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describes ‘receiving and/or giving on-the-
job coaching, mentoring or tutoring’ part of 
the CPD repertoire (GTCNI, 2005, p28).

How can coaching and mentoring 
be organised in a school?
Mentoring and coaching have much in 
common and overlap is to be expected 
when planning either activity in a school. 
First, as it is the case for any professional 
development activity, a school has 
to consider why it needs to set up a 
programme. For example, Rhodes and 
his colleagues (2004) suggest mentoring 
has proved very effective in helping 
new staff in a school make sense of the 
new job and also settle into their new 
surroundings. Coaching is also particularly 
useful for developing specific skills or 
dealing with specific classroom problems. 

Determining the aims of the proposed 
activity as clearly as possible will assist 
in the process of identifying who is 
to be approached to act as the coach 
or mentor. Who will act as mentor in 
each scheme depends on the expected 
outcomes and the needs of the mentee. 
Kelly and his colleagues (1995) describe 
the various mentoring situations, from 
staff development to an induction 
programme, and the different types of 
mentor needed whether for a new head 
teacher or a teacher in their first year. 

Depending on the degree of formality 
that the school management team wants 
to attach to the programme they could 
either ask for volunteers, identify expert 
teachers or even write a ‘job description’ 
and interview formally for the role. Although 
it used to be the case that more senior or 
experienced members of staff would be 
considered to act as coaches and mentors, 
such hierarchical relationships have now 

given way to a buddy-type role involving 
all levels of staff. However, while 

informal coaching or mentoring 
activities can be beneficial 

at times, depending on the 
task at hand, whole-school 
professional development 
schemes usually demand 
a degree of structure 
in the process. 

A typical framework for 
such a formal coaching 
or mentoring scheme 

can be adapted from 
the DfES/CUREE (2005) 
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advice and from the work of Rhodes 
and his colleagues (2004). Such a 
framework would require the following.

1	 The aims and objectives of 
the scheme to be set out.

These need to be related to the school’s 
vision and must be clearly articulated. For 
example, what are the specific needs to 
be addressed through the scheme? Are 
there clear outcomes that are measurable 
within specified time frames? Have the 
outcomes been negotiated with the 
teachers, mentors and coaches so that they 
become full stakeholders in the process?  

2	 The roles, skills and responsibilities 
of the mentors and coaches 
to be well developed.

For example, it is crucial that the chosen 
mentors and coaches are able to relate 
well to their assigned colleagues, aiming to 
build trust and confidence. They should be 
experienced in setting learning objectives 
and supporting progression through them. 
Coaches in particular need to model the 
specific skills they are hoping to pass on. 
Crucially they should be able to relate the 
guidance they give to convincing evidence 
from practice and research, enabling the 
teachers concerned to grasp underlying 
meanings and not just the skill. Coaches 
and mentors have to be attentive listeners, 
ready to review needs and plan actions 
with the teachers concerned. Once the 
mentoring or coaching is underway, they 
need to observe carefully, and analyse 
and reflect upon their charges’ progress. 
Crucially this has to be carried out with the 
teachers, providing them with guidance, 
feedback and direction when necessary.

3	 Coaches and mentors to have 
training and professional 
support and development.

All coaches and mentors will benefit from 
appropriate training and professional 
development opportunities. They need to 
conceptualise their roles as being part of 
a mutual learning experience (Forsbach-
Rothman, 2007). Bryan and Carpenter 
(2008) propose the benefits of establishing 
support communities within and across 
schools to share practice and experiences.

4	 The elements of the mentoring 
process to be accepted.

According to the Anderson and Shannon 
(1995) model, there is an openness 
and an atmosphere of care and concern 
between mentor and mentee, in which the 
mentor provides leadership and direction. 
They argue that the main elements 
of the mentoring process include: 

•	 a relationship where the mentor 
is a role model, a care giver and 
a nurturer for the mentee;

•	 the mentor teaching, sponsoring, 
encouraging, counselling and 
befriending the mentee; and

•	 demonstration of lessons, observations 
and feedback, and support meetings. 

This latter element (demonstration of 
lessons etc) is the essence of the more 
hands-on coaching process, which includes 
ensuring that the teacher has a clear idea 
of the activities to be tried out. The coach 
has to be aware of the types of learning 
suitable for the teacher concerned and the 
teachers should be treated as equals in both 
mentoring and coaching, even when there 
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are significant differences in experience. A 
non-patronising and respectful relationship 
will always be the best approach.

5.	 The scheme to be properly 
managed and monitored.

If the coaching or monitoring process is 
seen by either party to be an add-on, 
to be taken or left, or if there is any hint 
from management that the scheme is 
unimportant, then it is likely to fail. It is 
imperative that the whole process is treated 
with the seriousness and importance it 
deserves. It should be driven from a senior 
management perspective with appropriate 
reviews, progress reports and resourcing. 

6.	 A systematic review and evaluation 
of the whole-school scheme.

Appropriate monitoring of a whole-school 
scheme is fundamental to ensuring that it 
continues to meet individual and school 
professional development needs.

The six elements above, for the creation 
of a positive coaching or mentoring 
environment, should be taken into account 
when designing a programme of this type 
of professional development. It is very 
important for coaches and mentors to 
realise that there are benefits through this 
coaching process for them as well as for 
the participants. For example, Rhodes 
and his colleagues (2004) quote Ragins 
and Cotton (1999) and Butler and Chao 
(2001) in listing benefits that include the 
development of skills such as patience, 
appreciation of cultural differences, gaining 
respect in the eyes of their colleagues and 
developing effective learning strategies.

