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Japanese Elementary Teachers’ Professional Development Experiences in Physical Education
Lesson Studies

Abstract
Background: Formal and informal professional development has played a central role in
teachers’ growth in Japan for many decades (Collinson and Ono, 2001). This is especially true
for elementary school teachers, who are not licensed in a specific subject area. In Japan, teachers
are trained for each school level separately, including kindergarten, elementary, secondary
schools, and special needs education (Ministry of Education, Culture, Sports, Sciences and
Technology [MEXT], 2018). The lack of in-depth subject-specific training is a challenge for
elementary school teachers, who are responsible for teaching all subject areas. For many
decades, school districts have used a lesson study approach. In Japan, lesson study (emerged in
the 1920s as professional development opportunities for in-service teachers) helps various types
of knowledge become more visible for teachers, which might include colleagues’ and mentors’
feedback and suggestions about pedagogy and students’ reflective and critical thinking. This also
allows teachers to encounter new or different ideas and to refine their knowledge (Lewis, Perry,
and Hurd, 2009). The purpose of this study was to investigate Japanese elementary teachers’
professional development (lesson study) experiences using the conceptions of andragogy in
physical education (PE) in a metropolitan school district.
Participants and setting: Six participants were selected from one elementary school located in a
metropolitan city in Japan. There were (a) 2 lesson study presenters, (b) 1 mentor, (c) 1
professional development coordinator, (d) 1 school principal, and (e) 1 school district PE
coordinator. Approximately 600 children were enrolled in the school, and there was a total of

33,506 elementary children in the school district.
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Research design: The research method was descriptive-qualitative, using an in-depth, semi-
structured interviewing approach (Seidman, 1998).

Data analysis: A thematic analysis method (Fereday and Muir-Cochrane, 2006) was used to
explore, describe, and interpret the data. This allowed the researchers to uncover emergent
themes in the data. In the conceptions of andragogy, through thematic analysis, the researchers
searched for key or meaningful phrases or words that expose the characteristics of in-service
teachers.

Findings: Explainable by the conceptions of andragogy, three major interrelated and complex
themes emerged from the data analysis: (a) challenges, (b) vitalness of a mentor’s role, and (c)
self-directed learner. The lesson study approach is an effective way for teachers to reflect on
their instruction and promote instructional change. To continue to support teachers to improve
their quality of instruction, there is an ongoing need to heighten awareness among teachers,
administrators, and researchers to ensure that attention is directed to the learning outcomes of
children.

Keywords: Lesson study, Elementary education, Adult Learning, and Professional development

Word Count: 413
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Introduction

The importance of continuous learning among teachers has been frequently recognized in the
field of physical education (PE) across countries (Armour and Yelling, 2004; 2007; Armour,
Quennerstedt, Chambers, and Makopoulou, 2017; Ko, Wallhead, and Ward, 2006; Rink, 2012).
Globally, various forms of professional development (PD) approaches have been adopted. For
example, Sato and Haegele (2018), and Sato, Haegele, and Foot (2017) studied PE teachers’ PD
learning through online courses in the United States (U.S.). In Singapore, the Ministry of
Education emphasized the “Teacher Growth Model,” which encourages in-service PE teachers to
participate in PD through a variety of platforms, including distance education, face-to-face
courses, workshops, and professional conferences, mentoring and coaching (Bautista, Wong, and
Gopinathan, 2015). Currently, in Hong Kong, there are major PE curriculum changes that
recommend a shift in focus of all PE from motor skill development or movement education to
public health (Ha, Sum, O’Sullivan, Pang, and Chan, 2010). In-service teachers in Hong Kong
are required to attend annual two to three-day seminars or summer school and develop new
modules that can impact children’s health as part of their PD. Japan is known for a collaborative
PD model, in particular lesson study, which has gained popularity around the world since its
development in the 1920s, when child-centered education was first introduced in Japan (National
Association for the Study of Educational Methods, 2009).

Lesson Study in Japan

Lesson study (jugyo kenkyu in Japanese) is a well organized PD opportunity that emerged in
Japan for in-service teachers (Saito, 2012) has played an especially important role for elementary
school teachers in Japan, who are not licensed to teach a specific subject area. The term jugyo
means lesson, and kenkyu means study or research. Lesson study consists of school-based, in-
service teacher training, where teachers reflect upon their challenges in refining their instruction
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to improve student learning (Matoba and Sarkar Arani, 2005). Lesson study makes various types
of knowledge more visible through, for example, colleagues’ and mentors’ feedback and
suggestions about pedagogy and students’ reflective and critical thinking (Sato, Ellison, and
Eckert, 2019). This opportunity allows teachers to encounter new or different ideas and to refine
their knowledge (Lewis, Perry, and Hurd, 2009). Stepanek et al. (2007) identify a cycle of lesson
study consisting of six processes. First, a teacher selects a topic to teach during the lesson study.
Second, the teacher develops a lesson on a self-selected topic. Third, the teacher implements the
lesson for his/her students in a school, and other teachers observe the lesson. Fourth, the teachers
who observed the lesson provide feedback to the teacher who taught the lesson. Fifth, the teacher
who taught the lesson revises it based on the feedback and teaches it again. Lastly, another
discussion with the observers is held to reflect upon the second instruction (Coenders and
Verhoef, 2018).
PE in the Japanese Elementary School System

Japanese teachers are trained separately for each school level, including kindergarten,
elementary, secondary schools, and special needs education in Japan (Ministry of Education,
Culture, Sports, Sciences and Technology [MEXT], 2018). Among these school levels, only
secondary school teacher licensure is subject-specific. The lack of in-depth subject-specific
training is a challenge for elementary school teachers, who are responsible for teaching all
subject areas. Moreover, the PD opportunities through lesson study provides critical support for
elementary school teachers who are required to rotate to another school every seven years within
the prefecture to teach children from diverse backgrounds (Collinson and Ono, 2001). This
system is intended to minimize educational disparities among students (Lewis, 1995). However,

this mandatory relocation of teachers may create unintentional negative consequences in
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teachers’ lives. For example, teachers are left to cope with the uncertainties of entering new
working environments throughout their career, potentially resulting in professional isolation.
Additionally, this system makes it difficult for teachers to establish and maintain rapport with
students and build relationships with parents (Shimazu, Okada, Sakamoto, and Miura, 2003).
The inadequate subject preparation and ever-changing work environments that elementary school
teachers in Japan face are potential stressors that might have significant implications for
teachers’ health and attrition (Shimazu et al., 2003).

