visibility of the videos to 

make transition to another analysis point in the videos. As demonstrated in Extract 8, MEH 

initiated a new turn with an orientation to the video. Then he rewound the video by 8 

seconds, and made the part of his analysis visible on the screen for all participants in the 

discussion. It was interesting to observe that it was only MEH’s extended turn in Extract 8 

without any contributions from the co-participants in the analysis of the video clip. In Extract 

9, KEN showed orientations (i.e., rewinding the video, fast-forwarding the video, moving 

cursor on the video) to respond to his own question following the dispreferred responses 

from other participants in the discussion. His orientations to the video made the related part 

of his analysis visible on the shared screen, and other participants approved him at the end 
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of the extract. Extract 10 and 11 were the representative samples of the third section. In 

Extract 10, KEN used the affordances of the video (i.e., rewinding the video, playing the 

video, moving cursor on the transcript) to contribute to the previous turn. In addition to these 

multimodal interactional resources, KEN also used embodiment (i.e., snapping finger) when 

he could not recall the right word to define the students’ action in the video clip that they 

analyzed. Then DUY found the right word (bored), and it was obvious that they 

collaboratively completed the process of word search in the discussion. In the last 

representative extract of the collection, MEH used the visibility to contribute to PEL’s 

analysis of the video clip. During PEL’s turn, MEH coordinated with PEL’s turn using the 

affordances of the video (i.e., rewinding the video, fast-forwarding the video), and he 

contributed to PEL’s turn with further analysis of the teacher’s action in the video clip. As 

investigated in all extracts in this subcategory, the participants deployed multimodal (e.g., 

rewinding the video, fast-forwarding the video) and embodied (e.g., leaning forward, 

snapping finger, nodding) interactional resources throughout their video-mediated 

discussion meetings. 

All in all, the findings in this chapter have revealed that the affordances of the video 

in online discussions provided diverse interactional resources for the participants in the 

current study. Besides, the participants used these resources for different purposes in their 

analyses of the video clips, and they mainly assisted each other in enhancing the visibility 

of the shared screen. The next chapter moves on to discuss the findings of the current 

research with references to the literature, to suggest implications for future work, and to 

conclude the study. 
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Chapter 5 

Discussion, Suggestions, and Conclusion 

The last chapter includes three sections. In the first section, I will discuss the findings 

of this study with reference to the previous studies in literature. Then I will suggest further 

research ideas and pedagogical implications for future work, and I will conclude the study 

in the last section. 

Discussion 

This study set out with the aim of finding out how participants used the affordances 

of video clips on the shared screen in a video-mediated interaction, how they accomplished 

recruitment of assistance in due course, and how this study contributed to language teacher 

education. The finding of this study revealed that the participants deployed context specific 

interactional resources relevant to the video mediated setting. There are two main types of 

resources explored in the thesis, (1) multimodal resources (2) embodied resources. These 

resources will be explained in detail in the following sub-section. Another outcome of this 

study is related to recruitment of assistance, and the findings demonstrated that participants 

used different ways of recruiting assistance deploying interactional resources specific to the 

video-mediated setting. In the second sub-section, I will describe the types of recruitment 

with reference to the representative extracts in this study. Lastly, this study also showed 

that pre-service teachers collaboratively analyzed the classroom video clips using CA and 

CIC terms. By drawing on the participants’ collaborative video analyses, I will discuss new 

opportunities for LTE and video clubs.   

Context-specific interactional resources 

The design of the interactional setting with the video on a shared screen in the video 

mediated setting provided new opportunities for the deployment of new sets of interactional 

resources by the participants of the present study. Although all participants had access to 

the same affordances, they used these affordances for different purposes in their online 
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group discussions. Relatedly, the first sub-category of this section is multimodal resources, 

and the second one is embodied resources.  