Variants of mentoring: modelling 
and coteaching
Modelling is a variant of mentoring but 
involves the inexperienced teacher going 
into an experienced teacher’s classroom to 
observe how they use various techniques 
for classroom management or teaching 
processes, i.e. see ‘how it is done’. 
Sometimes it involves experienced teachers, 
perhaps external consultants, coming in 

to the teacher’s class to ‘show how it is 
done’. It almost goes without saying 
that such an approach needs to be 
treated with the utmost sensitivity.

Coteaching involves two teachers 
delivering a lesson together. The 
underlying theory is that each 
person’s contribution helps the 
other to improve their techniques. 

Having developed from team-teaching 
approaches the focus is collaborative 

and reflective, and is generally considered 
to offer scope for experimentation in 
various sub-class contexts such as 
one-to-one tuition and group work.
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teachers were assigned an RLS mentor. This 
is consistent with research conducted on 
teacher development. For example, Fisher 
and his colleagues (2006) argue that the way 
forward with teacher development, in order 
to keep pace with the constant change in our 
education system, is not just about making 
a process more efficient but about enabling 
cultural change in the profession. Some 
would argue that RLS could be the cultural 
change needed to bring about an overhaul 
of professional development in the UK. 

Where did RLS come from?
According to Fernandez (2002) RLS has 
existed in some form in Japan since the 
early 1900s. Stigler and Hiebert (1999) 
report that Japanese teachers are given 
primary responsibility for the improvement 
of their practice. Furthermore, as soon as 
they embark on their teaching career, they 
become engaged in the process of their 
school-based professional development 
as part of a professional development 
teacher group. This continuous professional 
development is considered part of a teacher’s 
job in Japan. Watanabe (2002) in turn 
describes how these groups can operate 
either at school level, where teachers from 
a single school collaborate on lesson plans 
or at a system level, for example where 
some cities hold a citywide RLS day with 
different schools hosting special activities 
or RLS groups on different subjects. There 
are also national RLS groups with no school 
affiliation. These often have hundreds of 
members brought together by university 
educators or indeed by enthusiastic teachers. 
Often, schools affiliated with Japanese 
universities conduct an open house on RLS 
where they publicly perform RLS lessons, 
attracting wide audiences of teachers.     

Part 2
Research Lesson 
Study, RLS
Research Lesson Study (RLS) is a relatively 
new approach to professional learning and 
focuses on collaboration among teachers 
and the creation of learning communities 
of practice. There are several perspectives 
from which to appreciate its purpose and 
process. For example, Stigler and Hiebert 
(1999) suggest that the concept of RLS is 
based on a simple principle: ‘if you want to 
improve teaching, the most effective place 
to do so is in the context of the classroom’ 
(p111). Dudley (2005) describes RLS as an 
activity that is based ‘upon cycles of highly 
structured group planning, observation 
and analysis of lessons which take place 
over periods of time between half a 
term and a year or more’ (p3) with the 
aim to improve pupil learning. Fernandez 
(2002) pinpoints the central activity as 
bringing together groups of teachers to 
‘discuss lessons that they have first jointly 
planned in great detail and then observed 
as they unfolded in actual classrooms’ 
(p393). And Lewis and her colleagues 
(2006a) describe it as ‘observation of live 
classroom lessons by a group of teachers 
who collect data on teaching and learning 
and collaboratively analyse it’ (p3).

From another perspective, Watanabe 
(2002) views RLS as a culture and not 
just another professional development 
activity. For a successful lesson study 
the development of a shared professional 
culture through collective participation is 
required. This notion of RLS as a culture 
is also supported by Fernandez (2002) 
who describes how both a group of pre-
service teachers conducted RLS as part 
of their training and a group of first year 
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Importantly, it is not only Japanese 
teachers who are keen on 
RLS, as Fernandez (2002) 
discusses; their government 
seems to be in favour 
of this technique too. 
Although Japanese RLS 
groups started on a 
voluntary basis, they 
have been supported 
by the educational 
authorities. Funding is 
often made available to 
tackle specific lesson study 
goals which are of regional or 
national importance. Schools 
in receipt of such funding are 
described as ‘designated research 
schools’. Fernandez (2002) argues 
that by funding these research schools 
the government is attempting to exert 
some influence on the RLS groups and 
their activities but the process goes both 
ways with the groups then having the 
opportunity to influence educational policy.    

Arguably, RLS encompasses many of 
the features of effective CPD discussed 
earlier, features that have as yet proven 
largely elusive in the UK and other western 
teacher professional development systems. 
These include the fact that RLS is a ‘true’ 
bottom–up model with direct teacher 
involvement in the design, planning and 
delivery of the CPD activity. In other words, 
teachers are not the ‘grateful recipients 
of CPD’; they are actively involved in the 
decisions concerning their own learning. At 
its essence, CPD in the form of RLS is the 
joint enterprise of a group of teachers, but it 
may also involve the participation of schools 
and government without them ‘imposing’ 
from above (Day and Sachs, 2004; 
Pickering et al, 2007; Day, 1999).

Collaborative enquiry, which is a central 
process of RLS, has been shown to support 
school improvement by promoting reflective 
practice, pupil, staff and leadership 
development and both individual and 
organisational capacity building (Jackson 
and Street, 2005a; Rhodes et al, 2004). 
With the characteristics of professional 
learning communities (Bolam et al, 2005) 
and communities of practice (Wenger, 
1998), RLS groups can promote whole-
school capacity building and foster improved 
learning. There is no ‘expert’ brought in from 
outside in RLS, instead, as Dadds (1997) 
would advocate, all teachers participating in 
the activity are experts in their own right. 