Japanese elementary schools provide six years of education for children aged from six to
twelve, which is also called primary education (Grades 1-6). The school year in Japan starts on
April 1 and ends the following March. Children who are six or above on April 1 are eligible to
begin their elementary education. The curriculum consists of Japanese, social studies,
mathematics, science, life studies, music, arts and handicrafts, homemaking, moral education,
and health and physical education (health and PE are combined and considered one subject area
in Japan). One teacher is assigned to a classroom, and the teacher teaches all the subject areas,
including PE, to the class. PE lessons are typically 45 to 50 minutes, and a total of 90 mandatory
hours per year is allocated for health and PE in all public elementary schools (Nakai and Metzler,
2005).

Japanese PE is underpinned by five characteristics identified by Takahashi (2000), which are:
(a) democratic PE, (b) culturally oriented PE, (c) fitness-oriented PE, (d) directing to a lifelong
participation in sport, and (e) PE for mind and body. PE also plays a primary role in
extracurricular activities, sport events, and sport festivals in schools (Nakai and Metzler, 2005).
Hence, PE is situated as an important academic subject area for achieving the overall educational

goals (Nakai and Metzler, 2005).
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Conceptional Framework and Purpose

This study was based on the conceptions of andragogy, which concerns the education of adults
(adult learning theory; Knowles, 1989). Andragogy describes the role that PD plays in the
learning transaction. For example, Flannery (1995) explains that study groups are important for
developing communal values and transmitting the knowledge to establish good professional
communities for students. Flannery also stresses that the influence of social, historical, and
cultural factors, need to be considered in conceptions of andragogy.

Andragogy, derived from the terms andro (meaning man) and agrourgous (meaning to lead),
is designed to address the specific needs of adults based on the idea that their learning
characteristics are significantly different from those of children (Knowles, 1989). This contrasts
with pedagogy, which Knowles, Holton, and Swanson (2005) characterize as the “art or science
of teaching children” (p. 61), based on the Greek origin of the word. The term pedagogy derives
from the Greek word paid and means “leader of children” (Gessner, 1956). The pedagogical
model allocates full responsibility to the teacher as to what to learn, how to learn, and ultimately
whether children have learned. Most children conceptualize learning as an instructor-designed
and instructor-led endeavor that occurs in classrooms where students sit and learn through
interacting with the course content (Tweedell, 2000).

Knowles et al. (2005) argued that the appropriateness of the pedagogical model decreases
significantly as an individual matures. They stated that self-reflection, intrinsic motivation, and
higher self-efficacy are the purpose of human life and that learning happens not only through
instructors, but also through life and professional experiences. In the conceptions of andragogy,
self-directed learning includes feedback and mentorship components that allow instructors to
provide PD opportunities to help their colleagues develop. Ryan and Deci (2000) explain that
teachers should have two critical elements (motivation and reflection) to help enhance teachers’

6



136  self-directed learning. A high expectation of teachers’ instructional success may result in

137  teachers’ high motivation to learn. Teachers’ motivation for learning helps them challenge their
138  own beliefs and assumptions and identify various forms of reflection in the transformation of
139  meanings, structures, context, process, and premise (Mezirow, 2000).

140 Using the conceptions of andragogy, the lesson study can be tailored to meet the interests of
141  teachers by involving them in planning and observing lessons to solve pedagogical concerns. In
142 lesson study, it is important for mentors to consider what constitutes feedback and mentorship,
143  and how to provide feedback, when to offer, and what to target (Mandermach, Gonzales, and
144  Garrett, 2006). Post lesson study discussion, for example, allows both the mentors and mentees
145  to exchange feedback and responses to refine instruction. In this process, the mentors’ sharing
146  with their mentees the purpose and rationale of the feedback is critical.

147  Creating an open, trustful environment is essential for successful lesson study to provide in-depth
148  reflection opportunities (Gilbert, Schiff, and Cunliffe 2013). This can be accomplished with an
149  effective facilitator. Adult learners are self-reliant and self-directed, but their participation in
150 lesson study may be constructed as dependent learners (Fidishun, 2012). Adult learners, such as
151  teachers, need to define the intended outcome of the lesson study that helps them discover their
152  desirable lessons and develop new pedagogical skills and knowledge (Nichols, 1994). In essence,
153  the physical features of the lesson study are important factors in creating an open, trusting

154  environment suitable for deep reflection and sensitive interpersonal communication (Gilbert,
155  Schiff, and Cunliffe 2013). Andragogy is based on premise that shaping teachers into self-

156  directed learners who take responsibility for their own growth depends on the facilitator

157  (Fidishun, 2012). Additionally in the conceptions of andragogy (Knowles, 1989), teachers are

158  situated in problem-centered learning that focuses on creating a climate to help them seek
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profound levels of self-reflection about their teaching. In this conceptual approach, teachers are
tasked with learning PE content and instruction while reflecting on how their lesson study
benefits them (Sato and Haegele, 2017). The goal is not to find a single correct answer. Instead,
the objective is for the teachers to find as many various solutions to the challenge as possible
(Mosston and Ashworth, 1994; Nichols, 1994). During lesson study sessions, the conceptions of
andragogy support the elements of the demonstration, observation, discussion, and evaluation
regarding (a) what teachers expect to learn, (b) how they might use it in practice, and (c) how
lesson study will help them to meet the goals of their learning plans (Fidishun, 2012).

The purpose of this study was to investigate Japanese elementary teachers’ professional
development (lesson study) experiences using the conceptions of andragogy in physical
education (PE) in a metropolitan school district. The research questions that guided the study
were: (a) What are Japanese teachers’ experiences of lesson study in relation to teaching PE to
elementary school children? (b) How do lesson study experiences mediate Japanese teachers’
perspectives on teaching PE to elementary school children?

