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Lewis et al. (2019)
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1872 Emperor Mutsuhito’s reform 
of the schooling system

1872 - 1880 Opening of 
teachers’ schools

1880 A book on Pestalozzi’s peer-
education methods inspires the first 
spontaneous Lesson Studies

Isoda et al. (2007)
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1900 LS migrates to China and Korea

1999 LS reaches the world
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Lesson Study lacks its own ‘original’ theoretical characterization. 

This is likely due to its roots in the Eastern culture - far from the 
Western need for theorizing (Yang, 2009).
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From a «western» point of view…
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Nathalie Sinclair, February 24th, SoME (https://youtu.be/PiVyirJS4hk) 

https://youtu.be/PiVyirJS4hk
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In an education system, one expects culture to contribute to the 
forms of acceptable pedagogy, social conventions governing teacher 

interactions, classroom practice, and teacher professional 
development programs.

Ebaeguin and Stephens (2014)

“The role of culture […] is an important aspect of 
mathematics education” (Presmeg, 2007, p. 1)
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“any aspect of the ideas, communications, or behaviours of a group of people 
which give them a distinctive identity and which is used to organise their 
internal sense of cohesion and membership” (Scollon & Scollon, 1995, p. 
127)

“[t]he system of shared beliefs, values, customs, behaviours, and 
artefacts that the members of society use to cope with their world and 
with one another, and that are transmitted […] through learning” 
(Bates & Plog, in Freimuth, 2006, p. 2)
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“any aspect of the ideas, communications, or behaviours of a group of people 
which give them a distinctive identity and which is used to organise their 
internal sense of cohesion and membership” (Scollon & Scollon, 1995, p. 
127)

“[t]he system of shared beliefs, values, customs, behaviours, and 
artefacts that the members of society use to cope with their world and 
with one another, and that are transmitted […] through learning” 
(Bates & Plog, in Freimuth, 2006, p. 2)

We rely on “the notion of “practice” as a link between culture […] and the 
larger cultural contexts” (Hatano & Inagaki, 1998, p. 80).

There is no shared definition of culture (Spencer-Oatey, 2012), but it is often linked 
with the concept of society and organization.



16

To deal with this cultural aspect of PD we adopt the institutional perspective proposed 
within the Anthropological Theory of the Didactic (ATD). Institution is “any created 
reality of which people can be members (permanent or temporary)” (Chevallard & Bosch, 
2020, p. xxxi).

Peoples’ practices and knowledge are influenced or shaped by diverse elements, called 
conditions and constraints, prevailing in the institution to which they belong.

One of the biggest contributions of ATD was to focus, in the case of mathematics 
teaching, on not only those in the classroom but also those beyond, such as cultural 
elements related to school, society, civilization, etc. (Bosch & Gascón, 2006).

The institutional perspective of ATD allows investigating the cultural aspect of human 
practices.
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● 6-3-3 system, mandatory until
9th grade

● Non-inclusive classrooms
● School day starts at 08:50 and 

ends at 16:00 (teachers from
08:00 to 17:00)

● PD is not mandatory, but almost
every teacher participates

● PD mostly happens during
school hours

● PD is often organised by schools
● PD is financed
● Classrooms are open to observers
● Teachers have shared spaces for 

discussion

w
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● 5-3-5 system, mandatory until 
10th grade

● Inclusive classrooms
● School day can be from 08:00 to 

17:00 (students and teachers stay 
in school only/mainly for the 
lessons)

● PD is mandatory but not
regulated

● PD takes place during non-
school hours

● Teachers voluntarly adhere to PD
● Little financial support
● Classrooms are «teacher’s

private space»
● No shared spaces for discussion

Minisola and Manolino (2022)
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“The mathematics curriculum consists 
of three parts: overall objectives for the 
level, objectives and content for each 
grade, and syllabus design.

Methods and materials are specified 
to some extent, as well as in the 
construction of teaching plans and 
remarks on content.”

The Ministry of Education publishes
the Indicazioni Nazionali, “a framework 
for schools in the design and 
implementation of local primary and 
lower secondary curricula. Schools are 
free to determine content and 
methods of instruction 
autonomously, provided they are 
consistent with the learning objectives 
established by the Indicazioni.”

«Teaching freedom» is a constitutional
right.
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https://timssandpirls.bc.edu/timss2015/encyclopedia/

https://timssandpirls.bc.edu/timss2015/encyclopedia/
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Institutions Contexts

Administrations Media

Lesson 
Study

Miyakawa and Winsløw (2019)
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Collaboration
Professional 

development

Curriculum 
improvement

Institutional 
requests

???