Multimodal Resources. The results of this study indicated that there were three 

main multimodal resources that participants used in video-mediated interaction (1) 

rewinding the video, (2) fast-forwarding the video, (3) moving the cursor on the shared 

screen. As these multimodal resources were based on screen orientations of the 

participants, this study aligns with the previous studies on screen-based interactional 

resources in video-mediated settings (e.g., Balaman & Sert, 2017; Olbertz-Siitonen & 

Piirainen-Marsh, 2021) and contributes to these studies by presenting new resources (i.e., 

moving cursor, rewinding and fast-forwarding) as part of video clips on a shared screen. 

Also, while previous studies focused on technology-mediated interactions in task-

accomplishment (Balaman & Sert, 2017), workplace (Olbertz-Siitonen & Piirainen-Marsh, 

2021), this study contributes to VMI literature by presenting video-mediated group 

discussions on classroom video clips. 

Except from Extract 5, all participants rewound and fast-forwarded the videos to 

provide assistance for visibility on the shared screen. When I analyzed the sequence 

organization of orientations to the video clips, I identified that the participants mostly showed 

these orientations (i.e., rewinding, fast-forwarding) at the beginning of the interaction as 

shown in the first (i.e., soliciting assistance for visibility) and third (using visibility in extended 

turns) sub-sections of the collection. In the first section, they initiated the orientations to the 

video in response to an explicit request from other participants (e.g., can you open the 

video again in Extract 1, can we go down for the transcript in Extract 2, can 

we go there in Extract 3). It can thus be argued that the affordances of the video clips on 

the shared screen were used as resources to assist the analysis of the classroom interaction 

videos. Furthermore, it is clear that participants collaborated to analyze the video clips using 

these resources. In Extract 1, for example, DUY defined the teacher’s actions (this can 

be exposed correction), and KEN used the term (other initiated and other 
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repair sequence) to reformulate DUY’s definition. Then DUY approved KEN’s 

contribution, and they collaboratively found the right term for the action. In the third section 

of the collection (i.e., using visibility in extended turns), participants rewound and fast-

forwarded the video to enhance visibility of the parts that they analyzed in the video clips at 

the beginning of the transcripts. The orientations to the video in this section differed from 

the first section in that there were no explicit requests for the visibility of the video clips from 

other participants. In the second section of the collection (i.e., unsolicited assistance for 

visibility), the participants mostly oriented to the video in the middle of the interaction 

following the troubles such as disagreement in Extract 6 and uncertainty in Extract 7. There 

were two interesting orientations to the video in the representative extracts. The first one 

was HAS’s orientations to the video in Extract 4. In this extract, HAS fast-forwarded the 

video at the beginning of MEH’s turn, played and fast-forwarded the video during the 

analysis and again played the video at the end of the extract to coordinate with MEH’s 

analysis of the video clip. HAS showed these orientations although MEH did not request 

any assistance for the visibility of the video, and there were not any indications of the need 

for assistance. Another interesting finding came from Extract 11. In this extract, MEH 

rewound the video in coordination with his turn allocation to KEN. By doing this, MEH 

assisted KEN to indicate which part of the video clip KEN could continue to analyze.  

 The third multimodal resource that participants used in online group discussions is 

moving the cursor on the shared screen. They deployed this context specific resource due 

to the design of the interactional setting that required to share video clips that they analyzed 

on the screen. There were two parts in the video clip as demonstrated in the methodology 

chapter. On the left side of the screen, participants saw the recordings of the classrooms, 

and on the right side, they followed the transcriptions of these recordings. Therefore, the 

participants mostly moved cursor on the transcripts on the shared screen in coordination 

with references to the line numbers by participants in the discussions. In addition, some 

participants moved the cursor on the teachers or students on the screen during the 
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description of the actions in the classroom. For example, KEN moved cursor on the student 

in coordination with his description of student’s action in the video clip. While KEN was 

describing the action (this student right here (0.6) is yawning), he moved 

the cursor on the student on the shared to enhance the visibility of his analysis for all 

participants. In the following lines, DUY approved his turn by nodding, and BER 

acknowledged him with (yes).  