Method

The research method involved a descriptive-qualitative approach using in-depth, semi-
structured interviews (Seidman, 1998). The aim of the interviewing method was to solicit
teachers’ perspectives about their PD experiences and to unpack the meaning they ascribed to
those experiences. Unquestionably, interviewing is a powerful way to gain insight into the
educational and social phenomena experienced by individuals in educational contexts (Seidman,
1998). Interviews are unique as they allow the researcher “to acquire data not obtainable in any
other way” (Gay, 1996, p. 223). Examples include a teacher’s past experiences with their
students and reflection and recall of past lesson study inside or outside of the present study. From
an insider’s viewpoints, the lead author conducted a series of semi-structured interviews with six

8
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participants involved in the lesson study process. As supplemental data, the conversations of
mentors during the observation of lesson study and the dialogues of the participants during the
post-lesson study discussion session were also analyzed. We sought to uncover the participants’
interpretations of their lesson study and mentoring experiences as PE professionals.
Research Site

The research site was Toyama Elementary School (pseudonym) located in a metropolitan city
in Chiba Prefecture, Japan. During the conduct of this study, some 600 children were enrolled in
the school, and a total of 33,506 elementary children in the school district. The school district has
a high proportion of middle-class families, with an annual average household income of 3.83
million yen (about $36,000 US dollars). In the last five years, many teachers have retired from this
school district, and so there were many novice teachers (less than five years of teaching
experience) between the ages of 23 and 27. Two teachers who participated in this study, Mr. Ishige
and Mr. Hayashi (pseudonyms), were regarded as two of the few senior teachers (age 30 to 34,
with more than 5 years teaching experience) in Toyama Elementary School currently.
Participants

Six participants were selected from Toyama Elementary School. The lead researcher
contacted the school district to request nominations of teachers who matched the following
criteria: (a) certified to teach all academic subjects in elementary school and (b) certified to teach
PE in secondary school. As previously indicated, elementary school teachers are not specialized
in a certain subject area in Japan, but it is common for elementary teachers to also obtain a
subject-specific secondary school license. Four teachers were selected based on the three criteria

(Mr. Ishige, Mr. Hayashi, Ms. Yamaguchi, and Ms. Amami). Pseudonyms were assigned to all
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participants to ensure anonymity and protect identity. Table 1 provides further descriptive
information about each participant.
**%**PLEASE INSERT TABLE 1 HERE****

Ms. Yamaguchi and Ms. Amami were the lesson study presenters. Ms. Yamaguchi (3™ grade
teacher) had four years of experience and Ms. Amami (5% grade teacher) had five years of
teaching experiences at Toyama Elementary School. Toyama Elementary school was the first
school site they were assigned to work at by the Department of Education in Chiba prefecture.
Ms. Yamauchi and Ms. Amami had faced Gakkyu Hokai (classroom chaos) which means a
teacher loses control over the students; for instance, students walk around the classroom or keep
speaking during lessons, and a teacher cannot establish a stable teaching-learning environment
(Katsuno, 2016). Gakkyu Hokai has become an increasingly serious problem in the last few
decades arguably due to Yutori education policy (1998-2011), which reduced thirty percent of
the hours and content of the curriculum in elementary education. According to Kariya (2010) and
MEXT (2008), since this educational reform, academic achievement in Japan has declined
(Ainsworth, 2013).

Mr. Ishige mentored Ms. Yamaguchi and Ms. Amami, and Mr. Hayashi was responsible for
coordinating all PE PD workshops and events. The school principal, Mr. Saito, and a school
district PE coordinator who observed lesson study presentations, Mr. Onishi, were also recruited.
The teaching experience of the four classroom teachers ranged from 2 to 14 years, and Mr. Ishige
and Mr. Hayashi had 1-2 years of experience as a PE director. Mr. Saito and Mr. Onishi had
more than 20 years of teaching experience. None of the teachers had taken PE pedagogy courses

during their teacher training programs, as no such courses are offered in any programs at present,
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although secondary PE-related coursework is offered at all teacher licensure programs in
universities in Japan (MEXT, 2018).

Data Collection

The Institutional Review Board (IRB) of the lead author’s university approved the study. The
primary data source was face-to-face interviews, and two other supplemental data including
observers’ conversations during two lesson studies presented by Ms. Yamaguchi and Ms.
Amami, and post-lesson study discussions were also conducted and recorded, and later analyzed.

Face-to-face interviews: The main sources of data were audiotaped face-to-face interviews
using a two-phase approach (i.e. reflecting and responding) (Yin, 2003). In the reflection phase,
12 open-ended questions (translated from English to Japanese) were given to the lesson study
presenters (Ms. Yamaguchi and Ms. Amami), and a version of the interview questions on
mentorship were posed to Mr. Ishige, Mr. Hayashi, Mr. Onishi, and Mr. Saito. The lead
researcher asked participants about their lesson study experiences at Toyama Elementary School.
The questions were constructed according to conceptions of andragogy (Knowles, 1989). While
some questions were asked to all participants, some questions were directed only to specific
participants since their roles were different (e.g. mentors and mentees) in lesson studies.
Examples of interview questions included (a) In what ways, could lesson studies serve your
education needs and solve issues and concerns that you are facing in teaching elementary
students in PE? (b) What did you hope to gain from mentoring of lesson study and post-
discussion conferences? (Ms. Yamaguchi and Ms. Amami) (c) What are the important factors
that determine the quality of lesson study and post-discussion conferences? (d) How do you
improve your mentoring skills? (Mr. Ishige, Mr. Hayashi, Mr. Monishi, and Mr. Saito).

In the responding phase, each teacher answered questions in an informal conversational style.
While the interview guide ensured consistency of interview questions asked in the reflecting

11



251

252

253

254

255

256

257

258

259

260

261

262

263

264

265

266

267

268

269

270

271

272

273

phase and responding phases, the data collector skillfully probed beyond the pre-established
questions to ascertain the individual teachers’ contextual realities. The teachers were interviewed
at the elementary school, with no interruptions. The individual interview sessions lasted 60 to 90
minutes. All interviews were audiotaped with the teachers’ permission and then transcribed, and
the transcripts were then translated from Japanese to English. The lead author, a Japanese male
trained in case study and interviewing methods, served as a data collector and as an analyst for
this study. All data were collected over a two-month period.