Study of Japanese and Italian
culture and institutions

Experiments with prospective
and practicing teachers
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Our understanding of LS as
researchers
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• 29 teachers in pre-service training (UniTo
students)

• 22-24 yo

• No real classroom experience

• Enrolled in the course Elementary Mathematics 
from an Advanced Standpoint, held from 
October to December 2018

• Topic of the course: continued fractions
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And, of course, the researchers as «educators»
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• Planning phase: study and design a teaching activity on 
continued fractions, and write an activity report with a 
lesson plan for a 20-minute mock lesson.

• Implementing phase: teach and observe this mock lesson in 
front of their peers and the educators. 

• Reflecting phase: collaboratively discuss the efficacy of the 
lesson and individually reflect on the discussion. 
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Angela Nadia MartaEnrico
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Matryoshka fractions
Grade 11
80+ minutes
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Tools: blackboard, paper, drawings on the blackboard…
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Tools: blackboard, paper, drawings on the blackboard…

…matryoshka?
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Group # Learning context to approach 

continued fractions

Total time 

estimation

Lesson Plan

1 Geometric representation of continued 

fractions

80+ minutes No

2 Euclid’s Algorithm in Geometry Not present No

3 Music and continued fractions 3 hours No

4 Continued fractions and 

approximation

4 hours No

5 Coding and visualizing Continued 

Fractions in MATLAB

Not present No

6 GCD and continued fractions 1 hour No

7 Continued Fractions and Golden spiral Not present No

8 Storytelling of Euclid’s Algorithm Not present No
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• They were all convinced that they had
produced a Lesson Plan

• Yet, the word «lesson» almost never
appeared in their answer.

• When they referred to the mock lesson, 
they used the term «activity».
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Teacher 1 I like that there is collaboration between teachers for the creation of a

common project to be presented to students, but there must be

flexibility in adapting the lesson to the class […] according to the

characteristics of the teacher (we are people and not machines).

Teacher

(Nadia)

I personally chose to use the matryoshka to simplify the explanation of

continued fractions, and to provide a clearer picture for the students.

We did not discuss this among colleagues as the way of expressing the

content […] is very subjective and strongly depends on the teacher.
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Each group should have produced an activity report and a

detailed lesson plan for the lesson to be presented. However,

all groups only produced an activity report with eventually a

general indication of the time […].

How do we better communicate with teachers?

Has “what is meaningful in the world of LS research” the

same meaning in the teachers’ community?

At the macro level, […] we believe there is the need to

establish a shared language a priori, in particular concerning

the terms "lesson" and "activity".
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Nadia As a teacher, I realised that the planning was insufficient and that

much space was left to my personal initiative. In retrospect, I believe

that the time spent on planning should be much more. It is in fact a

single lesson to be prepared really thoroughly, second by second.

Planning is the cornerstone of a lesson [study] as it forces one to

consider a multitude of aspects that are often left aside and improvised

during a normal lesson.

Marta Lesson [planning], as compared to activity design, is more linked to

contextual aspects (the class to which the lesson is addressed and so

on...)

Enrico […] we mixed up [activity] and lesson, our lesson was structured over

two hours and not a single one-hour unit […]. This may be because we

are used to having longer times for individual lessons, so we mix

activities and lessons.
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Coherently with other implementations of LS in Europe, a number of 
problematic features of LS emerged in this experiment. 

The institutional differences between Italy and Japan determined three 
main problematic features:
• activity – lesson; 
• lesson plan; 
• time planning.
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Terminology is a crucial cultural factor, as it could 
be a constraint that prevent proper implementation of 
LS (or other teachers’ practices) in another context.

Educators’ culture

Teachers’ culture
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The lesson plan is a specific tool of LS, whose importance was not 
easily understood in our experiment, since the activity report plays a 
similar role for Italian teachers.

First, it can allow teachers to be more aware of their 
educational choices and of the real-classroom context in 
which they are working when planning lessons.

Second, it can be a tool to share, collaborate and discuss the 
teaching with other colleagues.

It is necessary to clarify these roles to the teachers, 
and emphasize that the lesson plan is not a rigid set 
of instructions.
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The data suggest that it could be very difficult, for the 
Italian teachers, to time-plan a single lesson in detail, 
since they are not used to a meticulous time planning.

Interacting with LS and its tools may force 
teachers to explicit and pay attention to every 
moment of the lesson.
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Some problems are beyond our 
(or the teachers’) capabilities.

This suggests the need to involve other institutional 
actors, such as headmasters or the Ministry itself.
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Some “misunderstandings” are 
easier to tackle.
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In particular, as researchers and educators:
• We are more aware of our role in communicating with 

the teachers about foreign practices;
• We have a «toolbox» of possible actions for the 

implementations of other foreign practices;
• We can contribute to similar project in other contexts.
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(Thank you very much!)