RLS in the West
According to Lewis and her colleagues, 
RLS has been widespread in Japan for 
many decades and has spread rapidly in 
the USA since 1999 thanks to Stigler and 
Hiebert’s (1999) book ‘The Teaching Gap’. 
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In this book, the high quality teaching of 
mathematics in Japan, as reported in the 
Third International Mathematics and Science 
Study (IEA, 1999), was attributed to the 
widespread use of RLS by the Japanese 
teachers. Indeed, Lewis and her colleagues 
(2006a) describe how in the space of these 
few years, more than 335 USA schools had 
been using RLS across 32 states and it had 
become the focus of countless conferences, 
reports and articles. The same authors 
argue that RLS practitioners in the US are 
adapting key features of the Japanese model 
and creating a home-grown version of it. 

RLS, it has been suggested, has the 
potential to help overhaul the US teaching 
force. According to Lieberman (2009), 
in one case study school, RLS helped 
develop a teacher learning community, 
in which teachers were able to develop 
‘a professional identity that includes 
learning from one another, and continually 
improving their practice’ (p97) overcoming 
the traditional norms of ‘individualism, 

conservatism and presentism’ (p84) that 
had constrained teachers from learning 

from one another (Lieberman, 2009).   

Lewis and her colleagues (2006b) 
describe how one US elementary 
school integrated RLS so well into 
its culture that ‘… it is not one 
more demand on teachers but 
the primary means of addressing 
the many demands they face’ 
(p278). Their study was one of 
six RLS projects funded by the 

National Science Foundation in 
US schools. The recent National 

Science Foundation (NSF, 2007) 
IMPACT report mentions the learning 

community approach for Science, 
Technology, Engineering and Mathematics 
(STEM) teaching, where they describe such 
communities as embracing ‘… variants 
of the Japanese lesson study model, as 
well as other operational models in which 
teachers examine student data, strategically 
address their content and pedagogical 
means, and devise new strategies to 
improve student achievement’ (p5). 

Although RLS has been used in the USA 
primarily to improve pupil learning, Lewis 
and her colleagues (2006b) reported that 
there have also been instances where 
RLS has replaced evaluations of teacher 
performance. As it involves experienced 
and new teachers participating in the same 
RLS groups it has also acted as a vehicle 
for mentoring. This is an example of the 
wide-ranging potential the RLS model has 
and how powerful it can be for professional 
development, given its unique features of 
teacher active involvement, collaborative 
enquiry and classroom relevance.

Most recently, in the UK, the RLS approach 
featured in an ESRC/TLRP Research 
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Training Fellowship project (papers on the 
project and related materials were also 
published by the National College for School 
Leadership - Dudley, 2005). Dudley’s 
(2008) research involved over 100 research 
lessons at 11 secondary and three primary 
schools. The learning context was English 
and the topic focused on how practice 
in Assessment for Learning could be 
developed and transferred between teachers 
and schools. This pilot project concluded 
that RLS could work in England where 
certain pre-conditions existed, for example, 
a culture of collaborative enquiry in the 
school (Dudley, 2008).        
                                                                                                                                       
In another setting in England, Davies and 
Dunhill (2008) have used a combination 
of the Japanese model of RLS, which 
they termed ‘Learning Study’ with a 
focus on learning outcomes. This was 
developed in order to answer criticisms of 
the RLS model presenting a small body 
of evidence on how it could be used in 
western settings, the lack of evidence 
to explain how the effects reported by 
participants come about and for ‘a lack of 
attention to a theory of learning’ (p5). 

Davies and Dunhill introduced this ‘Learning 
Study’ model over a two year period as an 
integral element within a programme for 
initial teacher education. They concluded 
that for the participating trainee teachers 
the benefits were evident. However, there 
were also several difficulties in practical 
terms that needed to be overcome. These 
included larger groups of trainee teachers 
as well as having to identify the focus 
for lessons several weeks in advance for 
the preparations to take place. This is an 
interesting effort to adapt and adjust the 
Japanese RLS model in a different cultural 
setting and shows that there has been a lot 

of interest in RLS in the UK, not only in in-
service but also in initial teacher education.

The importance RLS has assumed in 
the UK is also evident in the fact that 
currently all primary schools in England 
have access to training in RLS. RLS also 
features along with coaching in several 
national publications (Dudley, 2008). One 
of these publications ‘Improving practice 
and progression through Lesson Study: 
a handbook for headteachers, leading 
teachers and subject leaders’ (DCSF, 2009) 
provides all of the information needed to 
use RLS to improve teaching techniques. 

Where does RLS fit in? 
As mentioned in the Introduction, the GTCNI 
has at the centre of its Code of Values and 
Professional Practice the belief that ongoing 
professional development is necessary for 
improved practice. Furthermore, when the 
Council engages in discussion relating to 
teacher competences it is made clear that 
the emphasis is on concepts such as:

•	 ‘competence developed through 
reflection on practice and 
through dialogue with colleagues’ 
(GTCNI, 2007; p12);

•	 teachers engaging ‘in action research 
within their own classroom, school or 
institution’ (GTCNI, 2007; p12); and 

•	 teachers working ‘with colleagues 
and others to create professional 
community... and be prepared to offer 
advice and share professional practice 
with colleagues’ (GTCNI, 2007; p45).

The above are all elements present in or 
developed through the RLS activity, which 
is based on school-based reflective practice, 
collaborative enquiry and communities 
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of practice through clusters of teachers 
in the same school or across schools.  

Particularly in the Northern Ireland context, 
the concepts of communities of practice 
and collaborative enquiry are very timely, 
not least because of major events in the 
Northern Ireland education scene such 
as the conclusion of the Review of Public 
Administration in 2006 (see RPA, 2009), 
the Education (NI) Order 2006 (TSO, 
2006), the Independent Strategic Review 
of Education (Bain, 2006) and the revised 
Northern Ireland Curriculum (see NIC, 
2009), which began to roll out in schools in 
2008. Donnelly and Gallagher (2008) argue 
that these events emphasised the need 
for greater co-operation and collaboration 
between schools and had ultimately led 
to the creation of the School Collaboration 
Programme which focuses on supporting 
collaboration between schools (DE, 2007).

