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Abstract: This paper reports findings based on interview data from a professional teacher
educator who was a Numeracy Coach for a group of schools that participated in a research project,
Implementing structured problem-solving mathematics lessons through Lesson Study. The Numeracy
Coach was a higly-skilled professional teacher educator, whose position was such that she was both
a support person to the teachers and a participant in the project. Her insights into the processes and
effects of Japanese Lesson Study, on teachers, as well as herself, are extremely enlightening, and form
the data for this paper. While the evidence is from a single source, the evidence is consistent with
other projects into the effectiveness of the Japanese model of Lesson Study. Aspects of the project with
implications for teacher professional development are detailed.
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Introduction

This paper reports on some of the findings of
the Implementing structured problem-solving math-
ematics lessons through Lesson Study project, funded
by Deakin University. The practice of Lesson Study
has been recognized, world-wide, since it first came
to attention through the Third International Mathe-
matics and Science Study (TIMSS) video study (Sti-
gler, et al., 1999), as being the best example of ef-
fective professional development (Vermunt, 2014;
Dudley, 2015). There has been enormous growth
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of Lesson Study activity in the USA (Lewis, et al.,
2006), with more recent large-scale adoption in the
UK (Dudley, 2015), South-East Asian countries,
many African countries, and Australia (e.g. Widjaja
and Vale, 2013).

As part of this project, participating teachers
and a Numeracy coach were interviewed through-
out the Lesson Study cycles, and the perspective of
the Numeracy coach, a subject specialist, on the ef-
fects of Lesson Study , is the basis of this paper.
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Japanese Lesson Study

To the casual observer, Japanese Lesson Study
may seem like a simple idea. Teachers with a com-
mon focus meet and plan lessons together. These
lessons may have a focus on building skills or under-
standing, and are known as “research lessons”, which
are taught by one teacher, and observed by, not only
all of the teachers who are doing the planning, but
also by observers who, at one end of the spectrum,
may come only from the teachers’ own school, or, at
the other end, may come from all over Japan (see,
for example, Lewis and Tsuchida, 1998). A de-briet-
ing session (post lesson discussion) follows the les-
son, where the lesson is discussed at some length,
with modifications often suggested by the observ-
ers, who normally include an invited academic or
“veteran teacher”, also known as the “knowledge-
able other”. This knowledgeable other summarises
the discussion and provides supportive and educa-
tive comments on aspects of the research lesson (for
a detailed account of the the role and practices of the
“knowledgeable other” see Takahashi, 2014).

According to Lewis (2002), the four steps to
creating and conducting a Lesson Study cycle are:
collaborative planning by teachers; teaching or ob-
serving the lesson as it is taught; teacher discussion
of the lesson; and reflection on the learning from the
lesson. This closely resembles other suggestions for
effective teacher professional development as found
in Ricks (2011) on process reflection, and Joubert
and Sutherland (2009) on effective Continuing Pro-
fessional Development (CPD). For a more detailed
description of Japanese Lesson Study, see Takahashi,
2006.

Thus, in the Japanese Lesson Study model, re-
search lessons serve as the basis for teachers to be re-
flective practitioners, as they give and receive feed-
back, analyse students’” learning, and reflect on les-
sons during a post-lesson discussion. Ricks (2011)
claims that “teacher reflection is vital for teachers’
development by generating knowledge grounded in
practice” where reflection is “a process of developing

and testing ideas in the crucible of action” (p. 251).
Further, Darling-Hammond et al, (2009) found
that “intensive professional development, especially
when it includes applications of knowledge to teach-
ers planning and instruction, has a greater chance
of influencing teaching practices and, in turn, lead-
ing to gains in student learning” (p. 9). We contend
that Japanese Lesson Study is a model of such effec-
tive professional development; is grounded in prac-
tice; and tests ideas in the crucible of the classroom.
Further, it fits the Joubert and Sutherland (2009)
finding that a “key recommendation emerging from
the literature is that professional development pro-
grammes should be grounded in classroom practice,
allowing teachers to experiment with new ideas and
reflect on their experiences of doing so” (p. 21).

The Project

The Implementing structured problem-solving
mathematics lessons through Lesson Study project
ran from 2012 until 2014. The project was located in
a metropolitan region of Melbourne Victoria.