Two lesson studies presented by Ms. Yamaguchi and Ms. Amami and mentors’ conversations.
Both lesson studies were audiotaped with the teachers’ permission and then transcribed. The lead
author also took digital photos of lesson study materials, although video recording was not
allowed. Ms. Yamaguchi’s lesson study consisted of six stationary activities in a gymnastic floor
routine, including; 1. Rolling, 2. Head over Heels, 3. Forward and Backward roll, 4. Bridges, 5.
Levers and 6. Stands for her 35 third-grade children in a 45-minute lesson. Ms. Amami taught a
hurdle lesson that consisted of three parts: (a) hurdle drills, including rhythm drill (without
hurdle); (b) hurdle rhythm practices; and (c) skip over the hurdle routine for 30 fifth-grade
children in a 45-minute lesson. More than ten classroom teachers, as well as Mr. Ishige, Mr.
Hayashi, Mr. Saito, and Mr. Onishi, observed their lesson study presentations. Although it was a
challenge to control background noises and interruptions, all mentors’ conversations during the
lesson studies were also audiotaped to be transcribed.

Post-lesson study discussion. A post-lesson discussion was held a few days after the lesson
study presentation to enable the teachers to reflect upon their instruction (e.g. children’s
engagement, learning experiences, and teaching content). In the post-lesson discussion,

development of the spectrum of teaching styles (Mosston and Ashworth, 1994) was used to
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analyze the lesson study presentations provided by Ms. Yamaguchi and Ms. Amami. The focus
of the post-lesson discussion was to discuss student learning in all three domains including
cognitive, social, and psychomotor components. During the discussion, all observers of the
lesson study presentations including the classroom teachers, mentor, directors of PE at the
school, school principal, and director of PE in the school district referred to their observation
notes to talk about the presentations. With the teachers’ permission, all discussions were
audiotaped and transcribed.

Translation process. The four native Japanese translators (A [data collector], B, C, and D)
were bilingual faculty members in PE departments at universities in the United States (US) and
Japan. This study used the cross-cultural translation technique developed by Banville,
Desrosiers, and Genet-Volet (2000), which has been used previously with Japanese teachers by
Hodge, Sato, Mukoyama, and Kozub (2013). All translators were fluent in both English and
Japanese. First, three translators (A, B, and C) individually translated the original Japanese
version of the interview data into English. Later, they compared their versions and discussed any
differences to arrive at an agreement. They then edited the translated data as deemed necessary
for proper vocabulary, grammar, and syntax. The Japanese and English versions were sent to a
bilingual faculty member (Translator D) in the U.S., who translated the interview data into
English. In the second step, a committee consisting of the four bilingual translators and an
established PE faculty member were asked to critique (evaluate) the interview data. The
committee recommended edits to the interview data to ensure that the meaning of the English
and the original items was the same. Agreement was reached on all items on the interview data.

Data analysis. A hybrid approach of thematic analysis (qualitative method) (Fereday and

Muir-Cochrane, 2006) was used to explore, describe, and interpret the data, which allowed
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themes to emerge from the conceptional framework. The first step in this analytical process is to
identify the storyline. The storyline is the primary message that the analyst interprets as what the
interviewee is trying to convey. The second step is to identify the implicit and explicit aspects of
the participants’ story (i.e., interview responses). Oftentimes, what participants share during the
interview has explicit and implicit meanings, and those two dimensions typically involve both
negative and positive sides (i.e. oppositions). The main oppositions associated with this story
include right and wrong reasons (e.g. political, structural, and pedagogical reasons). The
storyteller is clear that there are right and wrong reasons or an important moment to engage in
PD and thus, finding oppositions allows researchers to uncover the meaning of key factors of the
discourse by analyzing what the narratives imply (Boyatzis, 1998).

The last step is identifying and presenting an argument in an inferential, logical form. This
argument led us to reproduce the story in the form of syllogisms, logical arguments that helped
the interviewee(s) express the ideas. More specifically, each potentially meaningful piece of data
within the transcripts from the first set of interviews with each participant was coded
independently by the first and second authors, and the differences were discussed until
agreement was reached. The second set of interviews was initially coded by the lead author and
then checked by the second author. In addition, two peer debriefers reviewed the codes to avoid
potential researcher bias. The researchers grouped the codes into thematic categories, which were
then refined into recurring themes.

Drawing on conceptions of andragogy, this study devised a template (see Table 2) as an
organizing text for interpretation of data generated with participants (Crabtree and Miller, 1999).
In the form of thematic coding through thematic analysis, the researchers searched for key or

meaningful phrases or words that expose the characteristics of adult learners. More specifically,
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through a process of data analysis and interpretation through andragogy conceptions, the
researchers reached a consensus about categorizing phrases and quotes. Table 2 illustrates
examples (Ms. Yamaguchi and Mr. Hayashi) of how conceptional categories and themes are
intertwined, and the number of narrative phases addressing those results.

**%**PLEASE INSERT TABLE 2 HERE****

Trustworthiness. Trustworthiness was established through triangulation, member checking,
and peer debriefing. Triangulation involved the use of multiple data sources, including those
from interview transcripts and email messages. Member checking was used to reduce the impact
of subjective bias (Patton, 2002). The researcher sent electronic files of the interview transcripts
and emergent themes to the respective participants. The participants’ acknowledgment of the
accuracy of the transcripts and the researchers’ interpretations of the data ensured that
trustworthiness was established. Peer debriefing is a process of exposing oneself to a
knowledgeable peer in a manner paralleling an analytic session, with the aim of exploring
aspects of the inquiry that might remain only implicit in the inquirer’s mind (Patton, 2002). For
this study, two professional colleagues with expertise in qualitative research agreed to serve as
peer debriefers. These individuals reviewed the established themes and agreed with the findings
of the researchers. They deemed the interpretations of the data to be accurate and representative.