This shift from individual to collaborative 
practice is also supported by the 

GTCNI as it seeks to promote the 
development of professional 

communities of practice, with 
schools at the forefront of the 

development (GTCNI, 2005). 
Specifically relating to CPD, 
this document calls for: 

‘new, innovative ways 
of co-operating to be 
found to ensure that the 
expertise of individual 
teachers and schools 

is shared as widely as 
possible’. (p34) 

Could an RLS model be the 
answer to the calls for a new, 

innovative form of CPD where 
teachers engage in reflective and shared 
practice, within and between schools?   

How does RLS work in a school?
The coaching and mentoring models of 
school-based CPD, and their variants 
modelling and coteaching, have one 
thing in common: peer support between 
teachers in order to improve aspects of 
their teaching, promote their career and so 
on. However, one of the teachers is usually 
more experienced and provides support 
and guidance to inexperienced colleagues.  
In the case of RLS all teachers involved 
in the process are at the same level, they 
all work together, sharing ownership and 
responsibility for the process and the end 
result. They also share the risks associated 
with this activity – for example feeling 
exposed to the group – as they all ‘own’ 
the lesson. This allows them to feel more 
confident while experimenting in lesson 
delivery methods as both ‘successes’ 
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and ‘failures’ may be attributed to the 
group and not to individuals. 

There are various models of RLS 
but the planning template 
described here is adapted 
from the successful work of 
Dudley (2005). In essence 
the important steps are: 
creating a lesson study group; 
planning a research lesson; 
observing the research 
lesson; and disseminating 
lessons learnt from the 
research lesson. Although 
RLS has so far been used with 
learning improvement as its main 
aim, its action as a professional 
learning tool is what improves the 
pedagogy and ultimately learning, through 
the teachers working in partnership and 
collaborative enquiry. However, teachers 
and schools working in partnership 
present certain challenges such as, in 
the Northern Ireland context for example, 
teachers being reluctant to share practice 
or lacking in self-confidence (Galanouli, 
2008). Therefore, the model suggested 
by Dudley (2005), i.e. with a focus on 
pupils’ learning needs and outcomes, 
needs to be adjusted to focus on teacher 
professional development. The activities, 
as they have been adapted from Dudley’s 
(2005) work on RLS for assessment for 
learning, are set out stepwise below. 

1.	 Identify the research group, usually 
three to five teachers in a network of 
(up to five) schools with dedicated time 
and support for the Research Lesson 
Study programme. The arrangements 
must be logistically feasible in terms of 
distance, ease of getting together and 
appropriate classes. Commitment to 

the programme is also a must and the 
teachers should have the opportunity to 
hear about the proposed professional 
development activity before being asked 
to participate.                                   
 
RLS should be optional and by its 
nature will take place during school 
hours and not on teachers’ own time. 
To enable the group to come together, 
teacher substitute cover should be 
built into the funding as not only will 
the observing group of teachers need 
their own classes looked after, time 
is also needed for individual and 
group reflection, and the absorption 
of new learning (Fullan, 2000). This 
is consistent with GTCNI guidance 
regarding teachers engaging in CPD 
in which a reduction in class contact 
time should be considered in order 
to facilitate professional development 
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activities. Sabbatical leave should 
also be considered for those teachers 
engaging in CPD (GTCNI, 2005).

2.	 Set ground rules for joint ownership of 
the research lessons so that the risks 
of experimenting are shared (reducing 
potential embarrassing episodes, the 
unsettling sense of being watched in a 
fishbowl-type context etc). One way to 
achieve this would be to use videos of 
sample RLS lessons from other projects 
so that teachers become familiar with 
the concept and they know what 
they are expected to do, reducing any 
feelings of stress that this procedure 
may cause them to experience (Haydn 
and Barton, 2007). RLS is an innovative 
approach to professional development 
and, as such, joint ownership on the 
part of teachers is important and 
necessary for the proposed activity to 
succeed (Morrish, 1976). Pupil learning 
must be the main priority and their 
participation in the process should 
be discussed and agreed with them. 
Generally speaking, it is good practice 
to ensure the programme is also 
explained to and approved by parents. 

3.	 Identify what is to be researched 
and why: the research question. 
Clearly this is crucial and must 
involve learning content and 
objectives appropriate to the pupils 
and the stage of their learning.

4.	 Connect with what is known about 
the focus before starting work. 
Groundwork is very important and 
a good way to do this is to review the 
relevant literature as part of the initial 
planning stage. 

5.	 Steps 3 and 4 are closely linked to the 
concept of relevance of the training 
to the interests of the teachers, in 
other words relevance to teaching 
and learning and having as the focus 
their classroom needs. RLS should 
therefore take as its focus a topic 
which needs to be developed further 
by the group of teachers involved. In 
this way, the teachers will develop 
skills relevant to their experiences, 
which they will be able to use 
immediately in their classrooms.

6.	 Jointly plan a research lesson based 
on the proposed professional learning 
activity. This is a mixture of lesson 
planning in its traditional sense and 
a type of ‘choreography’ of the lesson 
process – what the pupils will be 
doing and when in the lesson, etc. 
Every teacher must have a clear input 
to and ownership of the final plan.
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7.	 Plan joint observation and data capture: 
plan how the data will be observed and 
captured, and who is doing what. This 
requires considerable thought to identify 
what observation data is to be collected 
e.g. teacher talk, teacher action, pupil-
teacher and pupil-pupil interactions, 
pupil work etc, and the whole lesson 
should be videoed. It may take a 
few trial lessons to get this working 
effectively to ensure that the post-
lesson discussions can be as fruitful as 
possible to each member of the group.  