Interviews were conducted on a regular ba-
sis with participants in the project, and the extracts
reported here are drawn from two of the interviews
with the Numeracy Coach. According to Xu and
Pedder (2015) in their review of research into Les-
son Study, there is an

absence of the kind of theoretical work nec-
essary for explaining how and why teachers
learn both collectively and individually in LS
contexts, and how features of LS procedures
and contexts support and contribute to the
individual and collective learning of teachers
in LS. (p. 48)

In this paper we attempt to address this ab-
sence through the examination of interview data
provided by a professional teacher educator, em-
ployed by a group of primary and secondary schools
to support and improve teachers’ effectiveness in
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mathematics. The interviews were conducted in
2012 and 2013, at the completion of Lesson Study
cycles.

The Numeracy Coach

“In some jurisdictions coaches, also known as
mentors or expert teachers, provide a critical role in
the establishment of professional learning commu-
nities through the development of openness, trust,
and teamwork among colleagues” (Kostogriz, et al.,
2013, p.34). At the time of the project, “In each edu-
cation region of Victoria networks of up to 25 pri-
mary and secondary schools in geographic proxim-
ity [had] been formed” (Vale, et al., 2010, p. 48) and
in these networks, coaches “... support the school
and middle level numeracy leaders, coach individual
teachers in the teams and attend professional learn-
ing team (PLT) meetings” (Vale et al., 2010, p. 34).
These Coaches were drawn from experienced class-
room teachers, who, in the case of Paula (a pseudo-
nym), was also an experienced mentor to teachers,
and a well-known, and highly regarded presenter at
mathematics education conferences.

In the light of her expertise and role within
the network, it was fortunate for the Lesson Study
research project that it had a Numeracy Coach as
part of the team, as “after teachers and school lead-
ers, coaches are the next most important change
agents in schools (Fullan & Knight 2011). Success-
ful coaches develop constructive relationships with
individual teachers and build a culture of collabora-
tive inquiry about their work (Knight 2011)” (cited
by Kostogriz, et al., 2013, p. 122).

Paula’s perspective on the project, then, was
from that of a professional teacher educator, al-
though she participated also as a teacher member
of a Lesson Study planning team. This meant that
in her interviews she was able to comment more
broadly than the teachers, and gave her impres-
sions as a school-based, professional teacher edu-
cator. Yarema (2010) suggests that “Lesson Study

. offers the opportunity for teacher-educators to
study teachers’ thinking in a community setting” (p.
5) and this was borne out by Paula’s comments in
her interviews. Further, because of her teacher edu-
cator background, Paula also had a strong focus on
the procedures and contexts of the research project,
as shown in her comments about the project cited
below.

Personal effects

Her dual position as Coach and participant
in the research project was problematic for Paula,
for, as she says “I found it very challenging for my-
self in my role. I felt that I was sort of being very
much directed [by the university team] not to share
[my ideas or knowledge], but I found that really dif-
ficult when they [the teachers] came to a brick wall”
(Interview 3 transcript, p. 5, Line 16). Also, she per-
ceived other pressures from the university team:
“when I actually trialled the lesson [and] ... I had
shared [my findings] with the planning group ... it
wasn’t appreciated [by the university team]” (Inter-
view 3 transcript, p. 5, Line 22).

Further, as her professional role was to men-
tor teachers, when trialling one of the mathematics
tasks for a research lesson, she

had a different purpose for why I was doing
the lesson, I actually modelled it with 25 by
3 and I had specific purposes of why I chose
25. ... that was the challenging bit and I sup-
pose for myself that goes back to that I real-
ly wanted it [the project] to be much more
about teachers building content knowledge.
(Interview 3 transcript, p. 5, Line 27)

This is to say, she was intent on experimenting
and trialling ideas for her role as Numeracy Coach,
not simply trialling for the research lesson planning.
Paula also found that the project had changed some
of her own practices: “I definitely get kids to share
and talk about their work, but now I'm very stra-
tegic with whom I'm selecting and in what order”
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(Interview 3 transcript, p. 7, Line 18). This was in
response to learning about anticipating student re-
sponses to tasks, and ordering responses in terms of
their mathematical sophistication, as part of lesson
planning, in the Japanese Lesson Study model.

The “knowledgeable other” who delivers the
comments and concluding remarks in a post-lesson
discussion provided Paula with insights into “how
to be critical but not nasty” when commenting on
teacher lessons, which she does as part of her coach-
ing work. A further incidental benefit of the pro-
ject, according to Paula, was that it raised her profile
within the Netwok and enhanced her other Network
numeracy work.

Teacher effects

Paula noticed the effects of the project on the
participants, and made comments in her interviews
about what she had noticed. There were four main
themes. The first of these focused on the effects of
professional readings. The research team provided
professional readings about the Japanese model of
Lesson Study to the participating teachers, which
Paula saw as emphasizing how Lesson Study links
research to practice, and thus can build, not only
teacher pedagogical knowledge, but also teacher
content knowledge.