Results and Discussion

The purpose of this study was to investigate Japanese elementary teachers’ PD (lesson study)
experiences using the conceptions of andragogy in PE lesson study at a metropolitan school
district in Japan. Three major interrelated and complex themes emerged from the data analyses:
(a) challenges, (b) vitalness of a mentor’s role, and (c) self-directed learner. These themes

illustrate the participants’ experiences during and after lesson study presentations.
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Theme I: Challenges

This theme demonstrates that Ms. Amami and Yamaguchi (two beginning teachers) struggled
to evaluate students’ engagement and learning outcomes. More specifically, during the two
lesson study presentations observed by the principal (Mr. Saito), the school coordinator (Mr.
Onishi), and two mentors (Mr. Hayashi and Mr. Ishige), Ms. Amami and Ms. Yamaguchi
appeared to be challenged in their attempts, or failure, to capture students’ feelings and reactions,
establish the learning environment for the students to feel secure in the lessons (Butler, 2015;
Sato, Miller, and Delk, 2018).

Both teachers tried to make their lessons interesting, but the observers detected that their
students demonstrated passive or apathetic attitudes toward the lessons. This is called dissonance
phenomena, which describes when an adult learners’ existing pedagogical knowledge is
challenged in the teaching setting, and finds it to be incomplete (Knowles, 1984; Taylor and
Hamdy, 2013). For example, Mr. Saito, Mr. Onishi, and Mr. Hayashi commented as follows
about Ms. Amami’s hurdle lesson:

We told all teachers that they need to make sure that students enjoy the lesson and establish
harmonious relationships with their students before concerning about teaching motor skills. Ms.
Amami did not pay sufficient attention toward students and focuses on teaching motor skills, so that
her students began to disengage in the lessons (because students feel that the teacher does not care
about them) (Mr. Saito, observation conversation).

I agree with you Mr. Saito. I also find that teachers may not quite understand what students’
engagement and their feelings mean. I am saying this, because some students are enjoying activities
that goes over and under different heights of hurdles. Look!! They want to do more, but Ms. Amami
stopped the activity. It seems students are upset. Mr. Hayashi... Can you bring this issue in the post
lesson study discussion? (Mr. Onishi, observation conversation)

Yes. I can do that, Mr. Onishi. I will add this to a new agenda of post-lesson discussion. I think Mr.
Ishige and I need to discuss about how to mentor teachers regarding this issue. We know that Ms.
Amami was a sprint athlete of 100 m hurdle, but it seems that teaching children is different with her
athletic experiences (Mr. Hayashi, observation conversation).

Scott and Ytreberg (1990) stated that security is vital to maximizing the outcome of students’

engagement and learning, and being able to provide supportive learning environments are
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essential skills for qualified educators (Butler, 2015). During the lesson, Ms. Amami focused on
the self-fulfillment that comes from pressure to complete her lesson content within the timeframe
(Rothmann and Hamukangandu, 2013). Instead, she needs to alter this attempt to provide
successful and enjoyable experiences to her students, which would improve her teaching
effectiveness (Chemetzky, 2014).

Regarding this issue, Ms. Amami explained her reflections during the post-lesson study
discussion session in the interview that she realized the importance of developing relationships
with student (Chametzky, 2014):

I underestimated the challenges of effectively teaching hurdling skills to elementary children. I was
the athlete for a long time. I know how to run and jump faster, but I learned that teaching is different
from coaching. Based on the feedback from Mr. Ishige, Mr. Onishi, and Mr. Hayashi, I felt that the
fact that I designed a discipline-based lesson caused many problems. I have a hard time capturing
children’s facial expression and feelings during my lessons on what they like and what they don’t like
to do. Mr. Ishige suggested me to focus on students’ reactions during the lesson. Also, Mr. Ishige told
me to make tasks more developmentally appropriate. For example, he recommended me using music
and rhythmic activities to enhance children’s hurdling skills for this developmental level (Ms.
Amami, individual interview).

Ms. Amami recognized her lack of attention to students’ responses to her instruction due to her
insufficient knowledge of student development. Any less authentic approach tends to drift
toward teacher-centeredness, which potentially creates an authoritative class environment
(Knowles, 1984). Ms. Amami’s comments indicated that the discussion session facilitated her
conceptual transition from subject-centered teaching to performance-centered teaching, that is
passive knowledge of pre-existing ideas to active knowledge of how to produce ideas about how
to teach (Knowles, 1980).

During the interview, Mr. Saito, the principal, mentioned a larger issue that many elementary
teachers face in the school district relative to the issues of teachers’ skill in developing the

learning environment:
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This school district has many beginning teachers like Ms. Yamaguchi and Ms. Amami. More than 80
percent of teachers are beginning teachers. Many teachers only have less than 5 years of teaching
experiences. Mr. Hayashi and Mr. Ishige have 8-10 years of teaching experiences. They were
considered as senior and teaching expert in this school district. (As a school district with many
beginning teachers,) Classroom Chaos (Gakkyu-hokai) has been a serious issue. Children ignored

their teachers and act up, walk out, and run amok, even destroy academic and classroom supplies (Mr.

Saito, interview).
The inclusion of professional development, such as lesson study, is important in minimizing
classroom chaos, which is often experienced by beginning teachers. Mr. Saito hopes to see
current elementary classroom teachers continue to motivate themselves to engage in PD
opportunities, such as a lesson study, so as to become effective teachers.
Theme II: Vitalness of a mentor’s role

The theme ‘vitalness of a mentor’s role’ captures the teachers’ beliefs that the role mentors
play are imperative to the success of lesson study. Four participants—MTr. Hayashi, Mr. Ishige,
Ms. Amami, and Ms. Yamaguchi—are classroom teachers who are responsible for a different
class at various grade levels each year (Okumura, 2017). These participants were comfortable
teaching other academic subjects such as reading, math, and/or science in their classrooms.
Although they had difficulty in teaching elementary PE, the teachers believed the lesson study
mentoring system is beneficial in providing and receiving individual feedback. They also
recognized that mentoring is vital because their students' population was unique in a way that
many children in the district engage in sport and physical activities more than children in
different school districts. In such an area, there is a larger gap in psychomotor development
between children who are athletes and their peers who are not athletes (Abiko, 2007). Ms.
Yamaguchi explained that,

I think I needed to have my self-reflective views of my teaching, because I need to share my teaching
experiences with other classroom teachers. Lesson study is the only opportunity that I can find my
invisible or unnoticed issues in my teaching. Plus, lesson study helps me to become physical
education specialist not generalist. Mr. Ishige, and Mr. Hayashi helped my teaching significantly.
(Ms. Yamaguchi, interviews).
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Her comments indicated that the lesson study assisted her development of expertise in PE,
adapting to various learning styles, and an ability to understand new perspectives on children’s
cognitive and physical development (Okumura, 2017).

