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Project Report: 28 October2013
Title: LessonStudy:investigatingand developingthe professionallearning of trainee teachers.

1. Executive summary

What did we want to learn? Our key area of interestis summarised in the following question:
What is the impact of student-teachers and their mentors engaging collaboratively in Lesson Study
during teaching practice placements?

Who could use thisresearch and why? Student-teachers, mentors, schools, universities and
sponsors of teacher education programmes are the likely end-users of this research. Inrecent years,
there has been more and more emphasis on bridging the gap between theory and practice ininitial
teachereducation programmes, while schools take more and more leadership of the process. Time
for engagementinreflection can be squeezed if the focusis on ‘technicist’ approachesto meeting
individualteaching standards (for example, DfE 2012). Holisticunderstanding of pedagogy is the
focus of Lesson Study and we explored its feasibility and effectiveness in student-teacher school
placements to enable participants to explore and develop their pedagogy.

What did we do? Twelve Lesson Study case studies were successfully completed duringthe course
of 2102-13 in eight schools with nine mentors and 12 student-teachers completing at least two
research lessons. Data were collected from planning and evaluation meetings, lessons, lesson plans
and materials, end of projectindividual and focus group interviews. Planning and evaluation
meetings, individualand focus group interviews were subjected to detailed content analysis.

What didwe find? Inthe 12 completed projects, all participants welcomed and valued the
opportunity to engage in Lesson Study. From analysis of lessons and lesson evaluation meeting
transcripts there was evidence of accelerated integration into teachers’ way of thinking, planning
and teaching. Principal benefits were that the process engaged mentorand student-teacheras
learning-partners (mutualengagement), so that they confronted the complexity of teaching and
learningearlyin the teaching placement and participated from a ‘we’ inclusive perspectivein
collaborative exploration (joint enterprise). These perspectives are all elementsin understanding the
transition of student-teachersinto theirchosen profession, into pedagogic Communities of Practice.
Thisresearch began from this perspective and concludes by arguing thata more complex
understanding of the continually emergent work of the teacher can be more effectively captured
throughtheideaof ‘pedagogicliteracy’ (aholistic, enquiry-oriented and reflective understanding of
teaching). Student-teachers began tentatively, but during the second research lesson, they worked
withincreased confidence (decisionalautonomy, Hargreaves and Fullan 2012), while understanding
the importance of working and learning with others (interdependence). Following the second
research lessons, all participants reported stronger understanding of pupils’ learning. Thisled them
to explore teacher-centred approaches (shared repertoire resulting from collaboration with mentors
and observation of pupils’ learning?).

What are the implications forteacher education? As a result, we are encouraged to believethat
Lesson Study can be incorporatedintoteaching practice placements provided that the mentors are
committed to explore their pedagogicliteracy and that of their mentees. We believe that more case
studies of Lesson Study in ITE should be undertakento explore how the process can be most
effectivelyimplemented. In this project, there were ‘time-related’ challenges and four ‘cases’ were
not completed due to workload and healthissues. While Lesson Study appears to be highly

1 To avoid confusion, traineeteachers are referred as student-teachers and their learners as pupils. The term
‘student’ is avoided for this reason.



formative and feasible in ITE, it requiresinvestment of time and resources to enable its successful
application.

2. Introduction

Farrell (2006, 218) arguesthat teachereducation programmes should work on whatit meansto be a
teacherratherthan on the transmission of individual teaching competences or standards. This
change of focus would involveashift fromthe current ‘managerialism’ of observingand assessing
teachersforevidence of discrete standards (O’Leary 2014), but would provide foramuch more
reflective and sustainably creative teacher workforce. Hiebert, Morrisand Glass (2003, 202) argue

that programmes should prepare new teachers fora professional life of continual learning:

...... by focusing on helping students [student-teachers]acquire the tools they will need to

learn to teach rather than the finished competences of effective teaching.

Such a focusis essentialif teachers are to cope effectively and sustainably with the unexpected and
teachin learner-responsive ways. Implicitinthis view isthe process of becoming a ‘professional’, of
beinginculcatedinto away of being and of seeing teachingas much more than a sum of parts, in this
case competences. This transition of individuals into new professional groups, through acomplex
learning process, is the basis for the concept of Communities of Practice. In attempting to support
student-teachersin making the transition into their chosen profession, and particularly in helping
them develop contextualised knowledge, understanding and skills, ‘Lesson Study’ has been used
here as a vehicle to support the development of long-term and sustainable pedagogicskills (O’Leary
2014; Stiglerand Hiebert 1999; Cajkler, Wood, Norton and Pedder2013). Lesson Study isan
approach forimproving pupil learning through collaborative development of lessons, commonly
used by teachersinJapan butits useis growing particularly inthe United States and more recentlyin
the UK (see Dudley 2011; Galanouli 2010; Norwich and Ylonen 2012; Cajklerand Wood 2013a/b).
Lesson Study is ‘a systematicinvestigation of classroom pedagogy conducted collectively by a group
of teachersratherthan by individuals, with the aim of improving the quality of teachingand
learning’ (Tsuiand Law 2007, 1294). Consequently, it has the potential, inthe words of Hiebert et al
above, to help student-teachersfocus on ‘the tools they willneed tolearn to teach’ (ibid 202) rather
than merely seekingto provide evidencethatthey meetthe criteriafora setof individual ‘finished’
craft skills. Influenced by such thinking, we piloted the use of Lesson Study with student-teachers of
geography and modernlanguages during theirinitial teacher education programme (P ost-graduate
Certificate of Education, PGCE) in partnership with twelve secondary schools. Our objectives for the

research were to:



1. introduce andfamiliarise beginning teachers and school-based tutors with the Lesson Study
framework

2. aidbeginningteachersandschool-based tutorsto complete two cycles of Lesson Study

3. analyse the processes and outcomes of the two Lesson Study cyclesin supporting
professionallearning and dialogue

4. reportto the Society for Educational Studies and participants the mainfindings, using these
as a starting pointfor wider utilisation in developing the professional learning of beginning

teachersandtheirschool-based placements.

3. Project Objectives and Theoretical Framework

Initial teachereducation (ITE) can be characterised as a process of inductioninto a professional
culture or group. Thisinductive processis central to the theoretical framework of Communities of
Practice, an increasingly common way of understanding the development of professional expertise.
However, whilst the centrifugal forces responsibleforthe induction of anindividual into any given
community of practice may be apparent,itislessclearhow individuals might be aided in making

more rapid and positive transitionsinto professional contexts and groupings.

The research project studied the feasibility of including ‘Lesson Study’ in ITEand its effectiveness as
a vehicle forcollaborative exploration of the pedagogic cycle (planning-teaching-observation of
learning followed by lesson evaluation and refinement) by student-teachers and mentors as a basis
forinducting student-teachers into professional communities. Typically, an LS cycle involves asmall
team of teachers planninga ‘research lesson’. The basic method centres on agroup of teachers
workingtogethertoidentify alearning challenge faced by pupilsinresponseto which they planand

evaluate aresearchlessonin collaboration.

Thislearnerfocusisan essential feature of Lesson Study (LS). One team member teaches while the
others observe for effects on pupils’ learning (how the learning challengeis met), the usual focus of
observation beingtwo orthree pre-identified case pupils. The lesson, not the teacher, is subjected
to systematicanalysis by participants, hence the name ‘research lesson’. The evaluation of the lesson
draws on the observations of pupil learningin ordertorevise the lessonforteachingto a parallel

group or prepare subsequentlessons.

The relatively fewevaluations of Lesson Study in ITE, conducted to date, suggest that using LS in ITE
contributes significantly to student-teacher development (forexample, Chassels and Melville 2009;
Myers 2012). Lesson Study, itisargued, offers prospective teachers opportunities to prepare for
teachinginlearner-responsive ways. Typically, a Lesson Study cycle will follow the stages presented

infigure 1 below.
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Figure 1: the Lesson Study cycle

In 2012-13, this model wasimplemented in atotal of nine schools by twelve mentorand student-
teacherteams. We used the model inthe context of the Post-graduate Certificate of Education, a

one-year|TE programme, in particular during teaching practice placements in partnership schools.