8.	 Plan joint analysis and deconstruction 
of the research lesson. This is 
the crucial element of the action 
research process, with the teachers 
individually and collectively identifying 
what has worked well and what has 
not, planning a revised strategy to 
consolidate the good aspects of the 
lesson and to improve the not so good.

9.	 Analysis and discussion of the process 
needs to be consistent. For example, the 
videoed teaching sessions should ensure 
that both the teacher who delivers the 
lesson and the group of observers can 
engage in the post-lesson discussion 
with the same recording as the basic 
data source. 
 
Steps 5 to 8 recognise that teachers 
are the most important agents in 
the RLS approach to professional 
development and it is vital to have their 
cooperation for this to be successful. 
Somekh (2007a) speaks of the key 
concept of partnership for successful 
innovation and teacher partnerships 
and ownership of the activities are 
undoubtedly crucial to the success 
of RLS. Teachers collaborating in 
planning a Research Lesson Study will 

ensure that the activities are relevant 
to them and that their own individual 
needs are taken into account (Day, 
1999). The teachers’ experiences, 
beliefs, worries and uncertainties 
(Dadds, 1997) in combination with 
the stages of their careers, their 
knowledge and understanding of 
the training topic, their own learning 
style and commitment to change 
(Holmes and her colleagues, 2007) 
will all also play a role. In particular, 
they will ensure that the activities 
are consistent with the teachers’ 
experiences and personal theories of 
what constitutes effective training. For 
these reasons RLS should be successful 
with these groups of teachers. 

10.	Finding ways of helping others learn 
from what has been learned through 
RLS in the school and across schools. 
Teachers will talk to other teachers 
about what they can achieve through 
the RLS model. These communities 
of practice are known to motivate 
teachers to try otherwise potentially 
risky activities for themselves while 
practical suggestions from peers often 
make a difference to those who are 
reluctant to adopt change on the say-so 
of management or external authorities. 
Additionally, there could be benefits for 
those who will disseminate their work. 
They may attract the interest of other 
teachers making them feel their work is 
valued, boosting their self-esteem and 
professional status (Hayward, 2009).

All activities are directly linked to an 
important characteristic of effective 
professional development, which is 
that planning and supporting teachers’ 
professional development should be the 
joint responsibility of the teachers and 
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schools, and supported appropriately by 
government (Day, 1999; Fullan, 2000, 
Condie et al, 2007; Somekh, 2007b). 
It is clear that teachers and school 
management teams, who will have to 
approve the above activities and support 
the staff, should be involved from the 
start and throughout the development 
and implementation stages. Teachers 
within the same schools or across schools 
need to be able to form a community of 
practice, a point emphasised by Preston 
and Cuthell (2007) who have argued that 
this social networking is important for 
supporting professionalism and for keeping 
up with new developments in knowledge.

It is evident that the RLS model includes 
most of the elements which constitute 
good practice in a bottom-up approach 
to professional development where 
partnerships of teachers:

•	 take the initiative and 
the responsibility for 
their professional 
development; 

•	 are involved in 
the planning, 
development and 
implementation 
of the activity; 

•	 ensure relevance to their teaching 
and their pupils through a 
classroom-based focus;

•	 provide good support through 
networks of learning; and

•	 promote sustainable practice 
through dissemination within 
and across schools. 
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Implications
While the RLS approach appears to tick 
many of the boxes of good professional 
development, several factors need to be 
considered to ensure that it is successful. 
These are time, training and resources.

Time is perhaps the first and most 
important factor. With all the demands 
placed on them, which often encroach 
on their personal time, teachers need 
proper release time for their professional 
development. Recent initiatives such 
as the New Opportunities Fund ICT 
training for teachers have shown that 
when teachers are expected to use their 
own time for their training, both their 
professional development and personal 
lives suffer (Galanouli et al, 2004). 

The Northern Ireland Teachers’ Health 
and Wellbeing Survey (PWC, 2001) 
found that, according to one third of the 
nearly 12,000 teachers surveyed, ‘lack 
of time for training’ was a key cause of 
stress (p60). It is not surprising that lack 

of time for training was within the top 
20 causes of unwanted stress at work. 

Training should also be taken into account 
when planning school-based CPD activities. 
It was mentioned above that mentors and 
coaches should be trained to perform 
their duties as these involve expertise in 
various skills such as communication, time 
management and support mechanisms for 
teachers. In the case of RLS, training could 
also involve showing teachers video material 
taken from RLS classrooms and perhaps 
research/academic support during the initial 
stages of the activity, with subsequent input 
as and when requested. It is important 
though to ensure that teachers are being 
supported as opposed to being told what 
to do since it is imperative that they should 
have responsibility and ownership of the 
professional development offered by RLS.

Resources are another consideration to be 
taken into account when planning for RLS. 
Teacher release from classroom duties while 
the RLS group meets to plan and review the 
research lessons is necessary if teachers are 
to engage in this professional development 
activity. Therefore teacher cover should 
be factored in the school budget for those 
teachers participating in RLS. Other 
expenses that should be considered include 
the need for video recording equipment.   
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Conclusion

‘Teachers are the midwifes of the 
knowledge society. Without them, or their 
competence, the future will be malformed 
and stillborn’. (Hargreaves and Goodson, 
2002)

This review was commissioned by the 
GTCNI in order to supplement the range 
of publications that focuses on teacher 
competences and professional development 
(GTCNI, 2005) and more recently on 
teaching as a reflective profession (GTCNI, 
2007). Recognising that every school is 
as good as its teachers (McKinsey and Co, 
2007) the Council strongly believes that 
teacher professional development should 
be at the centre of any reform agenda.