  The findings of this study are in accord with the study of Olberts-Siitonen and 

Piirainen-Marsh (2021) in which they showed moving cursor as an interactional resource to 

coordinate actions and to mobilize response on a shared screen in a technology-mediated 

workplace. However, the present study differs from the previous study in that the 

participants in this study used cameras and they all had an access to video images of other 

participants. Thus, further research should be undertaken to investigate how moving cursor 

is deployed in different video-mediated settings.  

Embodied Resources. In addition to the multimodal resources described above, 

participants also used embodied resources in their video-mediated interaction and the 

results support previous studies reviewed in literature (e.g., (Badem, 2023; Badem-

Korkmaz & Balaman, 2022; Licoppe, 2022; Şimşek, 2022; Uskokovic & Talehgani-Nikazm, 

2022) which demonstrated how embodiment was utilized in various video-mediated 

contexts (e.g., classroom interactions, learner-learner interactions). Since the participants 

had access to the visibility of the co-participants on the screen in the present study, 

embodied resources had an impact on the interaction. One of the most common embodied 

resources that participants used is leaning forward and backward during their analyses. The 

participants leaned forward in two ways, (1) to initiate a turn and (2) to orient to the shared 

screen during the co-participants’ turns. Except for Extract 8 and 10, the participants used 

this embodied resource in their video-mediated discussions. For example, BER leaned 

forward in coordination with her turn initiation in Extract 9. While she was saying (i think 

they found) to initiate her turn, she leaned forward and continued with her analysis. In 
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another sample, MEH and HAS leaned forward while PEL was describing the teacher’s 

actions in her analysis in Extract 11. On the other hand, the participants leaned backward 

while they were ending their turn (e.g., Extract 3, Extract 5, Extract 6). In Extract 6, BUR 

leaned backward when she ended her turn in line 7. In Extract 5, we have seen both types 

of leaning. During the silence in line 14, NIL leaned forward and attempted to take the turn 

by saying (um:) in an overlap with DEF’s turn. In the following line, DEF took the turn and 

NIL leaned backward. Thus, it can be argued that participants leaned forward when they 

initiated a turn or orientation to the shared screen, and they leaned backward when they 

ended their turn or orientation.  

These results differ from the previous studies which showed leaning forward was 

used in repair practices (Atar et al., 2020; Rasmussen, 2014) in physical settings in that the 

participants in this study used leaning forward during the initiation of a new turn or 

orientation to the screen. Although leaning forward and backward was not analyzed as an 

interactional resource in video-mediated settings before, these bodily orientations were 

demonstrated in Satar’s study on language learners’ online interactions (see Satar, 2016). 

In one extract of this study, it was demonstrated that one participant moved closer to the 

screen following the other participant’s check for the visibility of a photo and both 

participants leaned back at the at the end of this turn. In addition, another participant in the 

same study leaned back following a negotiation of meaning at the end of their turn. Thus, 

there are similarities between the sequence organization of leaning backward and forward 

expressed in this study and those described by Satar (2016). 

The next embodied resource observed in the present study was looking down and 

to the left or right during the discussions. In extracts 1 and 5, the participants looked down 

and to their left or right when they needed to find the line number in the transcript or a 

definition of an action in the video clip. For instance, DUY looked down when she could not 

recall the exact line number in her analysis (in line um +which one was it (0.3)). 

After she looked down, she stated that she found the line number (sixty two i guess 
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(0.5) yes (0.6)). In Extract 5, NIL looked down and to his right during DEF’s turn, and 

she approved her turn by nodding in the following line. As bodily orientations of the 

participants demonstrated in these samples, it can be assumed that participants checked 

the information in the ongoing analysis and got assistance during the analysis when they 

looked down.  

The most common embodied resource in this study was nodding. The participants used 

nodding to show approval for the co-participants’ analyses. This finding supports the studies 

which also showed nodding as a resource in interaction (Çalışmış, 2022; Çolak & Balaman, 

2022; Oittinen, 2022; Şimşek, 2022). Furthermore, they used embodiment during their 

descriptions of the teachers’ or students’ actions in the video clip (e.g., Extract 4, Extract 8, 

Extract 10). Lastly, the participants deployed some embodied resources in recruitment of 

assistance (e.g., pointing down with fingers for an assistance for visibility in Extract 2, raising 

finger for hinting in Extract 9, snapping finger for word search Extract 10). As stated in the 

literature review, sequential organization of hinting was analyzed by Balaman (2019), he 

reported various interactional resources in pre-hinting and base hinting sequences. 