We used Communities of Practice as the lens through which to study student-teacher and mentor
perspectives about the impact of Lesson Study, expressed ininterviews, and to study their
interactionsin planningand evaluation meetings. In Communities of Practice, mutual engagement,
interactingand thinking together (Wenger 1998), is an important guiding concept. We were
interested in how student-teachers settled into their departments during teaching practice
placements in a process of mutualengagement (Wenger, 2000), in association with a mentor,
working on planning and teaching. Wenger (2000, 227) describes such collaboration as ‘doing things
together, talking, producing artifacts’ to encourage and develop shared meaning. The result of
engagementinacollaborative Lesson Study project should, if successful, lead to the student-teacher
feeling part of a pedagogiccommunity of practice. Our model of Lesson Study was set up to enable
student-teachers and mentorstowork togetherina ‘joint enterprise’ (Wenger 1998, 73) with the

objective of designing, teaching and evaluating ‘aset of shared resources or ‘shared repertoire’



(Wenger 1998, 73), in this case a cycle of two research lessons. Communities of Practice provide the
framework for evaluation of Lesson Study as avehicle forinducting student-teachers into pedagogic
practices and reflection. Inaschool placement, the student-teacherbegins asanovice peripheral

member of the teachingteam with the mentoras the central expert.

By engaging with Lesson Study, the intention was to aid the student-teacherto become amore
central member within a pedagogiccommunity of practice, Lesson Study acting to make the
transition more rapid than has been the case in traditional ‘parallel’ forms of teacher education.
Traditionally,the mentoracts as supervisorin arelationship characterised by observation and
reflection; thisisa process which often leads to student-teachers ‘living’ and working in a parallel

space to the department, rather than becoming effectively integrated into its cultures and practices.

3.1 Introduction of Lesson Study to beginning teachers and school-based tutors

Duringthe course of the one-year PGCE course, there are two 8-week teaching practice placements
indifferentschools, the first (Phase A) in November-December and the second (Phase B) from
March to May. Three schools engagedin Lesson Study for both Phase Aand B in 2012-13, while six

agreed to participate in one phase only.

Researchers metwith 9 school-based tutors and beginning teachers (4 student-teachers from
geography and 4 from modern languages) in mid-October 2012 to introduce and familiarisethem
with the format of Lesson Study and the practicalities of carrying out a Lesson Study cycle. Our
framework drew on Dudley (2011) about which the participants were given guidance material. Of
the nine mentor-student-teacherteams who were inducted into the Lesson Study process two
withdrew shortly thereafter, leaving seven Phase A projects completed (two 11-14 middle schools

and five 11-16 schools).

Cycle 1 commencedin November 2012 as planned: preparation of a research lesson, lasting 2-3
hours. Preparation meetings were audio-recorded by the seventeams. In November/December
2012, thefirstresearch lesson was taught by the school-based tutorsin each school, video recorded
and observed by other group members, focusing on evidence for pupil learning. Reflection on the
firstresearch lesson (audio-recorded) led to modifications to the lesson to be taught by the
beginningteachertoa parallel group, thus completingthe lesson study cycle (asin Figure 1). The
traineestaught theirresearch lessons and these were collaboratively evaluated with the mentorand
with a visiting university tutor. Five teams achieved a cycle of two lessons; one geography team

conducted a cycle of three lessons and one team managed to dotwo cycles of two lessons.



For Phase B (March-June 2013), eightteams were inducted in asimilar way although one had to
withdraw almostimmediately for health reasons (11-18 school). Five cases completed the whole
process (inthree 11-16 and one 11-14 school) and one partially completed (an 11-14 school).
Similarly with Phase A, data were gathered including end-of-projectindividual interviews, followed

by focus group meetings of mentors and student-teachers.

4. Research Methods

For the research data analysis, we ended the yearwith 12 case studiesin two teaching practice
placements. Insummary, in nine schools during the course of the year, it was possible for the
mentor and student-teacherto engage in collaborative planning, teaching, observation and
evaluation of tworesearch lessons. In two placements, the process was repeated so thatthe trainee
was engaged inthe collaborative planning of a total of four research lessons. Intwo placements,

three researchlessons were completed.

Seventeams of beginning teachers and their school-based mentors engaged in the projectin Phase
A (October 2012 - January 2013) for the first teaching practice and five teamsin Phase B (April 2013 -

June 2013). Six of the cases were in geography and sixin modern languages.

Unfortunately, four projects were not completed to their conclusion although aspects of the process
were applied e.g. observations focused on pupils’ learning. On the otherhand, there were some
unexpected gains. Infourschools, the Lesson Study team was composed of a trio of teachers
(mentor, student-teacher and other member of the department). Three student-teachersincluded a
‘feedback-from-pupils’ stage in their projects and recorded the perspectives of their pupils about the
research lessons. One of the trainees (geography) produced a DVD of her experience and learning
from Lesson Study and this was usedina whole-school training event toinduct other staff into the

process of Lesson Study.

The 12 case studies generated asignificantamount of data (meetingtranscripts, lesson plans,
resources). Transcriptions were completed for each planning and evaluation meeting and subjected
to stanza analysis (Gee, 2011) to identify the thematicepisodes in each meeting and prepare the
ground for much more detailed discourse analysis. Post-Lesson Study interviews with participants
were conductedin January andJune 2013 and transcribed for detailed content analysis. InJune
2013, twofocus group meetings were held to discuss experience of Lesson Study anditsimpacton

mentorsand trainees.

Our evaluation of the projectanditsimpact on student-teacherand mentordevelopment was

gualitative and inductive, drawing on analysis of recordings of mentors’ and student-teachers’



planning and evaluating research lessons, observation notes, DVDs of research lessons and lesson -
plans. We explored transcripts of planning and evaluation meetings from a Communities of Practice
perspective (Yandell and Turvey 2007), but were also informed by other frameworks, notably
reflective practice (Schon 1983) and Pedagogical Content Knowledge (Shulman 1986). Engagement
with the latter helped usto see the development of teachingas a holisticprocess thatgrowsas a
result of collaborative engagementin the observation of teachingandlearning. Atthe end of the
school placement, twelveindividual informant-styleinterviews (Powney and Watts 1987) were
conducted with twelve student-teachers and eleven with mentors (one withdrew before interview).
These interviews (finalcolumnin Table 1 below) elicited accounts of professional learning as

mentors and student-teachers were asked to recount theirengagementin the process.

At the end of the whole programme inJune 2013, student-teachers came togetherforfocus group
meetings during which they discussed their experience of teaching placements with and without
Lesson Study. Four mentors responded to aninvitationtoform a focus group to review the project.

This meeting was transcribed and analysed for mentor perspectives about the impact of Lesson

Study on mentorand student-teacher engagementin collaborative learning.

Data generated were analysed and interpreted through the lens of Communities of Practice (Wenger
1998, 2000) with both researchers engaginginaconstant comparison analysis, sweeping through
transcripts to identify and compare themes (Powney and Watts 1987). The followingtable offersan

overview of the variety of datathat the lesson studies generated.

>
S Planning Activity ‘ Lesson ‘ Evaluation 2
)
) (]
< Meeting S &
g 3
e Audiorecord e Observation e Audiorecord c 5
© (%)
B e Saveoutputs notes e Amendments | o §
2 > &
g e Plans e Pupil work e New plan (if 2
e Resources e PowerPoints applicable)

Table 1: data collected during teaching placement Lesson Study cycles

Discourse analysis of the planning and evaluation meetings of teachersinvolved in the LS process

was beguninJune 2013 and will be continued to explore mentor-trainee discourse.



5. Findingsfrom the project
The findings are presented underthree headings:

a) Student-teacherperspectives
b) Mentor perspectives

c) Structure of planningand evaluation meetings.

5.1 Student-teacher perspectives

The interviews werefirst divided intoidea unitsand then eachideaunit was examined for themes
by the two researchers. Comparative content analysis of idea units (Powney and Watts 1987, 165-

67) of student-teacherresponses by the two researchers led to the identification of the following

seventhemes (seetable 2).