Another theme was the high value put on
of the sharing of experiences and resources, across
schools, with a highlight being a first year teacher
learning from a teacher with twenty years of expe-
rience.

Paula noted that trialling a task in one’s class-
room “really increased the discussion - it was funny
because the people who hadn't trialed it, you could
see really felt out of the discussion” (Interview 3
transcript, p. 5, Line 55). She suggested further that
trialling the task was critically important, because it
made teachers think about the implications of the
language and about student responses to the task, a
comment echoing Takahashi’s (2006) statement that

In Japan, these anticipated solution methods
will include not only the most efficient meth-
ods but also ones caused by students’ misun-
derstandings. Thus, anticipating students’ so-
lution methods is a major part of lesson plan-
ning for Japanese teachers (p. 6).

This suggestion re-appeared in a comment
about how anticipated responses, found in trialling,
provided insights into student thinking that turned
out, as in Japan, to be critical for effective lesson
planning.

The effect on the teachers of trialling tasks
with students, supports Timperley’s (2008) sugges-
tion that

Change appears to be promoted by a cyclical
process in which teachers have their current
assumptions challenged by the demonstra-
tion of effective alternative practice ... and
observe resulting improvements in student
outcomes. (p. 18).

Based on Paula’s perceptions, it appears that
actually trying something in one’s own classroom
can confirm, or not, what works, and provides evi-
dence to convince others. In the case of trialling the
research lesson task, it also meant that the planning
team had evidence to support their discussion and
lesson planning. Pauls also thought that a general
benefit to the teachers who actually taught the re-
search lesson was that they were now “noticed” by
their colleagues and the school leadership, building
their professional confidence.

Other effects

Paula’s comments on broader aspects of ben-
efits of the Japanese Lesson Study model focused on
issues around collaboration. In particular, she saw
teams across schools as a very valuable aspect of
the project. Further, she also valued the team build-
ing highly - the idea of developing a culture of “we”
rather than “T”.
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In terms of particular aspects of the Japanese
Lesson study model, Paula emphasized the value of
the lesson observers, including the “knowledgeable
other”, whose role is to offer insights into the lesson
content and children’s learning. The other observ-
ers re-inforce the team aspect of Lesson Study in
that they, too, focus on the planning team, not the
individual teacher. Overall, Paula saw involvement
in the project as building teacher confidence, to the
extent that “I actually saw them like little peacocks
puffing out their chests, you know I'm here, I'm pre-
senting, what I'm doing is really worthwhile, people
have come to listen to me” (Interview 3 transcript, p.
2, Line 14). Further, although Paula could not estab-
lish a real causal link, she stated that

as a result [a teacher] is a really good exam-
ple of someone who as a classroom teacher
is doing a great job, but as a part of this pro-
ject has actually been highlighted and now is
the numeracy co-ordinator at the school. And
the same thing happened to [another teacher]
too, great classroom teacher but his practice
was spotlighted as a result of the project (In-
terview 4 transcript, p. 2, Line 39)

For the leadership of the school, Paula thought
that the Japanese Lesson Study model of profession-
al learning introduced principals to a valuable mod-
el for their schools, and that they were now talking
to their Lesson Study project teachers about what
they were doing.

However, Paula raised one issue with respect
to the Research Lessons. She, insightfully, pointed
out that they should not be “one-off” lessons, but be
part of the team’s usual unit of work. In her view this
would make the research lessons more meaningful
in the context of the classroom. In fact, this was tak-
en up when, later in the project, some research les-
sons were embedded in units of work.

Paula’s final comment on the project was that
“the hierarchy: university mentors, Network staff,
principals, and classroom teachers, all helped make

this a unique and valuable experience” (Interview 4
transcript, p. 5, Line 32).

Conclusion

Reading through the transcripts of interviews
with Paula, it is clear that she valued the collabo-
ration engendered and supported by the Japanese
model of Lesson Study very highly: her comments
cited above demonstrate this too. This procedure of
collaboration showed in team building, the “we” not
“T", and the sharing of experiences between teach-
ers with vastly different numbers of years of teach-
ing experience.

Another process in the Japanese model of Les-
son Study that was considered productive was the
trialling of the research lesson tasks with students
not in the research lesson class. The evidence of stu-
dent responses to the task that these trials provided
stimulated discussion and gave the lesson planning
team a basis for the anticipated student responses
section of the lesson plan, as well as for the organi-
zation of the whole class discussion.