However, the embodied actions in hinting were not analyzed in the study since the 

participants did not have an access to the video frames of each other. Therefore, this study 

contributes to hinting practices regarding embodied resource (i.e., raising finger) that KEN 

used in coordination with base hinting sequence (there is something) following the 

silence in response to his question about the trouble that he observed in classroom video 

clip.  

The findings of the present study also extend the embodied resources deployed in 

word search in video-mediated settings. Raising an index finger (Badem, 2023; Uskokovic 

& Talehgani-Nikazm, 2022), gazing up and frowning (Badem, 2023) were demonstrated as 

embodied actions in word search sequences previously. This study showed that KEN 

snapped finger following elongation (um:) during his word search as an indication of 

assistance and another participant assisted him upon this indication. Since the investigation 
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into embodied resources in word search is beyond the scope of the present study, this 

finding is limited to one sample in this context. To better understand the use of embodiment 

in word search, further studies can be conducted in other video-mediated settings.  

All in all, it can be stated that having access to the visibility of participants on the 

shared screen provided new opportunities to the participants in video-mediated interaction. 

Also, mutual orientations to the shared screen provided new resources for the participants 

in their online discussions. In the following section, I will discuss the findings of the study in 

relation to the practices of recruiting assistance in the analyses of the video clips.  

Recruitment of assistance 

As stated in the literature review chapter, Kendrick and Drew (2016) proposed the 

term “recruitment of assistance” to explain the practices in the organization of assistance in 

social interaction. They identified two parts in recruitment practices: “Self” for the part who 

indicates a need for assistance and  “other” for the part who provides assistance in 

interaction. Since the participants in this study recruited assistance using the affordances 

of the video-mediated setting, this study can contribute to the previous works on recruitment 

by presenting empirical evidence on how participants requested for assistance and how 

they responded to these requests in a video-mediated setting. Based on the proposal of 

Kendrick and Drew (2016) and the description of self and other for repair practices 

(Schegloff et al., 1977), the practices of recruiting assistance in present study can be 

described in three categories (1) self-initiated self assistance (2) self-initiated other 

assistance (3) other-initiated other assistance.   

In the first category, the participants recognized the requirement for an assistance 

for their turn in the analyses, and they oriented to the video to enhance the visibility of the 

focal parts in the video clip (e.g., Extract 8, Extract 9, Extract 10, Extract 11). Although the 

participants in this category used the visibility of the video clip for their turn, they also 

assisted other participants in seeing the related part of the analyses on the shared screen.  
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 In the second category (i.e., self-initiated other assistance), the parties who initiated 

and provided assistance were different in the representative extracts. The samples in this 

category came from the first (i.e., soliciting assistance for visibility) and second (i.e., 

unsolicited assistance for visibility) sub-categories in the collection of cases. In all extracts 

in soliciting assistance for visibility, the participants requested for an assistance for the 

visibility of the video clip explicitly (e.g., can you open the video again in Extract 1, 

can you go down for the transcript in Extract 2, can we go there in Extract 

3), and the “other” provided assistance in response to these explicit requests. On the other 

hand, there are two samples from this category in unsolicited assistance for visibility. The 

participants assisted visibility following implicit requests for an assistance from the co-

participants in extract 6 and 7. In extract 6, BUR rewound the video by 7 seconds after 

disagreement on the analysis of the video clip, and all participants established agreement 

upon BUR’s assistance for visibility of the related part on the shared screen. Similarly, NIL 

played the video after she identified an uncertainty in DEF’s turn (did we watch there 

er i'm not too sure). Then NIL enhanced clarification for the analysis, and she 

contributed to the discussion in the following lines.  