Themes % of idea units
1 | Impact onstudent-teacher practice development and learning 24.2
2 | Teachingapproaches (pedagogy) 22.6
3 | Student participation and progressinlessons 16
4 | Student-focused observation (engagingin observation) 12
5 | Collaborationinplanningand workingtogether 12
6 | Potential of Lesson Study incl. constraints 7.5
7 | Summative evaluation of Lesson Study 5.5

Table 2: Themesfrom analysis of post-Lesson Study interviews

Discussion focused principally on the impact on student-teachers’ learning and their practice i.e.
pedagogy featured very strongly (themes 1and 2). The observation of studentlearninginclass and
theirresponses (participation) were importantthemes (3and 4), with focus on learning very strong
although often somewhat vaguely expressed. 12% of the idea units focused on the nature and value
of collaborationin Lesson Study and itsimpact on student-teachers’ feelings about access to
expertiseand support. Thisrelated to the induction into pedagogic practices. However, was thisan
artefact of the idea of Community of Practice, facilitating student-teachers’ movement fromthe
periphery tothe centre of the pedagogicteam? Inan effortto synthesiseourunderstanding of the
development of student-teachers through Lesson Study, the themes were further explored under

two broad headings:
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a) integrationintosubjectteachingroles
b) learningabout pupilsandimpacton pedagogy.

5.1.1. Integrationinto subject teachingroles

How Lesson Study facilitated integration into departments was rarely explicitly mentioned, although
there was clear evidencefromall twelveinterviewees of engagement with mentorsin the discussion
and evaluation of collaboratively planned teaching. There was a clearshift as the Lesson Study

projects progressed with trainees more confidentand more willingto collaborate in discussions of

pedagogy.

The quality of the mentorwas seen as the key to the effectiveness of the collaboration. Mentors, as
willing and self-critical collaborators, were acknowledged as key to the entry of student-teachers
into successful pedagogic practices. All participants recognised the excellent engagement they had
experienced, including the opportunity to see mentors teach the first research lesson, which 11 of
the twelve saw as an example of modelling, despitetheirbeingfocused on the observation of a
small number of learners. The frequently expressed appreciation of the importance and value of
mentorengagementand support echoes findings from previous studies (forexample, Gurl 2011;

Marble 2007; Myers 2012).

Interviewees described quite detailed discussion of how lessons wereamended to meetlearner

needs, following critical evaluation:

I mean we changed one thing which was quite a majorthing, which was the resource that!’d
made was actually completely useless actually in the lesson. So like, we both looked at it and
thoughtitwas areally good resource and then because he did it practically we thought

actually it didn’t help him at all to what hedid. ....... (Geog, A).

There was evidence thatinsights from Lesson Study had impacted more widely, forexample on how

student-teachers planned otherlessons:

Onevery lesson plan after that | then started putting an extension on the bottomso if | do
things too quick I’'ve got something that | can either start thinking about what we’re going to

cover next lesson or go over what we’ve done the last couple of lessons ......(Geog, E).

When engagingin discussion with mentors about pedagogy there was initial nervousness and
reticence to contribute due to limited confidence and uncertainty. By the second cycle, however,
there was evidence of greaterassurance than atthe outset, suggesting movement towards a more

central form of participationinthe Community of Practice:

11



| kind of felt a bit more confident thatto make more suggestions on what I think would suit
and especially in the reflection sessions, like after’d observed J[mentor] and how | could

adaptit to my group. (H, ML)

As aresult, by the end of her placement, one student-teacher asserted that the process of Lesson
Study had ‘made it more clear what | have to do and you know about lesson structure and how to

teach’ (H, ML).

This kind of progression from hesitation to higherlevels of confidence and active participation was
typical of the development described by the majority of interviewees and is suggestive of the
centrifugal movement of individuals as they enterintoa Community of Practice. Detailed analysis of

second planning meeting transcripts also confirmed the accuracy of this perception in most cases.

Teachinga lesson thatthey had evaluated and re-planned following the mentor’s teaching was seen

as valuable by all participants:

| felt more comfortable teaching a lesson that I’d already seen because we’d made
improvements... But because we’d worked on it quite a lot as well, discussing ideas and
things like that| felt a bit more comfortable ratherthan going in with something completely

new. (H, ML)

Othersalsowelcomed the collaborative shared responsibility thatis the hallmark of engagementin

Lesson Study:

| know it soundssilly, but it takes away the level of responsibility from one person, because if
it goes disastrously you can both look at each other and go well, oh well, you know, we know
whatto do nexttime, but you don’t sort of feel like a failure in that sense because it’s not just

onyou (N, ML).

The collaboration in planning-teaching-evaluating was seen as valuable by all participants not just for
itsrolein integratingtraineesintotheirdepartmentsandin helpingthemtolearn how toteach but
alsofor its positive impacts onthe learning experiences of their pupils. Italso clearly shows a

development and emphasis on shared meaning through mutual engagement.

5.1.2 Learning about pupils and impact on pedagogy

Observation of learnersin the classroom had animpact on student-teachers’ views and practice of

pedagogy. Observingtwo orthree learners provedto be arevealing experience, although not easy

12



or straightforward as we discuss below. Most of the traineesfeltthattheirthinkingaboutlearners

and theirlearnerawareness changed significantly:

Becausel almost felt like | was one of them because | was sitting in the class and | wasn’t
focussing on the teacher and it does make you think like it’s a lesson and you’re meant to be
learning something from it but..... You can see exactly what’s going through their minds. If

someoneis disruptive you see why everyone suddenly hasn’t got their eyes on the teacher

(Geog, H).
A modern linguist expressed similarif less specificviews:

So by doing the Lesson Study it made the learning of the pupils at the forefront of the
planning. (A, ML)
Observations of individual pupils often resulted in revised judgements about their abilities, with

some references to pupils exceeding expectations:

Yeah, it was strange atfirst, but then it was usefulto actually see if they were working
throughout andthen linterviewed them to see if they actually, how they thought they
worked. Soone of the boys, he was quite fiddly, like playing with his pen, but then when it
came to the plenary and they had to come up to the board, he was the one who was putting

his hand up and going up and giving all the answers. (Geog, H)

Afterthe mentorlesson, the evaluation meeting was considered particularly valuableasitenabled
the traineestoamend the observedlessontosuithis/herlearners, having seen the lesson field -
tested by the mentor. In one case, the inexperienced trainee claimed to enjoy greater success than

hermentor:

..... we realised that we could improve the lesson by changing the order of activities, which
was good because, when it came to my lesson, it was clear thatthe students learnt the topic

much better than in my co-tutor’s lesson. (1, ML)

This suggeststhat the trainee wasintegrated into the processes and procedures expectedin her
community of practice and with some degree of assurance on herpart. Two otherstudent-teachers
found the opportunity for observation of asmall number of learners both absorbing and

enlightening. A geography team had the research lesson filmed to assist the evaluation, which was

fortunate giventhe absorbed way in which the trainee engaged in the observation.

| was so engrossed in watching what the students were doing rather than thinking right now

we should be moving onto this or — | honestly couldn’t tell you what went on in the first

13



lesson— 1 just had noidea andthen | hadto go back obviously like watch it to like write my

own lesson plan for it [herteaching of the research lesson]. (Geog, R)

In general terms, despite difficulties and uncertainties about what to observe, there was aview that
the observation of learners had affected thinkingabout teaching and led trainees to negotiatingand

suggesting solutions to pedagogicchallenges:

It really made me think sort of wait a minute, it’s all about the learners and it made me really
sort of adjusthow I taught them in future and when I did do like a revised seating plan
getting him moreinvolved in things... (H, ML)

The generally positive responses valued collaborative practice withthe mentorin particularand

were typified by the following:

I think it is the fact —you plan a lesson so closely with an experienced teacher helps in a lot of
ways to— well there’s a lot of things | wouldn’t have thought of when I planned a lesson on

myown. (V, ML)

Allinterviewees expressed greater confidence about planning and thinking about the learners rather
than aboutthe teaching events or resources that they might organise. Generally, they believed that
the emphasisintheirthinking had moved primarily towards learners and theirlearning ratherthan

beingfocused on whatthey did as teachers.
5.2 Mentor perspectives

Comparative analysis of the datarevealed agenerally positive, although occasionallyuncertain,
engagementwith Lesson Study from the mentorsinvolved. Afterinitial concerns over manageability,
a number of developmental benefits were perceived, in particularinrelation to collaborative
planningand willingness to take independent responsibility for teaching classes. Mentors believed
that the project had enhanced the quality of training by enabling them to offer more effective
opportunities to understand teaching, two calling the experience of Lesson Study ‘eye-opening’. All
feltthatit would be very good to integrate itinto ITE, but the principal obstacle was one of time
managementtoallow the processtodevelop. Three mentors mentioned the tension of observation
whenthe focus was onthe learning of studentsin class rather than directly on the performance of
the student-teacher. This shift of emphasis was a challenge to some mentors, initially unsure how to

tackle the change of approach that this entailed.