For the new teachers, learning from experienced teachers (who understand what their
students think, do, and achieve and make effective professional judgement) was beneficial,
because they were assigned to a different class each year. For instance, Ms. Yamaguchi, taught
three different grade levels. These teachers have limited opportunities to accumulate knowledge
of students in different grade levels compared with other countries, such as the U.S., where
teachers are licensed from K-12, although Japanese teachers can gain a deep understanding of
individual students’ backgrounds, personalities, characteristics, and behaviors in their assigned
classrooms. Japanese teachers also need to gain specialized pedagogical knowledge and skills
after graduating from teacher education programs, because they do not have sufficient training
when they are pre-service PE teachers. According to the conceptions of andragogy (Knowles,
1989), the process of learning new things (e.g. specialized knowledge in PE) is not just about
acquiring knowledge (surface level of learning). It includes being able to comprehend and apply
it in their own instruction. Therefore, all teachers must be continuously seeking how and where
their process of learning fits into the professional environment (Wenger, 1998).

Both Ms. Yamaguchi and Ms. Amami felt that their colleagues, Mr. Hayashi and Mr.
Ishige, demonstrated expertise in PE because both had strong content, pedagogical, and cultural
knowledge, as well as access to recent research findings about PE lesson studies and theoretical
knowledge that are difficult to access on their own (Fernandez, 2002). The most effective self-

directed mentors encourage reflection on action, highlight areas of strength and weakness of
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lesson studies, and share resources (e.g. printed materials, audiovisual aids, and every other kind
of resource) to children, teachers, and other staff (Knowles, 1984).
From a mentor perspective, Mr. Ishige said:

As being a mentor of Ms. Yamaguchi and Ms. Amami, I learned the skills to provide feedback and
mentoring. They do not have time to find resources for their teaching improvement. Based on
observing their lesson study presentations, I was thinking how to select beneficial resources for Ms.
Yamaguchi and Ms. Amami to meet their individual needs. These teachers have different learning
styles. Ms. Yamaguchi tends to increase her confidence when I give step by step feedback for each
element of the lesson, such as warm-up, the body of lesson, and closure. On the other hand, Ms.
Amami improved her teaching competence through struggles that she confronts (Mr. Ishige,
interviews).
For Mr. Ishige, these mentoring experiences were eye-opening. As a mentor, he collaboratively
examined what resources were valuable for his mentees and helped them maximize their learning
through their lesson study presentations (Fernandez, 2002). In the collective culture of Toyama
Elementary School, teachers searched for common core values and the goals of lesson study as a
team (Collinson and Ono, 2001). The collaborative culture of PD in lesson study groups occurs
in the moment of social and professional interaction. This also contextually tied together for
interactions involving relevant PD activities (Kayi-Aydar, 2014).

Mr. Hayashi explained that Ms. Yamaguchi and Ms. Amami needed to find strategies to
enhance the elusive nuances (providing details of proper teaching cues and subtle differences
among age groups) of PE specialized learning. He said that:

I need to facilitate lesson study learning opportunities for all elementary teachers to allow them to

gain PE specialized knowledge and skills. This is extremely important, because, for example, Ms.

Yamaguchi and Ms. Amami are teaching PE to their children throughout this academic year. They do

not teach other classroom children. They spent three years here, this means that they only teach two to

three different grade children. This means that they only had teaching experiences with 90 to 100

children within three years. If they are specialized to teach PE, they may need to teach all children in

this elementary school. We are generalists, this is why we need lesson study and enhance our teaching
and learning (Mr. Hayashi).

Mr. Hayashi also stated that lesson study enhanced teachers to use authentic pedagogical

approaches. Since all teachers need to teach all subject areas, instead of making those teachers
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PE specialists, lesson study attempts to help them become general educators who understand
various teaching styles (e.g. command, practice, reciprocal, self-check, and guided-discovery) to
implement PE lessons effectively. Rink and Hall (2008) asserted that effective and specialized
PE teachers must have not only a clear vision of the developmentally appropriate repertoire of
motor and social skills that all students should learn, they must also devise lesson structures that
allow no students to be left behind. In the conceptions of andragogy, the influence of lesson
study should promote teachers’ and students’ growth and change as well as their learning
experiences in the real world (Mezirow, 2000). Mr. Hayashi believed that as a PE director, he
needed to facilitate all teachers’ learning with an acute evaluation of their teaching through
lesson study presentations and assist them in integrating specialized knowledge and practices.
This represents using problem-solving strategies through experiential learning.
Theme III: Self-directed learner

The theme self-directed learner captures the importance of reflective self-directed learning.
The two lesson study presenters, Ms. Yamaguchi and Ms. Amami, attended a post-lesson study
discussion meeting with the observers (Mr. Hayashi, Mr. Ishige, Mr. Onishi, and Mr. Saito). The
purpose of this session was to identify the skills that need to be improved to enhance their
teaching effectiveness (Siedentop, 1981). In the interviews, for example, Ms. Amami and Ms.
Yamaguchi reflected and described themselves as instructional leaders in the PE classes. They
recognized the need to develop reciprocal relationships with students; they often use command
(teachers make all of instructional decisions and inputs for students) and practice (teachers
determine what is taught and introduce skills and tasks) teaching styles that are the most
common teaching strategies used in PE. However, they had difficulty in using reciprocal styles

that allocate students responsibility for the learning of other students and develop their
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communication skills, promote patience, and motor skill analysis (Nichols, 1994). Additionally,
they identified the need to reformulate instructional objectives, investigate resource materials,
and evaluate learning outcomes (Knowles, 1975). During, the post lesson study discussion
session, Mr. Hayashi, Mr. Ishige, Mr. Onishi, and Mr. Saito also served as stimuli to assist
teachers’ further self-directed learning (Knowles, 1975) for the discovery of connections
between teachers’ own learning objectives and the solutions to teaching students PE
(Chametzky, 2014).