 In the last category (i.e., other initiated other assistance), participants provided 

assistance for the visibility of the video clip in the co-participants’ turns although there were 

not any implicit or explicit needs indicated by the co-participants (Extract 4 and Extract 5). 

In Extract 4, HAS continuously coordinated with MEH’s turn with orientations to the video 

clip without any requests from MEH. He followed MEH throughout the extract, and 

whenever MEH initiated an analysis for a different line in the transcript, HAS started a new 

orientation to the shared screen. Likewise, DEF moved the cursor on the line number in the 

transcript without any indication of a need for an assistance.  

 All in all, these findings on recruiting assistance in the present study are in accord 

with the study of Kendrick and Drew (2016). As demonstrated above, the participants used 

different ways of assisting in their online discussions using the affordances of the video-

mediated setting. This study differs from the previous studies in literature (Drew & Kendrick, 
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2018; Jansson et al., 2019; Pfeiffer & Anna, 2021) in that it presented practices of 

assistance among geographically dispersed participants while these studies analyzed the 

interactions in physical settings. It is important to bear in mind that the findings of this study 

were based on a particular setting, and to better understand the practices of recruitment of 

assistance in mediated settings, there should be more studies on different contexts.  

 

Conversation Analytic Language Teacher Education in Digital Spaces 

The findings demonstrated that orientations to the video clips on a shared screen 

created interactional space for the participants to analyze classroom video clips 

collaboratively in a video-mediated setting. Therefore, this study revealed how affordances 

of digital spaces can be integrated into CALTE (Balaman, 2023a)  based on micro-analytic 

empirical data. Furthermore, the findings corroborate the findings of previous CA-based 

LTE models SETT (Walsh, 2003), IMDAT (Sert, 2015), Conversation Analysis-based 

Interactional Competence Instruction (Huth et al., 2019) regarding the use of CA materials 

for teacher education since the participants in the present study analyzed CA-informed 

video clips following their lecture on the fundamental structures of CA and CIC, and they 

used their knowledge based on the lecture during the video-mediated discussions. 

However, the aim of this study was to investigate VMI of pre-service teachers, thus teacher 

learning is beyond the scope of the present study. Future studies can track teacher learning 

in digital spaces to better understand the impact of CA-informed materials on teacher 

learning. 

As stated in literature review, previous studies investigated pre-service teachers’ 

video-mediated interactions in technology-mediated task design practices (Badem-

Korkmaz et al., 2022) and collaborative lesson planning (Ekin & Balaman, 2023). The 

findings of these two studies demonstrated how video-mediated settings created new 

opportunities for pre-service teachers in preparation part of praxis base in CALTE concept 

(Balaman, 2023). This study extends these studies by presenting how pre-service teachers 

reflected on classroom interactions through affordances of video clips. Thus, the findings 
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can provide new insights into designs for knowledge base of CALTE in which fundamental 

structures of CA and CIC are taught (Balaman, 2023).  

 Furthermore, studies on video clubs reported that video use facilitated collaborative 

analysis of classroom videos (van Es, 2012) and impacted teachers’ learnings and visions 

(Sherin & Han, 2004; Christ et al. 2014). Nevertheless, these studies were mainly based on 

teachers’ reports. By adopting multimodal CA as the research methodology, this thesis 

presented an empirical data on the use of video clips and demonstrated how video use 

created interactional spaces for pre-service teachers to analyze classroom interactions 

collaboratively. Thus, future studies on video clubs can be conducted using multimodal CA 

to gain further understanding of the impact of video use on teacher development and to 

present empirical data on video clubs. The following section moves on to suggest research 

ideas for future work and implications for language teacher education.  

Suggestions for Future Studies and Implications  

Suggestions for Future Studies 

The results reported in this study suggest that the use of a video-mediated setting 

for online discussions can create new opportunities for interactional resources and the 

accomplishment of social actions. As discussed in the previous section, the main reason 

for the emergence of context specific resources is the design of the interactional settings 

with video clips on the shared screen thus visible to all participants during their online group 

discussions. Moreover, as they had access to the visibility of each other on their screens, 

they could also use a variety of embodied resources in video-mediated interactions. By 

using the affordances of the videoconferencing tool and the diverse context specific 

resources, they recruited assistance for the analyses of the video clips, and they 

collaboratively analyzed the video clips. The resources and practices in interaction are 

specific and limited to the tool (i.e., Microsoft Teams) used in this study. Further research 

is required to gain a better understanding of the possible impacts of different tools and 
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video-mediated settings on social interaction and language teacher education. By 

conducting new studies on various contexts, it can be possible to diversify interactional 

resources for video-mediated settings.  