Our analysis of mentorinterviews focused on four principal themes, although discussion ranged over
numerous pedagogicissues (forexample curriculum policy, expected practice, assessment
pressures, inspection visits and teacher performance challenges). For this reason, the analysis of

mentor perspectives was complexand time consuming and it was not possible toarrive ata

14



guantitative analysis of all idea units expressed. However, the four principal lesson-study related

themesreported were:

e Mentor styles of engagement with student-teachers
e Observinglearnersinthe classroom
e Impact onstudent-teachers

e Mentors’ own classroom practice as teachers.

5.2.1 Mentor styles of engagement with student-teachers

For some mentors, there was an initial challenge involved in the change of role that engagementin
Lesson Study broughtabout. Two modern language mentors found the teaching of the first

collaboratively planned lesson something of astrange experience, forexample:

| rememberthinking thatit felt a bit strange teaching something that wasn’t exactly, didn’t

exactly have my stamp on it. (ML Mentor L)

In one case, there was greater understanding of the challengefacing traineesinteaching

placements:

The difficulty for any student-teacher when they go into a schoolis they teach somebody
else’s lessons. .....They have to take something and interpret it a certain way. (Geog

Mentor P).

Analysis of meeting transcripts revealed that collaboration varied inits type with some mentors
much more directive than others (as discussed in section 5.3 below). Some mentors werevery keen
not to be too leading, offering opportunities fortheir mentees to participate and contribute ideas
and resources. However, three described how they werevery directive at the outset gradually
diminishingtheirleadingrole (a pattern of behaviour confirmed when we studied preparation
meetingtranscripts). In one case, this meant that the student-teacherwasintegratedintoa

departmental project for development of more effective language teaching:

Yes. The first cycle, I'd already kind of decided it before. So it was my decision really and H
didn’t have that much choice, but | talked to her about it and asked if she was happy with
that...... (ML Mentor J)

This particular mentor managedto include two research lesson cyclesin the 8-week placements and
for the third and fourth research lesson she believed that the trainee was amuch fuller partnerin

the enterprise:
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She was a bit nervous I think in that first session, which is why it was quite nice to do the
second cycle because she was a lot more confident in the second cycle definitely. Obviously
she’d had more experience behind her as well because it was quite early on when we planned

thatfirst one. (ML Mentor))

Anothergeography mentor was quite open about herdirectiverole but believed that the project still
had important benefits forthe trainee. The move from mentor-telling to collaborative engagement
ina shared enterprise was afrequently reported perception in the interviews. Ouranalysis of
planning meetings (section 5.3. below) indicated that room was found for the passing on of advice,
ofteninthe form of rehearsal of how pupilsinthe classroom might react to different stages of the
research lesson. Perceptions, reported here, were on the whole positiveabout the effects of Lesson

Study on the student-teachers.
5.2.2 Observinglearnersin the classroom

What was surprising in mentor accounts was frequent referenceto the fact they had rarely had the

opportunity to observe small numbers of learners inthe classroom:

It was difficult because I’ve never done anything like that before I’'ve never ever just sort of

cornered myself off and just focused on the pupils. (ML Mentor M).

This rarity of beingable to observe learners at close hand was repeated by all mentors. This led two
of themto speculate about the effectiveness of current assessment forlearning procedures which

may only give asuperficial view of what is being done in class:

That’s interesting because you don’t ever have an opportunity just to observe learners. Um,

it made me realise that you need to be checking more than we perhaps do. (MLMentor L)

Mentors, like student-teachers, were often surprised by the observations with some pupils
exceeding the expectations thatteachers held. There was, thus, some learning in collaboration with
student-teachers about possibly hidden features of children, including ways in which pupils can mask

difficulties:

You could have thought because she’s quiet and because she’s trying she’s got this and
actually she perhaps needed a method of signalling to the teacher, you know through a
trafficlight card system or whatever she perhaps needed to signalthat she perhaps hasn’t

quite grasped everything.(MLMentorL)

Observing different types of learners alerted mentors to the challenges of working out just what

learning takes place. The social and emotional dimensions of learning (llleris 2007) are much easier
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to identify than the cognitive dimension. One mentor realised just how the viewfrom the front
could be misleadingfollowing his observations of what three pupils were doing during the research

lesson taught by histrainee:

It was quite fascinating because it was different. It was, | thought that | knew every single
pupil in the class and | thought | knew what they were doing at every single given moment.

(ML Mentor M).

These revelations were not uncommon indicating that Lesson Study was not just a vehicle for
supporting the growth of student-teachers into the Community of Practice but also an opportunity
for the development of the mentor’s own pedagogicliteracy (see belowforfurtherdiscussion). To
complementthe observations, four Lesson Study groups included interviews with case pupils (as

advisedin Dudley 2011) to seek greater understanding of pupils’ learningin the research lessons.
5.2.3 Impact on student-teachers

Mentors believed that the inclusion of Lesson Study, while time-consuming, had proved of benefit to
student-teachers makingthem more responsive to learners, more confidentand more effective

members of their teaching community.

She came up with the things and she actually spotted things which | think was much better
because it was later on in her training and her confidence had grown and she’s learned a lot

more about whatit takes to be in front of a class and to plan lessons. (Geog Mentor P)

Moving from uncertainty to ever-increasing levels of assurance wasatheme inall interviews with
mentors. This had an impact on trainee participation. The initial research lesson being taught by the

mentor was considered significantin this respect:

I think perhaps having seen it played out once before it’s almost like that dress rehearsal that
you give yourself mentally before a big lesson um, it’s almost like she’s had a walk through

perhaps by seeing it trialled already. (ML Mentor L)

The same mentorfeltthatthe process had enabled herandthe trainee toengage in structured

activity thatallowed forexperience of awide range of pedagogicskills:

Againit’s quite strangel could see how the process is usefulthough. I could see how from
her point of view perhaps early on in the practice, it’s things like timings, it’s things like
transitions, it’s classroom management as well as the actual lesson and getting across all of

yourdifferent activities and the settlement of time, it’s sort of practicalities and things like
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that as well and | think that was perhaps useful for her to see me, the type of language you

use to direct those activities. (ML Mentor L)

Thisresultedinthe mentorfeelingthat the student-teacher was more professional, more amember
of the teaching community than had previously been the case with traineesin the traditional model

and that the integrationinto the role of teacher had been achieved more effectively thaninthe past:

...... it felt like you were having a professional conversation with a colleague rather than

telling a student-teacher how it should be. (ML Mentor L)

Frequently, mentors reported that the second lesson taught by the trainee was more effective than
the firstresearch lesson (taught by the mentor!). Ageography mentorwas particularly enthusiastic

aboutthe design of the secondlessonanditsimpacton pupils:

And | was raving about how much it has changed and how much the children enjoyed that
lesson because they were engaged, it wasn’t us rushing thought things and saying you’ve got
to learn this. It was how they learned by themselves basically by just observing, analysing
looking and interpreting information which gave them and | asked that group later, how do

you think about geography? They loved it. (Geog Mentor P).