The Council also recognises that good 
professional development needs time and 
has made calls for reduction in class contact 
time for teachers in order to engage in CPD:

‘Without guaranteed time to engage 
meaningfully it is unlikely that any 
professional development programmes 

will produce more than a superficial 
knowledge and compliance’ (GTCNI 

2005, p33).

The new policy for school 
improvement from the Department 
of Education ‘Every School a 
Good School’ (DE, 2009) stresses 
the need for good professional 
development opportunities for 

teachers. This review aimed to 
provide an overview of school-

based models of teacher professional 
development. In the first part, it focused 

on mentoring and coaching as the two 
most common types of school-based CPD. 
The second part introduced a method new 
to Northern Ireland, the Japanese model 
of Research Lesson Study, a purely peer-
to-peer model of CPD where all involved 
share practice and jointly reflect, plan 
and deliver lessons. It is proposed that 
this powerful professional development 
model could provide the answer to some 
of the problems faced by those who 
wish to improve classroom practice. 

Recently, the then Permanent Secretary at 
the Department of Education in Northern 
Ireland, Will Haire, rightly placed the 
development of the education workforce 
very high on the list of strategic priorities2. 
However, he also placed the need to raise 
standards, including numeracy and literacy, 
high on the same list.  Evidence from 
international studies, such as the TIMSS 
2007 study (IEA, 2007), has shown that 
countries such as Hong Kong, Singapore 
and Japan, which have traditionally used 

2 Northern Ireland Education Research Forum, First Symposium Event 30 April 2009, Stranmillis University College
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the RLS model of professional development, 
are the top performing countries in 
mathematics. There are, of course, 
many factors which may explain such 
performance. However, it can reasonably 
be assumed that improving teaching 
would not be among the least important.

The new policy for school improvement 
states that schools and teachers are 
expected to identify their own training and 
support needs through self-evaluation and 
self-assessment (DE, 2009). This implies 
that we are moving towards a new culture 
of CPD. It is hoped that this new culture will 

involve teachers taking responsibility and 
accepting ownership for their professional 
learning; that it will involve shared practice 
and collaboration between teachers and 
schools. The RLS model could help 
teachers build the self-confidence needed 
to achieve this and also to improve their 
practice. However, this cannot happen 
unless teachers are provided with the 
necessary time, support and resources. 
The last word may be left to the Chief 
Inspector of the Education and Training 
Inspectorate, Stanley Goudie (ETI, 2009):

‘There is proportionately insufficient 
investment in the development of the 
teachers and the educational workforce 
compared with that invested in changing 

structures and systems. The need 
to ensure a range of continuing 

professional development for those 
who lead, manage and teach has 
never been greater. There is a 
need for more multi-disciplinary, 
continuing professional 
development for the staff 
working across the education, 
training and youth services to 
provide more adequate and 
holistic support for our children 

and young people’ (p67).



30                      
General Teaching Council for Northern Ireland

School-Based Professional Development

References 
(NB All internet sites were accessible on 1st June, 2009)

Anderson, E. and Lucasse Shannon, A. (1995) Toward a conceptualization of 
mentoring, in Kerry, T. and Shelton Mayes, A. (Eds) Issues in Mentoring, London: 
Routledge/Open University.

Bain, G. (2006) Independent Strategic Review of Education. This document 
can be accessed at  HYPERLINK “http://www.deni.gov.uk/index/8-admin _ of _
education _ pg/101-strategic-review-of-education.htm” http://www.deni.gov.uk/
index/8-admin _ of _ education _ pg/101-strategic-review-of-education.htm

Bleach, K. (1999) The Induction and Mentoring of Newly Qualified Teachers: 
A New Deal for Teachers. London: David Fulton Publishers Ltd.

Bolam, R., McMahon, A., Stoll, L., Thomas, S. and Wallace M. 
with Greenwood, A., Hawkey, K., Ingram, M., Atkinson, A. and 
Smith, M. (2005) Creating and Sustaining Effective Professional Learning 
Communities. Research Report 637. Bristol: University of Bristol.

Bragg, S. and Fielding, M. (2005) It’s an equal thing… It’s about achieving together: 
student voices and the possibility of a radical collegiality, in Street, H. and Temperley, 
J. (Eds) Improving Schools Through Collaborative Enquiry. London: Continuum. 

Bryan, H. and Carpenter, C. (2008) Mentoring: a practice developed in 
community?, Professional Development in Education, 34(1), 47-59.

Butler, T. and Chao, T. (2001) Partners for change: students as effective 
technology mentors, Active Learning in Higher Education, 2(2), 101-113.

Condie, R. and Munro, B. with Seagraves, L. and Kenesson, S. (2007) 
The Impact of ICT in Schools –a Landscape Review. Coventry: Becta

Conlon, T. (2004) The failure of delivery: the United Kingdom’s New 
Opportunities Fund programme of teacher training information and communication 
technology, Journal of In-Service Education, 30(1), 115-139. 

Craft, A. (2000) Continuing Professional Development. A Practical Guide 
for Teachers and Schools. Second Edition. London: RoutledgeFalmer 

Dadds, M. (1997) Continuing Professional Development: nurturing the 
expert within. British Journal of In-Service Education, 23(1), 31-38.

Davies, P. and Dunhill, R. (2008) ‘Learning Study’ as a model of collaborative 
practice in initial teacher education, Journal of Education for Teaching, 34(1), 3-16.



31                      
General Teaching Council for Northern Ireland

School-Based Professional Development

References 
(NB All internet sites were accessible on 1st June, 2009)

Day, C. (1999) Developing Teachers: the Challenges of Lifelong Learning, 
London: Routledge.

Day, C. and Sachs, J. (2004) Professionalism, performativity and empowerment: 
discourses in the politics, policies and purposes of continuing professional 
development, in Day, C. and Sachs, J. (Eds) International Handbook on the Continuing 
Professional Development of Teachers. Maidenhead: Open University Press. 