Moreover, as this study demonstrated, integration of VMI into language teacher 

education provided new opportunities for pre-service teachers to operationalize their 

knowledge and work collaboratively for their course. Also, screen recordings of VMI of pre-

service teachers helped the teacher trainer and researcher observe their VMI and track their 

learning. It can thus be stated that more studies like this can be conducted in video-

mediated settings to track teacher learning for other courses in LTE.  Video mediated 

settings can also be used to design video-mediated video clubs for in-service teachers. As 

reviewed in literature review, previous video club studies were mostly conducted in physical 

settings, and there is not any study on video clubs in video mediated settings. According to 

the findings of the present study, it is possible that the use of video-mediated settings can 

contribute to video clubs, and provide new opportunities for in-service teachers to reflect on 

classroom interaction video clips collaboratively.  

Implications 

As this study demonstrated, the integration of video-mediated settings into language 

teacher education can have a positive impact on pre-service language teacher education. 

Since the use of video-mediated settings is getting easier especially after the COVID-19 

pandemic, there can be more projects or new courses which can be designed using different 

tools. In addition, various types of videos can be created for the curriculum of language 

teacher education. In this study, the participants watched and analyzed the recordings of 

different classrooms to have a better understanding of CIC. In future studies, the recordings 

of pre-service teachers’ practicum experiences can be used in video-mediated settings to 

provide opportunities for pre-service teachers to analyze their own practices in the 

classroom. Also, to conduct longitudinal research using video-mediated settings, the 

classrooms of these teachers can be recorded when they start teaching as in-service 
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teachers. By doing this, they can have an opportunity to compare their improvement of CIC. 

Furthermore, new materials using the affordances of video-mediated settings can be 

designed to integrate in-service teacher training. These materials can be used to improve 

teacher reflections on teaching practices, and to increase awareness of CIC.  

Conclusion 

This study set out to provide a micro-analytic investigation into the use of 

affordances of the video-mediated setting in pre-service teachers’ online group discussions. 

The investigation into the video-mediated discussion meetings showed that the participants 

used the affordances of the video clips on a shared screen as context-specific interactional 

resources (e.g., rewinding/fast forwarding the video, moving the cursor). In addition to 

diverse resources, this study also demonstrated that the participants recruited assistance 

in their analyses and cooperated and collaborated for the analyses using the affordances 

of the video clips and Microsoft Teams software.  

Taken together, the present study is important in furthering our understanding of the 

role of video-mediated settings in social interaction and language teacher education. Also, 

the findings suggest that the integration of video-mediated settings can provide new 

opportunities for pre-service teachers’ interactions, and they can also have a space to work 

collaboratively outside their physical classrooms. This can create new contexts for language 

teacher education, and video-mediated settings can be used to design new projects to 

improve collaborative works for teacher education. Since the present research has only 

considered the context of discussions on CIC on Microsoft Teams, more research on 

different tools is needed to develop a deeper understanding of the role of video-mediated 

settings in language teacher education. Thus, further micro-analytic research should be 

carried out to explore how the affordances of various video-mediated settings impact the 

interactional organization of language teacher education settings, and how these findings 

can be used to improve language teacher education.  
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APPENDIX-G: Yayımlama ve Fikrî Mülkiyet Hakları Beyanı 

Enstitü tarafından onaylanan lisansüstü tezimin/raporumun tamamını veya herhangi bir kısmını, basılı (kâğıt) ve 

elektronik formatta arşivleme ve aşağıda verilen koşullarla kullanıma açma iznini Hacettepe Üniversitesine verdiğimi 

bildiririm. Bu izinle Üniversiteye verilen kullanım hakları dışındaki tüm fikri mülkiyet haklarım bende kalacak, tezimin 

tamamının ya da bir bölümünün gelecekteki çalışmalarda (makale, kitap, lisans ve patent vb.) kullanım haklan bana ait 

olacaktır. 