In the post-lesson study discussion, written lesson study reports were circulated by Mr.
Hayashi, who served as the moderator of the session. One of the important topics addressed in
this meeting was “how classroom teachers evaluate achievement of targeted learning goals.” Mr.
Hayashi commented to everyone in the meeting that:

Overall, the lesson reports written by Ms. Yamaguchi and Ms. Amami were well described and 1
found both of you spent tremendous amount of time for the lesson study preparation. Today’s
discussion, we should focus on how we (classroom teachers) measure students’ achievement toward
targeted learning outcomes. This is an assessment question. In this group, many teachers also struggle
to develop knowledge building efforts (Mr. Hayashi, post-lesson study discussion).

As a presenter, Ms. Amami explained that

I think this is an important question, but I am not confident to say that I know the answers of the
questions. Based on my background, I was the athlete of hurdling, but I did not spend sufficient time
to identify what elementary children need to progress. I never imagined. Therefore, I think there are
gaps between targeted learning goals and students’ achievement. I would like to hear responses from
classroom teachers today (Ms. Amami, post-lesson study discussion).

Mr. Ishige, an observer, responded that

My recommendation is that Ms. Amami needs small scale evaluation that tests developmentally
appropriate relevancy in PE. Probably, she knows hurdling skills, but not for elementary students. I
encourage her to analyze to distinguish whether changes and evaluation were an improvement to
determine the next variation to assessment. For example, Ms. Amami can use movement of sequence
aligning with short term objectives (Mr. Ishige, post-lesson study discussion).

Although Ms. Amami did not have an answer to the question asked by Mr. Hayashi, she was

able to acquire specific ideas from Mr. Ishige. In the conceptions of andragogy, teachers need to
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develop evaluation systems that measure students’ expected competency and outcomes including
what to measure, how, when, by whom (Knowles et al., 2005). The post-lesson discussion helped
Ms. Amami and Ms. Yamaguchi develop and consolidate their knowledge and skills relative to
this challenge in assessment (Taylor and Hamdy, 2013). The session was successful in providing
the opportunity for teachers to deeply discuss the issues observed during the lesson study
presentation, which allowed them to reflect on their teaching with specific examples while
mentors provided suggestions (Knowles, 1995).

The school coordinator, Mr. Saito, explained that post-lesson study discussion meetings are
important because this type of meeting provides an opportunity to disseminate critical knowledge
(Fernandez, 2002). Through the discussion about Ms. Amami’s instructional change, Ms.
Yamaguchi was also able to reflect upon her own teaching and plan specific steps to enhance her
teaching competence. Mr. Ishige’s recommendation facilitated Ms. Amami to identify her
instructional issues and self-directed learning. Ms. Amami promised to share her future plans
with Mr. Ishige. She commented that:

From tomorrow, I will create one page relevant and developmentally appropriate assessment of
gymnastics floor routine for 3 graders. Also, I think I focused skills and techniques too much. I did
not care about my children’s motivation. I think it is important to find good practices of gymnastics
routine. From post-lesson study meetings, I learned that athletic experiences may adversely affect to
teaching children, because we may ignore children’s developmental growth and learning progress. I
realized from this meeting (Ms. Yamaguchi, interview).

This comment illustrates that feedback is key to developing cognitive understanding, motivation,
engagement, and interpersonal connections (Ryan and Deci, 2000; Mandermach et al., 2006).
Self-directed learning in andragogy conceptions is a process of becoming an independent learner
that primarily takes place outside of the lesson study, whereby teachers make decisions and
become responsible for their own learning process by determining their needs, setting goals,

identifying resources, implementing a plan to meet their goals, and evaluating the outcomes
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(Knowles, 1980; 1984; 1995; Song and Hill, 2007). It has previously been demonstrated that
teachers in PD seek “possible selves,” meaning they try to find ideal versions of themselves
(Markus and Nurius, 1986). Moreover, the discussion session provided a place where a principal,
a PE coordinator, and a teacher could share their ideas and move toward common educational
goals, objectives, and values.

Finally, Mr. Onishi mentioned the training of future leaders in elementary PE;

I really do hope that these young teachers such as Ms. Yamaguchi and Ms. Amami become
independent learners and future leaders of PE. I think mentoring helped Ms. Yamaguchi and Ms.
Amami plan, teach, assess, and evaluate lesson studies. This is why post discussion meetings were
important (Mr. Onishi, interview).

Mr. Onishi believed that the lesson study assists teachers in becoming transformational learners
and it empowers all teachers while nurturing them through a change in PE (Northouse, 2003). He
also mentioned that “this lesson study is not only for Ms. Yamaguchi and Ms. Amami but also
for Mr. Hayashi and Mr. Ishige, because all teachers including myself and Mr. Saito are also
evaluating their mentoring skills.” Mr. Onishi also said that he is “still learning about mentoring
Mr. Ishige and Mr. Hayashi to demonstrate constructive, informative, and useful feedback, rather
than giving simple feedback” (hands-on or suggestions). Mr. Hayashi and Mr. Ishige also need to
reflect on their own feedback and check what mentees are learning (Song and Hill, 2007).
Knowles (1975) explained that teachers should consider how to best become transformational
adult learners who serve as visionary role models that demonstrate moral values and problem-
solving skills while simultaneously listening to and trusting in teachers and children. The post-
lesson study discussion session appears to be beneficial not only for the lesson study presenters,
but also for mentors to reflect on how they can become more effective. This discussion session
stimulated the participants to engage in self-reflected learning.

Study limitations
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This study has four major limitations. First, the participants were selected from one
elementary school in Japan. Having more than one elementary school would have enabled a
cross-case analysis which could extend the investigators’ expertise beyond the single case
(Stretton, 1969). Cross-case analysis also provides researchers opportunities to learn from
different cases and gather critical evidence to modify a specific event (Eckstein, 2002).