Evaluation andre-planning foraparallel group appeared to strengthen the lessons while the fact
that trainees had participatedin the planningandinthe observation of the firstlesson was
consideredto have contributed toricherlearning experiences for pupilsin the revised lesson. This
was notthe case inall of the pairings butin general the experience of mentor-led Lesson Study was

consideredto be fruitful both for participants and for pupilsinthe classroom.

5.2.4 Mentors’ own classroom practice

All mentorsreported that their own practice and perspectives about learners had changed as a
result of participationin Lesson Study. Forexample, ageographer offered the following summative
comment aftera year in which he had usedlesson studies with two traineesin both Phase Aand B

placements andintroduced the process to his departmentas part of theirworkin CPD trios:

But it has definitely been a sort of an injection of education for me to say I’m excited about

the way that we can approach things and make it work for us. (Geog Mentor P)

Geography Mentor M advised thatan observing collaborating teacher (in his early 50s) had not had

the opportunity for such focused review of pupil learning:

It was the first opportunity he’d had to actually just sit and watch students (Geog Mentor M)
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Collaborative planning was also valued as a prompt to reflecting on one’s practice. The same

geography mentorreported being affected by the experience:

It shakes you up a little bit and makes you a little uncomfortable becauseit’s not, it’s not
whatyou’d normally do, especially when you’ve done it for a long time, you get into patterns
of doing things and expectations and it’s perhaps good to be challenged. Um, | think the co -
planning is quite good because I’'ve never really co-planned with a trainee teacher. (ML

Mentor L)

As a result of participation in the project, a geography mentor introduced more learner-led
approachesin his classroom. He had introduced interviews with pupilsinto the work ofhisdepartment
and also duringclasses they had begun to use ‘buddy checks’ so that pupils would focus togetheron
evaluating what they had learned. He believed that new approaches, with a much strongerfocus on
trying to understand learning, had had an impact on take -up of geography asan optionin his school,
ascribingthisto more learner-responsive classrooms resulting from engagementin Lesson Studynot

only with his student-teacherbut also with the otherteachersin his department:
Teachers do less of the hard work, children do more of the nice work. (Geog Mentor P)

Lesson Study had led this mentorto become a voice for change in the school as had five other
mentors for whom the use of Lesson Study with trainees had beenaliberatingand energising
experience, leading not only to more effective mentoring practice butalso to review of their practice
more widely. Therefore, six mentors had taken stepstointroduce Lesson Study in theirdepartments
or schools and two other mentors had introduced consultations with learners about lessons as a

resultof insights gained from the process.

For all participantsinthe project, there was detailed engagement with pedagogy andagrowthin
what we call ‘pedagogicliteracy’ (discussion to follow), particularly fortrainees as they grew into

theirroles and became effective and confident members of their departments.
5.3 Planning and evaluation meetings

Analysis of planning meetings revealed anumber of approachesto collaborative planning (see tables
3-5 below). Planning meetings had no fixed structure although there weresigns thatthey were
influenced by aschool’s expectations forlesson planning and for currently promoted approaches to
lesson planning, notably the tripartite (starter-main-plenary) approach to the structuring of lessons
widely adopted since the National Numeracy Strategy was introduced in 1998. Anotherinfluence

was the TEEP structure, Teacher Effectiveness Programme (http://www.teep.org.uk/), which many

schools have adapted oraccepted as a template fortheir lessons. Typically, alesson begins with a
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St-T:

St-T:

St-T:

St-T:

St-T:

‘connect’ phase, astarter activity followed by the sharing of learning outcomes. The second partis
called ‘activate’ which presents the new learning; the third is a ‘demonstrate’ phase (sometimes
called ‘apply todemonstrate’)in which students engage in activities that demonstrate their ability to
use skillsto work with the new learning. The ‘consolidate’ phase (plenary) involves review of
learning and reflection uponthe new learning. Some of the projectsinducted the student-teachers
intothis model particularly in geography. In the following extract from a geography lesson, the
student-teacher’s emerging familiarity with this framework can be seen, although her contributions
are very brief. This demonstrates the extent to which she had quickly accommodatedtothe
professionalways of thinking and planning expected in her department, even though the exchange

ends with mentoradvice about how to prepare for herresearch lesson:

At least. They’ve got a, so that leaves us with, if we only have something like four

minutes forthe starter...

35.

So that leaves us with 35 minutes. We want the majority of that time to be on the...
Demonstrate.

Demonstrate section, so we’ve got 35, 25, we almost just want 10 minutes.

10, yeah, then...

Sowhathave we got? That’s four, six, so... Activate is just, what did we say, 10

minutes?

10, yeah.

Andthatleaves 25 minutes...
For demonstrate.

For the demonstrate, 25 minutes. Right, those timings will go out of the water
becauseit’s a first lesson on the Thursday,; depends on everybody getting up hereon
time and starting. Tables are already set out; you’ll need to think aboutyourown

lesson; how you wantthe tables done the week after.

Some co-building (mutualengagement) could be identified but we have to acknowledge that this
was heavily nurtured by the mentor, using key questions and offering opportunities for reflection to
the student-teacher. The first planning meetings typically involved student-teachersin alot of
listening. There was also asignificantamount of advice, prediction and rehearsal, leading to
modelling by the mentor (expert-novice relationship). Student-teachers’ suggestions, while few,

20



were welcomed, evaluated and often accepted. When suggestions were made thatthe mentor
deemed ‘inappropriate’ the mentor might advise the trainee of the dangers oralternatively invite
reflection on the suggestion. Issues discussed during planning meetingsincluded objectives,
scaffolding, differentiation, assessment forlearning, approaches toteachingand
linguistic/geographical content. Student-teachers, it could be argued, began as peripheral
participants but by the end of the LS cycles had moved towards the centre of the community of
practice.

Macro-analysis of modern language lesson preparation meetings revealed arange of structures. The
following modern languages planning meeting followed the canonical tripartite lesson structure
(starter-main-plenary), with the central part of the lesson about activities consuming 49% of the
discussion:

Stage driven preparation meeting

Stanzal Establishingthe focus and topic 2%
Stanza 2 Setting objectives 19%
Stanza 3 Identifying/clarifying content 14%
Stanza 4 Lesson structure: starter 9%
Stanza 5 Main activities phase 49%
Stanza 6 Planning plenary final stage 5%
Stanza 7 Final check 2%

Table 3 Stanza analysis of astage-driven lesson

This meetingallowed for limited discussion of pedagogy butinducted the student-teacherinto the
expected planning of lessons and relatively little discussion of the learner challenge. Thereisa
dangerinthis approach of a technical adherence to current structures, without developing greater
pedagogicliteracy. However, two geography mentors who followed the TEEP four-stage approach to
lesson planning wereable to engage traineesin discussion of pedagogy whilefollowing the four
stages of theirschool’s preferred model.

Other mentors engagedin what we term plan-driven preparation in which the structure of the
school’slesson planacted as a tool for framing the discussion.

Plan-driven preparation meeting

Stanza 1l Settingthe scene forthe lesson 8.5%
Stanza 2 Presentingvocabulary 11.5%
Stanza 3 Movingintotasks (1294) 35.4%
Stanza 4 Conversation activity 12%
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Stanza 5 AfLdiscussion 3.5%

Stanza 6 Mentor advice phase 8.7%
Stanza 7 Review of lesson 8.3%
Stanza 8 Final checks: usinglesson planformat 12.1%

Table 4: Stanzaanalysis of a plan-driven lesson

This process allowed for more discussion of pedagogicissues and in the above case (modern
languages) included a mentor advice phase inductingthe trainee into ways of seeing how pupils
mightrespondinclass, forexample:

So you must make sure you’re well prepared by that time so that there’s not that temptation
of, ‘Oh, you know, pair work. Miss is talking to them over there. We’ll just have a chat’, and
that’s when your room scanning comes in and positioning yourself in places atthe side of the
room. So even though you might be listening to X and here, and however here, you position
yourselfthere. And although your head is down to listen, you actually probably wouldn’tmake
eye-contact with them. You’d bescanning yourroom constantly so thatyou’re multitasking,
and although you’relistening, you’re raising eye-brows or just eye-balling anybody that may
be off-task, to send a message that ‘I’m listening’. (ML, L)

It would be interestingto explorethe extent to which such detailed context-sensitive advice is
offeredintraditional mentor-trainee collaborations that do not involve the collaborative and
intensive study of pedagogy afforded by engagementin Lesson Study. This type of advice was a
characteristicof the discourse of planning meetingsinthe project.