The context that builds confidence is found
in lesson planning with colleagues, whether across,
or within, schools, working on a joint project, and
going public in a safe, supportive environment. The
public research lesson is possibly the most confront-
ing aspect of a Lesson Study cycle: yet Paula did not
comment on this aspect of the cycle, apparently be-
cause the teachers did not express or exhibit any
concerns.

Benefits to teachers in Lesson Study projects
is not limited to improved content knowledge, but
is also found in increased confidence, and a raised
professional profile with one’s colleagues.

The over-arching context for Lesson Study in
this project was supportive principals who re-organ-
ized classes and provided time for lesson planning
team meetings, and, again, in Paula’s words, “the hi-
erarchy: university mentors, Network staff, princi-
pals, and classroom teachers, [who] all helped make
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this a unique and valuable experience” (Interview 4
transcript, p. 5, Line 32).

Implications for practice

While this paper reports the view of a sin-
gle person, the professional position and experience
of that person cannot be discounted. Quite clear-
ly Paula valued some aspects of the Japanese Les-
son Study model more than others. The most valu-
able aspects can be summed up as: support from the
school leadership and outside mentors, trialling les-
son tasks in order to generate anticipated student re-
sponses, and collegiality in lesson planning.

Each of these is multi-faceted, and have dif-
ferent implications for other groups of teachers. The
support of the school leadership is, undoubtedly, vi-
tal: classes may need to be re-arranged for planning
meetings, teachers may need to visit another school
if the planning team is across schools, and so on.
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Bpajan Jour, Cysu Ipys3
Konun Bejm, Bentu Bupsaja

Hleaxun YHuBepsurert, Ilegaromxn dakynrer, Men6ypH, Ayctpanmja

JamaHncka ,,cTynuja yaca“: OCBPT MHCTPYKTOpa padyHamba

Pesume: Y osom pagy ilokyuasamo ga UCuilamo Koju acilekiiu citigyjuje jaianckoi vaca
umajy yimuyaja Ha HacltlasHu4KU pag, aHanusupareem Uogaiiaka ca uHitepsjya Koju cy go5ujeﬂu
og ﬁpogﬁecuownuoi UHCIUPYKILYPA HACIIABHUKA, KOjU je 3afioc/ien y 1Pyl OCHOBHUX U Cpegrbux
wKona ga ou odomuiao egémcacuocm HaciiasHuka Upunukom gprcara Hactiiase maiiemaitiiuke.
Wninepsjyu cy eohenu iwiokom 2012. u 2013. fogune, tio 3aspueitiky yuxnyca Ciiyguja waca a y
yumwy Vminemeniiayuje ciupyxilypantoi peuiasaroa MameMaluuKux apo&zema Kpo3 ipojexait
Cinyguja uaca, xoju je ipajao og 2012. go 2014. y wikonama Koje ce Hanase y MeimipoionuiticKkom
peiuony Mendypua y Aycipanuju.

Iogayu unitiepsjya, Koju cy 08ge 0djasmwenu, y3eiiu cy U3 géa UHIePsjya ca UHCTUPYKITLYPOM
pauyHarea. IHCpyKiiLyu pauyHarea cy Sumu UCKycHu HaciiasHuyu, anu y cnyyajy Ione (iiceygonum),
UHCTHPYKTHOPKA pauyHatbd je UMAna UcKyCciiéa u Kao MeHiiop HacilasHuyuma u Suna je yerveHu
cifipyurak u3 odnaciiu maiiemaimiuukoi odpasosara. Y ceeiliny tweHe excilepitiuse u ynoie y
0KBUDPY WIKONCKUX UpojeKatiia, SUo je 6eoma 8axHO ga ce UCHipace upojekitiu Ha Kojuma je duna
084 UHCTHPYKIOPKA pauyHarwa Kao unax wuma. Ionuno euberwe yumesa tipojexitia je eubhetrve
ipoecuonantol UHCTHpPyKilypa HacimiasHuka. 1o je 3anuusno ga je y unitiepsjyuma gasana wupe
0gio6ope Helo HACTHABHUUU U CAOTUWINAATA e c80je YIlluCKe KA0 UHCTUPYKILOP HACIIA6HUKA KOjU
pagu y wKonu.

Ilona je tpumeitiuna egexilie UpojeKilia HA YueCHUUUMA U CHIABUNA je KOMeHTHape y
uHiepsjyy o iiome wiia je upumeiniuna. Jegana og Ilonunux oticepsavuja muyana ce clpy4Hux
unanaka. Vicipaxcusauku mum je fiponauiao ciipyune unanke o jailanckoj Cillyguju uaca 3a
HacillasHuke Koju cy yvecitieoeanu, koje je u Ilona sugena kao ucimiuyare xaxo ce Ciiyguja waca
iiose3yje ca Upakcom u waxo moxe ga Ciléopu, He camo HACTHABHUYKO ilegaiouiko 3Harve, 6eh U
cagpicaj 3Hara HACABHUKA.