Second, the number of participants was small, and they had rather diverse backgrounds and
experiences. This allowed us to acquire different perspectives from teachers who had different
roles, including a principal, a lesson study coordinator, mentors, and lesson study presenters.
However, we had only one or two participants for each role. More participants for each role
would enable us to understand the unique experiences of teachers in different roles.
Nevertheless, qualitative inquiries, including case studies, typically use small samples, and in the
logic of criterion sampling, the intent is to capture and describe the central themes that represent
the phenomena under study for a particular cohort of interest (Patton, 2002). Our aim in using
this sampling approach was to uncover themes in lesson study experiences.

Third, there were no vice principals involved in this study, as the teachers did not work in
one-on-one contexts with a vice principal. This is a limitation, because vice principals in
Japanese elementary schools typically understand individual teachers in the school very well and
have strong connections with parents. Interviewing a vice principal might provide a unique
perspective for understanding lesson study phenomena.

Lastly, the researchers did not interview school-age students from the teachers’ classes to
explore their reflections and perspectives about the lessons. While the participants discussed

student behaviors, interests, and motivations, there was no direct information from students.
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Obtaining students’ perspectives could further facilitate understanding the phenomena of lesson
study, and thus, researchers in the future should consider examining students’ voices.

Recommendations and Conclusions

The results of this study demonstrated that teachers in different roles had meaningful
experiences through the lesson study and post-lesson study discussion meetings. The following
recommendations are intended to enhance the quality of lesson study experiences for teachers.
First, the findings emphasized the importance of the reflective cycle for teacher development
(Lewis, Perry, and Hurd, 2009) regardless of the use of lesson study. Close analyses of their own
teaching with expert guidance are the keys for adult learners to improve themselves to meet their
targeted goals (Lewis, Perry, and Hurd, 2009).

Second, it is important to understand that when applying the lesson study model from one
country to another, the relevant Ministry of Education or school districts must make changes to
adapt the lesson study contexts and purpose of current teachers’ PD in physical education
(Halpin and Troyna, 1995). They need to investigate how teachers in other countries improve
their knowledge building process and practices of teaching in PE through lesson study
(Grimsath and Oddrun Halla®s, 2016).

Third, because teachers struggled with understanding students’ developmental levels and
students’ reactions to their lesson, teachers need to shift their attention to children’s thinking and
learning when using lesson study. When they plan, teachers need to do so through the children’s
lens (Fernandez, Cannon, and Chokshi, 2003) and identify indicators of children’s engagement.
In the lesson study or even other forms of PD, teachers should focus on children’s interests,
engagement, and performance to enhance teachers’ instructional effectiveness (Lenski and

Caskey, 2009).
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Fourth, school districts might need to establish lesson study PD programs focused on student
learning outcomes. This type of program could provide a benchmark for administrators in all
elementary schools to evaluate the quality of a mentoring program and lesson study supervision
protocols (Tsuda, Sato, Wyant, and Hasegawa, 2019). School districts should develop a program
and process for lesson study mentoring to take place (Inzer and Carwford, 2005). The mentoring
portion plays a significant role in creating positive outcomes, because mentors and mentees are
in collaborative relationships. School districts could develop formal and informal assessment
plans of lesson plan development with mentoring materials to demonstrate how to implement
mentoring programs between junior and senior classroom teachers.

Fifth, teachers and school districts must share a common understanding and vision of lesson
study, and it is necessary to move from discussions to actually engaging in lesson study (Chokshi
and Fernandez, 2004). As with other innovative approaches, it might be best to begin lesson
study with a small, interested group of teachers. These teachers could develop a learning
community and adopt the lesson study approach with other elementary schools. The group can
set realistic expectations for implementing lesson study in their school.

The lesson study approach in PE is a way for teachers to engage in PD leading to activities
that promote instructional change. To implement these changes, there remains a need to heighten
awareness among teachers, administrators, and researchers to ensure that attention is directed to
children’s learning outcomes. We hope the teachers build capacity, expertise, and knowledge to
improve teaching and learning in a spectrum of PD in physical education.
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1

2 Table 1: Demographic Information
Lesson . .o Mentor
Name Age | Degree study Role License Position Experiences
Elementary teaching
1;/1;13 uchi 26 | Bachelor Lf::gli:;udy credential and 3" grade No
g P Secondary PE
Elementary teaching
Ms. . 27 | Bachelor Lesson study credential and 5t grade No
Amami presenter
Secondary PE
Elementary teaching
Mr. Ishige 32 | Bachelor | Mentor credential and 5™ grade Yes
Secondary PE
M Physical Elementary teaching
Ha' ashi 30 | Bachelor | Education credential and 6 grade Yes
Y Director Secondary PE
Elementary teaching School
Mr. Onishi | 45 | Bachelor | Supervisor credential and District PE Yes
Secondary PE coordinator
Elementary teaching
Mr. Saito 62 Master' of Evaluator credential and Principal Yes
Education
Secondary PE
3
4
5
6
7
8
9
10
11
12
13
14




15

Table 2: Data Analysis and Theoretical Category Example

Theoretical Categories Example

Themes

Number of
narrative phrases

Ms. Yamaguchi

Face to Face Interviews

Self-Directed Learning e Highly Motivated Independent Learning 8
Behaviors
Problem centered e Help seeking feedback and mentorship from 9
Mr.Hayashi and Mr. Ishige
Content centered e Teacher centered instructions and lessons 7
Lesson Study (observation only) N/A
Content centered e Feeling of insecurity and discomfort N/A
Experiences e Lack of time and behavioral management skills
Post discussion interviews 5
Self-evaluation e Help Seeking Behaviors
Mr. Hayashi
Face to Face Interviews
Self-Directed Learning ¢ Highly Motivated for training future leaders and 8
mentors
. . 9
Problem centered e Effective feedback and mentorships
Lesson Study (conversations with
Mr. Onishi, Mr. Saito, and Mr. e Assessment and evaluation improvement of 5
Ishige) lesson studies
. . 6
Self-Directed Learning e Comments about behavioral management skills
Post discussion interviews
Problem centered e Recommendations about their lesson studies. 7
e Motivate Ms. Amami and Yamaguchi do better. 8
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