Otherlessonsinboth geography and modernlanguages had superficially less structured approaches
to the discussion. Discussion was more open and exploratory, what we term a straddled-exploratory
approach to planning. However, more detailed analysis revealed that these discussions were
structured around a range of pedagogicissues. Inthese discussions, there was more overttalk about
the learning challenge thanin plan-driven approaches.

Straddled exploratory approach to planning

1. Establishingthe learning challenge 4.5%
2. Starter 28%
3. Objectives check (what are we teaching?) 7.4%
4, How to present content/ideas swapping/rehearsal 7%

5. Ideasforthe plenary 1.4%
4, How to present content/ideas swapping/rehearsal 10.2%
6. Discussion of tasks/use of questions 16.1%
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7. Linguistic objectives check (cf.3) 4.2%

6. Discussion of tasks/use of questions 12.7%
8. Review against pupil ability levels (learning challenge) 7.3%
9. Closing comment (mentor) 1.2%

Table 5: Stanza analysis of straddled exploratory planning meeting

In this type of meeting, discussion was cyclical and recursive, with topics straddling one another
rather than beinglinearintheirprogression through stages of a plan. While they were facilitated by
mentors who used frequent key questions to elicitideas, the content was dominated by the learning
challenge and how toteach, perhaps more in keeping with the expectations of collaborative Lesson
Study. Such discussion was more common while planning the second research lessons. Student-
teachers asked questions about contentand lesson structure (exploring pedagogy), notfeeling
intimidated:

| felt comfortable and confident.... | felt that my opinions would bevalid .... (ML, E)

There was also quite wide divergence of practice in relation to the writing of the lesson plan. In
some cases, co-writing of the plan could be heard to occur while in others the writing of the final
planwas delegated to the student-teacher for completion following the planning meeting. The plan
was then the focus of a further meeting which ‘tweaked’ itas necessary.

Evaluation discussions were similarly led by mentors but student-teachers gainedin confidence. A
very evenly shared discussion took place in a post-mentorgeography lesson review and planning
meeting thatinvolved the following stages:

Stanza 1: recall of firstlessonand review 12.9%
Stanza 2: planning of second research lesson; starterand obje ctives 12.1%
Stanza 3: planning of second research lesson: possible amendments fromfirst  6.5%
Stanza 4: planningtasks forthe main part of the lesson 33%

Stanza 5: discussion of key words 8.1%
Stanza 6: (after 16 second pause): review of planned activities (in 4above) 25%

Stanza 7: review of time allocations for tasks. 2.4%

Table 6: post-mentorlesson evaluation and planning meeting

This particular discussion was characterised by quite lengthy periods of silence to allow for the
writing up of resolutions oramendments to the lesson plan. Evaluations generally focused on the
participation and engagement of learners with less certainty in the discussion about exactly what
had beenlearned. In most cases, however, the discussion focused on trying to identify what had
beenlearnedornotlearned, asin this extractfrom a mentorduring a geography lesson evaluation:

23



But they didn 't really respond to that and I noticed people across the room were joining in
with that much more quickly thanthethree I was looking at. Umand then when it came to
answering those points of course they weren’t confident enough then to answer because they
weren 't sure what they’'d got really. (Geography P).

Another Geography evaluation meeting following the mentor’s lesson focused on tweaking the lesson
prior to the student-teacher’s research lesson but was focused on what they had learned about the
pupils and predicting how they might respond. This involved the student-teacher making an
informative analysis and suggestions for the lesson, followed by advice from the mentor (M):

ST-T: So I'm thinking by now they might not necessarily know loads about population but actually
we're not starting anything yet. This is sort of activating it right at the start. But we can see
what they do know and see how far they can expand their answer. So they might say I've
chosen New York as my most crowded and then their expanding will be why do they think this
and why that might be? So there's definitely an area where they could...

M: | agree. I'd be tempted again bringing that structure before you can get themto rank the
places you could just showthema picture of the North Pole and get themto use evidence
fromthe picture. Again using them, training themin that structure PE, is this place likely to
be crowded or empty? We haven't built in the keywords yet; you might want to introduce the
word densely when explaining it potentially or sparsely. Is it a densely or sparsely populated
place?

However, there were lesson evaluations in which the focus of discussion was on the shape and
content of the teaching with relatively little to say aboutlearners butfocusingonlessonslearned
and what needed tweaking beforethe trainee taughtthe lesson. Forexampleamodernlanguages
mentor and student-teacher negotiated modifications to the plan and approach:

M: For those kids that, ‘Well where do we get help from Miss?’ Those thataren’t
actively independent enough.

ST-T: Probably work better, wouldn’t it?

M: I hadto gorounddidn’t! and help a lot of them get on-task even now?
ST-T: So giving them the right page numberto have on the slide all the time.
M: Sothat might be another little tweak that we make. Objectives.

The focus was on teacheractivity but this demonstrated that the student-teacher was a more active
contributorto the discussion thaninthe initial planning meetingin which she said much less.

In a geography planning meeting forthe second research lesson, there was evidence of co-building
of the approach to addressing the learning challenge. The mentorled but sought agreementand
elicited suggestions from the trainee:

M: Yep. So that’s that, and then I can use the video again, maybe. Right, now, this lesson
two and three, it’s the same day. No it’s not. That’s the same day. The lessons aren’t

together; not like your other class. So then is the decision, concept-mapping?

St-T: Yeah.
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M: So we 're giving them three or four options.

St-T: Yeah, and they have to decide.
M: Given three or four options and then concept-mapping it?
St-T: Yeah. Also as well, so if you give them background information, the hard and soft, |

think a newspaper article, and you know where you can do them, so there’s different

views? So there arefive, like, say four different viewpoints. So say a local, the

counsellor...
M: Stakeholders.
St-T: Yeah.

Analysis of planning and evaluation meetings suggested that mentors and student-teachers engaged
inand valued collaboration (mutualengagement). Analysis of preparation meetings revealed that
mentors led the process (often taking up much of the discourse) but there were exchanges that
involved exchanges of mentors’ and student-teachers' thinking about pedagogy (sharing of
solutions). Both student-teacher and mentor were focused on the explicit goal of improving pupils'
learning with observationin action and reflection (joint enterprise) evidentin the discussion. This led
us to conclude that the Lesson Study process provided an effective interactive opportunity forthe
development not just of teacher competences but also of greater sensitivity to learners’ needs and
to makingteachinglearner-responsive. As aninitial stepinframingaholisticview of how trainees
become teachersina Community of Practice, we suggest seeing and ultimately evaluating the
development of teachingand teachersinterms of ‘pedagogicliteracy’. Peoplein general have some
degree of pedagogicliteracy, whichis afeature of our cultural inheritance. Lesson Study, with its
focus on teachingas a complex holisticactivity, meant that mentors and student-teachers could
explore whatitmeansto be a teacher(Farrell, 2006) who is continually learning and thus building on
pedagogicliteracy. This means seeing ITE as something muchricherthanthe meeting of a set of

craft competences orstandards, further discussed below.

6. Discussion

What became apparent earlyinthe project was that Lesson Study reveals the complexity of teaching
and learningand laysitopenforinvestigation by both experienced and inexperienced teachers
engagingina collaborative exploration of pedagogicapproaches. Important gains were reported
fromthe collaboration by participants particularly by school-based tutors, some of whom described
the process as an eye-opening experience that had a marked effect on trainees’ confidence and

expertise. Analysis of datafrom both Phase Aand B placements suggested that the process
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contributed to student-teachers’ effective induction into the pedagogic Community of Practice at
departmental level. Forinstance, school-based tutors reported thatintegration into departments
and theirworking practices was more rapid thanin the past. This was reportedin Phase A
placementsand confirmed in Phase B. This suggested to us that Lesson Study, throughits structured
process of mutual engagement (Wenger, 2000: 227), was effective in facilitating the transitioninto a
Community of Practice. Through this co-operative form of teacherinquiry with asupporting mentor,
student-teachers reported feeling supported and boosted in terms of confidence and competence.
Thisinductionintoa Community of Practice takes many formsincludinga fostering of a ‘we’
inclusive perspective even though mentors clearlylead and scaffold the process. Ateaching
placementthatincludes Lesson Studyisacollaborative approach to student-teachers’ work rather
than an individualistic pursuit of the teaching standards prescribed by the Department for Education
(DfE, 2012), and provides anintegrated approach to teacher education more relevant to student-
teachers’ teachingthanthe traditional approachin which the student-teacher worksin parallel

underthe supervision of amentorbuttendsto planand teachalone.