DCSF (2009) Improving Practice and Progression through Lesson Study: a Handbook for 
Headteachers, Leading Teachers and Subject Leaders. London: Department for Children, 
Schools and Families, http://nationalstrategies.standards.dcsf.gov.uk/node/64364

DE (2009) Every School a Good School: A Policy for School Improvement. 
Bangor: Department of Education for Northern Ireland http://www.deni.gov.
uk/every _ school _ a _ good _ school _ - _ esags _ - _ _ pdf _ .pdf

DE (2009) (DENI 2004) Professional Review and Staff Development Scheme 
Bangor: Department of Education for Northern Ireland http://www.deni.gov.uk/
performance _ review _ and _ staff _ development _ tnc _ 2009-10.pdf 

DE (2007) Entitlement Framework Support Strand Two: School Collaboration Programme 
2007/08 Circular Number: DE 2007/08. Bangor: Department of Education for Northern 
Ireland http://www.deni.gov.uk/22-scp _ 2007-08 _ circular-final _ version.pdf

DfES/CUREE (2005) Draft National Framework for Mentoring and Coaching, London: 
Department for Education and Skills/Centre for the Use of Research and Evidence in 
Education http://www.tda.gov.uk/upload/resources/pdf/m/mc _ framework.pdf

Donnelly, C. and Gallagher, A. (2008) School Collaboration in Northern Ireland: 
Opportunities for Reconciliation? Belfast: Queen’s University Belfast.  http://www.
schoolsworkingtogether.co.uk/webpages/news/School-Collaboration-in-NI.pdf.

Dudley, P.  (2008) Lesson Study development in England from school networks 
to national policy: the development of Lesson Study in England and its growing use 
as a professional learning process for the development and transfer of pedagogic 
practice. Paper presented at the World Association of Lesson Studies annual 
conference, Hong Kong, December 2008 http://www.tlrp.org/dspace/retrieve/3982/
Microsoft+Word+-+P+Dudley+Lesson+Study+in+England+-+finalpw.pdf 

Dudley, P. (2005) Network leadership in action: Networked Research Lesson study 
tools and templates. Development tools and templates designed to support the processes 
of Networked Research Lesson Study. Cranfield: National College for School Leadership



32                      
General Teaching Council for Northern Ireland

School-Based Professional Development

(NB All internet sites were accessible on 1st June, 2009)

Elliott, B. and Calderhead, J. (1995) Mentoring for teacher development: possibilities and 
caveats in Kerry, T. and Shelton Mayes, A. (Eds) Issues in Mentoring, London: Routledge. 

ETI (2009) Chief Inspector’s Report 2006-2008, Bangor: Education 
and Training Inspectorate http://www.etini.gov.uk/ci _ report.pdf 

Fernandez, C. (2002) Learning from Japanese approaches to professional development. 
The case of lesson study. Journal of Teacher Education, 53 (5), 393-405

Field, B. (1994) The new role of the teacher – mentoring, in Field, B. and Field, 
T. (Eds)  Teachers as Mentors: A Practical Guide’.  London: The Falmer Press. 

Fink, D. (2001). Two Solitudes: Policy makers and policy implementers. In M. Fielding, 
Taking Education Really Seriously: Three Years of Hard Labour. London: Routledge 

Fisher, T., Higgins, C. and Loveless, A. (2006) Report 14: Teachers Learning 
with Digital Technologies: A Review of Research and Projects. Bristol: Futurelab

Forsbach-Rothman, T. (2007) The mentor role: is training necessary?, 
Professional Development in Education, 33(2), 245-247.

Fullan, M. with Stiegelbauer, S. (2000), The Meaning of Educational Change. 
2nd edition. London: Continuum.

Galanouli, D., Murphy, C.A. and Gardner, J. (2004), Teachers’ perceptions of the 
effectiveness of ICT-competence training. Computers and Education, 43(1-2) 63-80.

Galanouli, D. (2008) New Opportunities Fund (NOF) ICT Professional Development in 
Northern Ireland: The Teacher Perspective. PhD thesis. The Queen’s University of Belfast. 

GTCNI (2007) Teaching: the Reflective Profession, Belfast: 
General Teaching Council for Northern Ireland.

GTCNI (2005) GTCNI Reviews of Teacher Competences and Continuing Professional 
Development. Belfast: General Teaching Council for Northern Ireland.

Hargreaves, A. and Goodson, I. (2002) Series Editors’ Preface, in Hoban, G. (2002) 
Teacher Learning for Educational Change, Buckingham: Open University Press. 

Harlen, W. (2009 in press) Professional learning to support teacher  assessment, 
in Gardner, J., Harlen, W., Hayward, L. and Stobart, G. Developing Teacher Assessment, 
London: McGraw Hill

Haydn, T. and Barton, R. (2007) ‘First do no harm’: developing teachers’ ability to use 
ICT in subject teaching: some lessons from the UK.  
British Journal of Educational Technology, 38(2), 365-368.

References 



33                      
General Teaching Council for Northern Ireland

School-Based Professional Development

(NB All internet sites were accessible on 1st June, 2009)

Hayward, L. (2009 in press) Moving beyond the classroom, in Gardner, J., Harlen, 
W., Hayward, L. and Stobart, G. Developing Teacher Assessment, London: McGraw Hill

Holmes, B., Gardner, J. and Galanouli, D (2007) Striking the right chord and 
sustaining successful professional development in information and communications 
technologies, Journal of In-Service Education, 33(4), 389 – 404. 

IEA (2007) Trends in International Mathematics and Science Study. International 
Association for the Evaluation of Educational Achievement, Amsterdam: IEA http://www.iea.nl/

Jackson, D. and Street, H. (2005a) What does collaborative enquiry look like? in Street, 
H. and Temperley, J. (Eds) Improving Schools Through Collaborative Enquiry. 
London: Continuum.