Jowts jegan aciiexii xoju je tioxperyna Ilona je duo ga eucoxo epegHosanu yuecHuyu 0ygy y
molyhHocitiu ga gene uckyciti6o u ussope, mehy wikonama u usmehy HaciliasHuka, ca Hainackom ga
HACTHABHUYU KOjU CY HoueTHHUYU OYgy ca HACTIABHUYUMA KOJU UMAjy géageceili 10guHA UCKYCTH8A.

Ilona je upumeiiuna, ga je ucipodasajyhu 3agaitiak y c60joj y4UOHUUU, HOGCHIAKLA
HactiasHuke ga ce 6uuie gyde y guckycuje WoKoMm caciliaHaka Ha KOjuma cy ce UnaHupaiu 4acosu.
IIpegnoxuna je ga je uciipodasarve 3agatika KpUMUUKYU 6AXCHO jep je o HAlllepano HACiaéHuKe
ga pasmMulubajy 0 UMUAUKAuyUjama jesuka u CiulygeHmcKkum ogiosupma Ha inanupare sagailixe.
Hame Ilonune oticepsayuje cy ce iiuyane 3Ha4aja uogpuike Kojy cy upyianu gupekiiopu wxosnad,
3a cacillanke HA KOjuma ce Upasuo iiaH 4acosa, peopianu3osarvem WKOACKOT 8peMeHa U 4acosa.
IIpema ITonu, koneiujantociti moxce ga dyge Haj3axiiesHuju actiekiti jaiarnckoi mogena Citiyguje
4aca, y yumwy yciieuine umiliemeninayuje u 3axitiea ogpuKky u iogciiuyaj wKoicke yipase.

Ceeodyxeatire Ionune oticepsayuje u pomaipara HAILAUABA]Y YUHIEHUYY ga UCKYCHU
UHCTAPYKTHOP HAcTHaBHUKA Moxe ga Oyge Kpumtiuuku Pakiiop 3a ugeHmupuxayujy yuera u
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paseoja HaciasHuka kpo3 uckyciiea Ciyguje uaca. Ha tipumep, 3snauaj ipodHux 3agaitika 4aca
je y mome wiiio HaciliasHuyu godujajy ugeje o 0giosopuma ciliygeHaimia u 4uHe ga unavuparoe
uaca 6yge witio Somwe. VIminukayuje cy wakee ga céu moly, u moxga wpeda ga ucipodasajy Hose
ugeje y yuunuyu xoje je Ilona upuxaiiuna y ceom pagy. Ilona je gana unitiepecanitian KOMeHinuap
0 capagru HACHIABHUKA Y THOKY caciiaHaka Upuipemarea 4acosea, ga cy ce jeuuke KOHCULypKuuje
HACTABHUKA eOMeHUA 0g ,ja" HaA ,MU".

Konitiexciti y kome ce usipahyje tiospeperve HACTABHUKA e Y UnAUpParby 4acosa ca koneiama,
Ousno ga je o ca Koneiama u3 gpyiux wikona uau y cé0joj uiokau, unu ca Kneiama Koju pag Ha
3ajegHUYKOM UPOjeKilly U KOju ja6HO HACWLYUAjy ¥ CUIPHOM OKpyicervy Koje Upyxica u ogpuiy.
JasHo ucitipaxcearve uaca je éeposaiino Hajimiencu aciexii yuknyca Cilyguje uaca: uiax Ilona
HUje KoMeHIlapuacana 08aj ackeili ukayca, ouuinegHo 3601 woia witio HACA8HUYU Koju cy Sunu
YKIbyueHU HUCY U3paxasanu unu ioxkasueanu ouno kakee Hegoymuye. lllia euue, godpoduiil 3a
HaciliasHuke y ok6upy 0601 upojexitia Huje Suo oianuuen Ha Hodomuiaree cagpiajHol 3Harwa, eeh
y 6ehem flosepervy U WO Cy Koseie UPOPecUOHANHO UeHUe 8UuLle jegHu gpyie.

Kmwyune peuu: jauarcka ,,citiyguja uaca‘; MeHmOPpCKU pag, UHCTUPYKILOP, UPOpecuoHanHu
pa3e60j HACTHABHUKA.
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