Interviews with participants suggest that Lesson Study allows for participative discussion about
learning and teaching and opportunities foracollaborative approach, in asupportive communityin
which both mentors and student-teachers are learners focused on the improvement of pedagogy,
not justthe ‘performative’ (Ball, 2003) training of a prospective teacherto meetalist of standards.
What we term ‘pedagogicliteracy’ is the holisticnetwork of knowledge, skills, values and beliefsand
attributes relatingto teachingandlearning presentinallindividuals. It differsin all people andin
teachers but changesin form, extentand depth overtime due to experience, practice and exposure
to newideasandinfluences. Lesson study offers opportunities fordevelopmenttothe trainee and
to the mentorand contributes tothe development of learner-responsive teaching, the consequence

of a growthin participants’ overall ‘pedagogicliteracy’.

As statedin Section 3 (Project Objectives and Theoretical Framework) Communities of Practice are
characterised by particular characteristics such as mutualengagement, interacting and thinking
together(Wenger1998). This joint enterprise leads to the development of shared meaning leading
to a ‘shared repertoire’. All of these features are evidentinthe datafrom this study. Mutual
engagementoccurs through the act of collaborative planning, observation and evaluation. The
creation of learning opportunities occurs through collaborative exploration (joint enterprise) but
importantly, as described below, allows for participant agency through differential development of
‘pedagogicliteracy’. By working alongside trainees in an openly developmental and critical
approach, classroom pedagogy is seen as a holisticcomplex process which is confronted and seen as
requiring professional interdependence with astrong focus on understanding studentlearning as

integral to the process of teaching.
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The situated learning which is described here is regarded within the Communities of Practice
framework as a social construct. Individuals learn through group interaction, in this case through
mentors exposing trainees to the cultural and pedagogic understandings within their context. This
emphasiseslearning as a change in identity over the generation of explicit ‘knowledge’. How ever,

thisfocus on the social can lead to the danger of losing the agency of the individual, as Billett states:

..... data from workplaces of different kinds, over time, consistently emphasises the
importance of dualities that comprise both contributions or affordances of the workplace
and the bases by which individuals elect to engage with what is afforded them and the

relationships between them (2007, 59).

The agency of the individual needs to be seen asrelational to the group; the development of bothis
relational and negotiated, leading to the need to understand both the life history of the individual
and the nature of the negotiation. Evenin developing collaborative approaches, the mentorand
trainee (orany other collaborative group more generally) will bring individually negotiated meanings
and experience, and likewise will take away different lessons from the collaboration. Again, Billett

argues:

While a phenomenon may have some common meaning, its construal by individuals will be

shaped by particular sets of values, subjectivities and the discourses to which they have

access.(2007, 65)

Whilstthe participantsin this projectall reported the utility that Lesson Study had providedin
developingtheir practice, all took away differentideas, concepts and pedagogicinsights as they all
developed through individual negotiation within the collaborative process. Thisis clearly
demonstratedinsections 5.2.3 (Impact on student-teachers) and 5.2.4 (Mentors’ own classroom
practice) above where the individual lessons learned are related through the collaborative process
but are fundamentally differentin focus, relatingto the differences between participantsin their

pedagogicliteracies.

To understand thisindividual development within the collaborative process, we propose the
continuum of ‘pedagogicliteracy’, recognising that thisidea of a conceptual continuum forthe
understanding of what it meansto become a teacherwhois continually learning requires further
clarification and developed. In future work, we will seek to develop a conceptual framework for

pedagogicliteracyandforits applicationinITE.

Pedagogicliteracy is constituted of awide repertoire of teaching-related knowledge, skills, values,
dispositions and attributes. Looking at teacher preparation from the perspective of pedagogic

literacy and its growth offersacounter-viewto the prevailing culture in ITEwhich seesteachingasa
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set of discrete competencesto be acquired and ticked off as student-teachers progress through their
programmes. Pedagogicliteracy, onthe otherhand, seesteacherdevelopmentasa continuum,
including teacherskills that are general in nature but, with the aid of reflective practice, continually

evolving forexample:

e understandingoflearningand learners
e respectforlearnersandcolleagues
e teacherbeliefsandvalues

e philosophies of teaching.

In addition, itincludes context-related skills such as knowledge of the school and departmental
culturesand their working practices, including approaches to team-work and collaboration. It also
includes pedagogic content knowledge (Shulman, 1986). Specificbutinterdependent professional
skills such as lesson-planning, use of questions and understanding of a huge variety of teaching
approaches contribute to pedagogicliteracy as do attributes such as commitment to professional
development and engagementin reflection on practice (Schén 1983). Within the collaborative
context of Lesson Study, teacher knowledge, skills and competences are experimented with and

extended, including the ability to make learner-responsive decisions during lessons.

Seeingteacherdevelopmentinrelationtothis emergentholisticconceptimplies acomprehensive
dynamicvision of how teaching quality develops, in adynamiccontinuum composed of learning
froma verylongand wide range of experiences, including critical reflection on one’s ownlearning
experiencesininstructed and non-instructed settings, through to the acquisition of theoretical
understandingin teacher education programmes and reflective practical teaching skills from school

placements earlyinone’s career.

However, the lessons which mentorand student-teacher take from acommon activity such as
Lesson Study are potentially very different as theirindividual levels of pedagogicliteracy are so
different. Collaboration in Lesson Study offers an opportunity to work togetheron growing
pedagogicliteracy through holisticexploration of teaching which, we argue, is whatis crucial to

securing quality in the preparation of teachers to meet the challenges of arapidly changing world.

7. Conclusions and Recommendations

In conclusion, this project confirms ourview that teachingandlearninghow to teach need to be

returnedto teachers (Biesta, 2012), to their Community of Practice, and that Lesson Study offers one
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approach. Evenin the confines of eight-week teaching placements, it equipped student-teachers

with the planningand observation tools to develop their pedagogicliteracy.

Lesson Study is a structured exploration of pedagogy and all its complexities, appropriate for the
initial development of pedagogicliteracy and its continuing refinement as individuals and groups
fostera growth agendain their professional practice. Evidence from this project suggests that it
leadsto collaborative engagement that promotes learner-responsive teaching. Ourthinkingisatan
early speculativestage, butthese are ideas that we will seek to refineas we analyse inmore depth

all of the data emerging from ourlesson studies to date.

The quality of the contribution of mentorsis crucial to the successful use of Lesson Study in ITE
programmes. For ITE, Lesson Study appears to be at its most effective when experienced and
critically engaged mentors support the growth of student-teachersinacollaborative enterprise. The
professionallearning process presentin this project can be characterised as social, situated learning
at one level; thisis why Communities of Practice has become the theoretical framework of choice in
a small number of published and unpublished Lesson Study accounts (for example Parks, 2008, 2009;
McGraw, Arbaugh, Brown and Lynch (2003). However, the agency and role of the individual must
not be lostin the analysis of this social construct. The mentorand student-teacher bring different
perspectives andlevels of prior knowledge and understanding, and as a result, they develop their
pedagogicliteraciesin different ways. In this sense, the concept of pedagogicliteracyis both priorto

and a consequence of the collaboration within the context of a Community of Practice.