Tezin kendi orijinal çalışmam olduğunu, başkalarının haklarını ihlal etmediğimi ve tezimin tek yetkili sahibi 

olduğumu beyan ve taahhüt ederim. Tezimde yer alan telif hakkı bulunan ve sahiplerinden yazılı izin alınarak kullanılması 

zorunlu metinlerin yazılı izin alınarak kullandığımı ve istenildiğinde suretlerini Üniversiteye teslim etmeyi taahhüt ederim. 

Yükseköğretim Kurulu tarafından yayınlanan "Lisansüstü Tezlerin Elektronik Ortamda Toplanması, 

Düzenlenmesi ve Erişime Açılmasına ilişkin Yönerge" kapsamında tezim aşağıda belirtilen koşullar haricince YÖK Ulusal 

Tez Merkezi / H.Ü. Kütüphaneleri Açık Erişim Sisteminde erişime açılır. 

o Enstitü/ Fakülte yönetim kurulu kararı ile tezimin erişime açılması mezuniyet tarihinden itibaren 2 yıl 

ertelenmiştir. (1) 

o Enstitü/Fakülte yönetim kurulunun gerekçeli kararı ile tezimin erişime açılması mezuniyet 

tarihimden itibaren … ay ertelenmiştir. (2) 

o Tezimle ilgili gizlilik kararı verilmiştir. (3) 
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"Lisansüstü Tezlerin Elektronik Ortamda Toplanması, Düzenlenmesi ve Erişime Açılmasına İlişkin Yönerge" 

(1) Madde 6. 1. Lisansüstü tezle ilgili patent başvurusu yapılması veya patent alma sürecinin devam etmesi durumunda, tez danışmanının 

önerisi ve enstitü anabilim dalının uygun görüşü Üzerine enstitü veya fakülte yönetim kurulu iki yıl süre ile tezin erişime açılmasının 

ertelenmesine karar verebilir. 

(2) Madde 6. 2. Yeni teknik, materyal ve metotların kullanıldığı, henüz makaleye dönüşmemiş veya patent gibi yöntemlerle korunmamış ve 

internetten paylaşılması durumunda 3. şahıslara veya kurumlara haksız kazanç; imkânı oluşturabilecek bilgi ve bulguları içeren tezler hakkında 

tez danışmanın önerisi ve enstitü anabilim dalının uygun görüşü üzerine enstitü veya fakülte yönetim kurulunun gerekçeli kararı ile altı 

ayı aşmamak üzere tezin erişime açılması engellenebilir . 

(3) Madde 7. 1. Ulusal çıkarları veya güvenliği ilgilendiren, emniyet, istihbarat, savunma ve güvenlik, sağlık vb. konulara ilişkin lisansüstü tezlerle 

ilgili gizlilik kararı, tezin yapıldığı kurum tarafından verilir*. Kurum ve kuruluşlarla yapılan işbirliği protokolü çerçevesinde hazırlanan lisansüstü 

tezlere ilişkin gizlilik kararı ise, ilgili kurum ve kuruluşun önerisi ile enstitü veya fakültenin uygun görüşü Üzerine üniversite yönetim kurulu 

tarafından verilir. Gizlilik kararı verilen tezler Yükseköğretim Kuruluna bildirilir. 

Madde 7.2. Gizlilik kararı verilen tezler gizlilik süresince enstitü veya fakülte tarafından gizlilik kuralları çerçevesinde muhafaza edilir,  

gizlilik kararının kaldırılması halinde Tez Otomasyon Sistemine yüklenir 

*Tez danışmanının önerisi ve enstitü anabilim dalının uygun görüşü üzerine enstitü veya fakülte yönetim kurulu tarafından karar verilir. 
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