Jackson, D. and Street, H. (2005b) Collaborative enquiry: why bother? in Street, H. and 
Temperley, J. (Eds) Improving Schools Through Collaborative Enquiry. London: Continuum.

Kelly, M., Beck, T. and ap Thomas, J. (1995) Mentoring as a staff development activity 
in Kerry, T. and Shelton Mayes, A. (Eds) Issues in Mentoring, London: 
Routledge/Open University.

Lewis, C., Perry, R. and Murata, A. (2006a) How should research contribute to 
instruction improvement? The case of Lesson Study. Educational Researcher, 35(3) 3-14.

Lewis, C., Perry, R., Hurd, J. and O’Connell, M.P. (2006b) Lesson Study 
comes of age in North America. Phi Delta Kappan, 88(4) 273-281.

Li, B. and Chan, S. (2007) Coaching as a means for enhancing English-language teachers’ 
professional development: a case study, Professional Development in Education,
33(3), 341-358.

Lieberman, J. (2009) Reinventing teacher professional norms and identities: the role of 
lesson study and learning communities, Professional Development in Education, 
35(1), 83-99.

McKinsey and Company (2007) How the World’s Best Performing School Systems Come 
Out on Top. http://www.mckinsey.com/clientservice/socialsector/resources pdf/Worlds _
School _ Systems _ Final.pdf

Morrish, I. (1976). Aspects of Educational Change. London: George Allen and Unwin.

NIC (2009) Northern Ireland Curriculum http://www.nicurriculum.org.uk/

NSF (2007) Math and Science Partnership (MSP) Program. National Impact Report. 
National Science Foundation http://www.nsf.gov/news/news _ summ.jsp?cntn _ id=108304

References 



34                      
General Teaching Council for Northern Ireland

School-Based Professional Development

(NB All internet sites were accessible on 1st June, 2009)

O’Mahony, C. (2003) Getting the information and communications technology formula right: 
access + ability = confident use, Technology, Pedagogy and Education, 12(2), 295-311. 

OFSTED (2001). ICT in Schools: The Impact of Government Initiatives – 
An Interim Report April 2001, London: Ofsted Publication Centre.

OFSTED (2002) ICT in Schools: Effect of Government Initiatives – Pupils 
Achievement - Progress Report April 2002, London: Ofsted Publication Centre.

Pickering, J., Daly, C. and Pachler, N. (2007a) New Designs for Teachers’ Professional 
Learning. Bedford Way Papers. London: Institute of Education, University of London.

Pickering, J. (2007b) Teachers’ professional development: not whether or what, but how? 
in Pickering, J., Daly, C. and Pachler, N. (Eds.) New Designs for Teachers’ Professional 
Learning. Bedford Way Papers. London: Institute of Education, University of London.

Preston, C. and Cuthell, J. (2007) Education Professionals’ perspectives on ICT CPD: 
Past, Present and Future. The experiential learning of advisers responsible for school  
teachers’ ICT CPD programmes. Project Report. Work based learning for education  
professionals. Institute of Education London.

PWC (PriceWaterHouseCoopers) (2002) The Northern Ireland Teachers’ Health and 
Wellbeing Survey. Final report. 
Available at http://www.deni.gov.uk/teachers _ health _ survey-2.pdf  

Ragins, B.R. and Cotton, J.L. (1999) Mentor functions and outcomes: a comparison of 
men and women in formal and informal mentoring relationships,  
Journal of Applied Psychology, 84(4), 529-550. 

Rhodes, C., Stokes, M. and Hampton, G. (2004) A Practical Guide to Mentoring, 
Coaching and Peer-Networking. London: Routledge

Rogers, L. and Finlayson, H. (2004) Developing successful pedagogy with information 
and communications technology: how are science teachers meeting the challenge?  
Technology, Pedagogy and Education, 13(3), 287-305(19)

RPA (2009) Review of Public Administration http://www.rpani.gov.uk/

Simkins, T., Coldwell, M., Caillau, I., Finlayson, H. and Morgan, A. (2006) 
Coaching as an in-school leadership development strategy: experiences from Leading 
from the middle, Professional Development in Education, 32(3), 321-340

References 



35                      
General Teaching Council for Northern Ireland

School-Based Professional Development

(NB All internet sites were accessible on 1st June, 2009)

Somekh, B. (2007a) Pedagogy and Learning with ICT. Researching the Art of Innovation. 
London: Routledge

Somekh, B. (2007b) The Interplay between policy and research in relation to ICT in 
education in the UK: Issues from twenty years of programme evaluation, in L. Saunders 
(Ed.) Educational Research and Education Policy-Making. London: Routledge. 

Stephens, P. (1996) Essential Mentoring Skills: A Practical Book for School-
based Teacher Educators. Cheltenham: Stanley Thornes (Publishers) Ltd. 

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

Street, H. and Temperley, J. (2005) Improving Schools through Collaborative Enquiry. 
London: Continuum.

TSO (2006) The Education (Northern Ireland) Order: Statutory Instrument 2006 No. 1915 
(N.I. 11), London; The Stationery Office http://www.opsi.gov.uk/si/si2006/20061915.htm

Watanabe, T. (2002) Learning from Japanese Lesson Study. Educational Leadership. 
March, 36-40.

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

References 



36                      
General Teaching Council for Northern Ireland

School-Based Professional Development

notes

 



www.gtcni.org.uk

design+print Pi Communications P00098 • 2010

General Teaching Council for Northern Ireland
Albany House 73 - 75 Great Victoria Street
Belfast BT2 7AF
Tel: (028) 9033 3390
Fax: (028) 9034 8787
Email: info@gtcni.org.uk