The quality of pedagogicthinking and practice of mentors needs to be well developed and they need
to be opento change and newideas, thatisto say, to a pursuit of ever-increasing levels of pedagogic
literacy. The collaborative nature of Lesson Study opened up professional cultures forstudent-
teachers: talkingand creating together were very useful and were part of the engagementinthe
pedagogiccommunity, leading to a productive interplay between collaboration and personal
reflectionin orderfor student-teachers to grow their pedagogicliteracy. However, inthe words of
one of ourmentors, space and time are needed to shift the emphasis tolearning how to research
pedagogy and allow forteacherresearch by both mentors and traineesin programmes of initial

teachereducation:

...... you need a schoolwhere they take research by staff seriously from the bottom upwards
ratherthan ‘this was a good idea and we wantyou to do it’ because it doesn’t work but it

needs space (Geog Mentor M).
He believed that school cultures and educational policy more widely should allowforthe process to

take effect. Inthissense, acommitmentto developingteachers’ individual pedagogicliteracy can be
developed through an engagementina Community of Practice, which is free to make its own
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professional decisions in extending and innovating pedagogic practice. Itisimportantto
acknowledge the effect of individual agency within the Community of Practice and the role that
differential pedagogicliteracies play as they are both simultaneously co-constructive of Community
of Practice narrativesandyetemergentfromthem. Thistakes us beyond Community of Practice as
amodel, seeingsituated learning as a complex process occurring at differentlevels butleadingto
social and individual growth for the participantsin a positive collaborative relationship.

Such collaboration hasthe potentialto allow for sustained investmentin the development of

teaching froman organisational to anindividuallevel.

30



References

Ball, S.J. (2003) The teacher'ssoul and the terrors of performativity. Journal of Education Policy,
18(2), 215-228.

Biesta, G.J.J. (2012) Giving Teaching Back to Education: Respondingto the Disappearance of the
Teacher. Phenomenology & Practice 6(2), 35-49.

Billett, S. (2007) Including the missing subject: placing the personal within the community. In
Communities of Practice: Critical Perspectives, Hughes, J.; Jewson, N. & Unwin, L. (eds.), Abingdon:
Routledge, 55-67.

Cajkler, W.and Wood, P. (2013a) The feasibility and effectiveness of using ‘lesson study’ to
investigate classroom pedagogy in initial teacher education: student-teacher perspectives,
Conference Paper, Association for Teacher Education in Europe (ATEE) August 2013, @stfeld
University College, Halden, Norway.

Cajkler, W.and Wood, P. (2013b) School-based mentor perspectives on the inclusion of Lesson Study
in an initial teacher education programme: successes and constraints, Conference Paper, World
Association of Lesson Studies (WALS) conference, September 6-9, 2013, University of Gothenburg.

Cajkler, W., Wood, P. Norton, J. & Pedder, D. (2013) Lesson Study: towards a collaborative approach
to learningin Initial Teacher Education? Cambridge Journal of Education 43(4), 537-554.

Chassels, C.and Melville W. (2009) Collaborative, Reflective, and Iterative Japanese lesson studyin
an Initial Teacher Education Program: Benefits and Challenges. Canadian Journal of Education 32(4),
734-763.

Department for Education, DfE (2012) Teaching Standards, London: DfE. Accessed 20June 2013
http://webarchive.nationalarchives.gov.uk/20130401151715/https://www.education.gov.uk/public
ations/eOrderingDownload/teachers%20standards.pdf

Dudley, P.(2011) Lesson Study: a handbook. Accessed 20January 2012 http://lessonstudy.co.uk/wp-
content/uploads/2012/03/Lesson Study Handbook - 011011-1.pdf

Dudley, P. (ed.) (2014) Lesson Study: professionallearning for our time. London: Routledge .

Farrell, T.S.C. (2006) The first year of language teaching:imposing order. System 34(2), 211-221.

Galanouli, D., 2010. School-Based Professional Development. Belfast: General Teaching Council for
NorthernIreland.

Gee, J.P.(2011) An Introduction to Discourse Analysis. London: Routledge.

Gurl, T. (2011) Amodel forincorporating lesson study into the student teaching placement: what
worked and what did not? Educational Studies 37(5), 523-528.

Hardman, M.L. (2009) Redesigningthe preparation of all teachers within the framework of an
integrated program model. Teaching and Teacher Education 25(4), 583-587.

Hargreaves, A. and Fullan, M. (2012) Professional Capital: Transforming Teaching in Every School.
New York: Teachers’ College Press.

31


http://webarchive.nationalarchives.gov.uk/20130401151715/https:/www.education.gov.uk/publications/eOrderingDownload/teachers%20standards.pdf
http://webarchive.nationalarchives.gov.uk/20130401151715/https:/www.education.gov.uk/publications/eOrderingDownload/teachers%20standards.pdf
http://lessonstudy.co.uk/wp-content/uploads/2012/03/Lesson_Study_Handbook_-_011011-1.pdf
http://lessonstudy.co.uk/wp-content/uploads/2012/03/Lesson_Study_Handbook_-_011011-1.pdf
http://www.sciencedirect.com/science/journal/0742051X
http://www.sciencedirect.com/science/journal/0742051X/25/4

Hiebert, J., Morris A. and Glass, B. (2003) Learningto Learn to Teach: An “Experiment” Model for
Teachingand Teacher Preparationin Mathematics. Journal of Mathematics Teacher Education 6(2),
201-222.

Illeris, K. (2007) How We Learn: Learning and Non-Learning in Schooland Beyond. London: Taylor &
Francis.

Marble, S. T. (2007) Inquiringinto Teaching: Lesson Study in Elementary Science Methods. Journal of
Science Teacher Education 18(6), 935-953.

McGraw, R., Arbaugh, F., Brown, C.A.and Lynch, K. (2003) Mathematics Teacher Professional
Developmentas the Development of Communities of Practice, included in Pateman, N. Dougherty, B.
& Zilliox, J. (eds.). Proceedings of the 2003 Psychology in Mathematics Education (PME) University of
Hawai’i: Honolulu, Volume 3, pp. 269-276).

Myers, J. (2012) Lesson Study as a Means for Facilitating Preservice Teacher Reflectivity.
InternationalJournalforthe Scholarship of Teaching and Learning 6(1), 1-21. Accessed 12 December
2012 from http://www.georgiasouthern.edu/ijsotl.

O’Leary, M. (2014) Classroom Observation: a guide to the effective observation of teaching and
learning. Oxford: Routledge.

Parks, A.N. (2008) Messy learning: Preservice teachers'lesson-study conversations about
mathematics and students. Teaching and Teacher Education, 24(5), 1200-1216.

Parks, A.N. (2009) Collaboratingaboutwhat? Aninstructor’s look at preservice lesson study. Teacher
Education Quarterly, 36(4), 81-97.

Powney, J. and Watts, M. (1987) Interviewing in Educational Research.London: Routledge.

Schon, D.A. (1983) The Reflective Practitioner: How Professionals Think in Action. New York: Basic
Books.

Shulman, L.S. (1993) Teachingas Community Property. Change, 25(6), 6-7.

Stigler, J.,and Hiebert, J., 1999. The teaching gap: Best Ideas from the World’s Teachers for
Improving Education in the Classroom. New York: The Free Press.

Tsui, A.B.M. and Law, D.Y.K., 2007. Learningas boundary-crossingin school—university partnerships.
Teaching and Teacher Education 23, 1289-1301

Wenger, E. (1998) Communities of Practice: Learning, Meaning, and Identity. Cambridge: Cambridge
University Press.

Wenger, E. (2000) Communities of Practice and Social Learning Systems. Organization 7(2), 225-246.

Yandell, J.and Turvey, A. (2007) Standards or communities of practice? Competing models of
workplace learning and development. British Educational Research Journal 33(4), 533-550.

Ylonen, A. and Norwich B.(2012) Using lesson study to develop teaching approachesforsecondary

school pupils with moderate learning difficulties: teachers’ concepts, attitudes and pedagogic
strategies. European Journal of Special Needs Education, 27(3), 301-317.

32


http://www.georgiasouthern.edu/ijsotl
http://en.wikipedia.org/wiki/Etienne_Wenger
http://books.google.com/?id=heBZpgYUKdAC&dq=Communities+of+Practice:+Learning,+Meaning,+and+Identity&printsec=frontcover&q=

