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Abstract 

Globalisation and migration which have rendered societies and local communities 

multicultural and multilingual have also impacted on the composition of schools in many 

countries around the world including Britain.  Because of these changes, educating children 

to become competent, intercultural citizens has been put forward as an important 

educational goal in many education systems. This is the case in the primary curriculum for 

English schools which emphasises the importance of developing pupils’ cultural awareness 

or “Intercultural Understanding”.  However, little is known on how Intercultural 

Understanding is taught to young learners by primary school teachers who are not foreign 

language specialists.  Research which has been conducted in relation to IU teaching within 

primary languages (DfES, 2002) has highlighted a few issues and challenges that teachers 

have to contend with.   

 

Therefore, this qualitative study aims to fill the gap in the literature by researching IU 

teaching within mainstream primary education.  It reports the findings from open-ended 

questionnaires which were completed by head teachers, teachers and teaching assistants 

in 8 schools. It also presents the outcomes of 2 case studies of small teams of teachers who 

engaged in collaborative Lesson Study (LS) and created explicit learning opportunities to 

foster their learners’ Intercultural Understanding. As well as responses to questionnaires, 

the data comprised semi-structured interviews and multiple multimedia data sets gathered 

through teachers’ participation in LS. The data analysis followed a thematic analytic 

framework complemented by discourse analysis. 

 

Findings suggest that whilst IU constitutes an important aspect of primary schools and 

teachers have the competencies to teach IU effectively, several challenges and barriers 

jeopardise more systematic teaching of IU.  This study concludes that measures in teacher 

professional development as well as curriculum and material design should be taken in 

order to increase teachers’ and pupils’ access to quality IU teaching and learning within the 

primary education context in England. 
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1 Introduction 

1.1 General Background to the Study 

1.1.1 Rationale for the study 

This thesis explores how Intercultural Understanding (IU) is taught to KS2 (Key Stage 2) 

pupils (aged 7-11) in state-maintained primary schools which are located within a 

predominantly monocultural and monolingual area of central England.  The underlying 

rationale for this research project stems from the fact that as diversity has increasingly 

become the norm within a globalised world, it is essential for teachers and educators to 

foster intercultural understanding in all learners with the aim of creating more just and 

cohesive societies.  As will be explained in section 1.3 of this chapter, teachers are 

expected to promote their pupils’ “cultural development” (DfE, 2013) or the “cultural 

knowledge, attitudes and skills which foster respect, understanding and solidarity among 

individuals, ethnic, social, cultural and religious groups and nations” (UNESCO, 2006, 

p.37).  This is in recognition of the fact that education can play a central role in 

challenging preconceived ideas of both people and places as well as combating structural 

inequalities and discriminatory practice (Council of Europe, 2014; Guilherme, 2002; 

NCCA, 2005). However, the development of intercultural understanding can be described 

as a diffuse curriculum concern (Leung, 2001) which has attracted little attention in 

mainstream primary education in England; IU is often treated as an add-on within subject 

teaching and intercultural events are organised based on the goodwill of individual 

teachers.  Because IU lacks visibility, schools and teaching professionals should take 

deliberate measures and design educational activities in order to promote the 

intercultural competence of young people. Tied with those concerns is the lack of formal 

and informal opportunities for teachers to explore and refine their intercultural teaching 

and pedagogical practice. Therefore, this qualitative study aims to redress the balance in 

focusing specifically on intercultural understanding and researching how it is fostered in 

English primary schools.  More specifically, teachers will be provided with an opportunity 

to design and teach intercultural lessons through participation in collaborative Lesson 

Study. Lesson Study is a Japanese model of teacher-led professional development which 

is grounded in classroom practice and involves small groups of teachers who jointly plan, 
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teach and evaluate a single lesson (Dudley, 2011) or a series of lessons. LS has been 

shown to support teachers’ pedagogical practice and improve teaching (Cajkler et al, 

2014; Hiebert and Stigler, 1999; Lewis et al, 2006).  It fits this study since teachers will 

have to design lessons in an area of the curriculum, Intercultural Understanding (IU), 

where scant pedagogical guidance and official encouragement are provided especially 

since the introduction of the new curriculum 2014 (Department for Education-DfE, 2013), 

a point which is elaborated in section 1.3 of this chapter.  

Further reasons as to why this research project has been designed are offered in the next 

sections which also set this study within the broader context of British society and more 

specifically within the English education system. 

1.1.2 Catalyst for conducting this research 

The main impetus to this study is linked to my personal interest in multicultural issues 

and social justice, which, combined with my experience as a primary school teacher with 

a background in foreign language teaching, has motivated me to gain deeper insights into 

how IU is currently addressed in primary education.  My professional work as well as my 

post-graduate studies as a mature student have been driven by the realisation that the 

learning of other languages and cultures did not seem to be awarded the critical 

importance it deserved in the English curriculum.  Within my career as a primary school 

teacher, I have been involved in the implementation of the primary language strategy, 

which was launched nationally in 2002, and have coordinated several international 

events and collaborative projects with partner schools from other countries.  My 

involvement at classroom level has raised my awareness of the potential of intercultural 

activities in enhancing primary school pupils’ curiosity about the wider world at an age 

when they are most receptive and have fewer fixed ideas on cultural difference (Kirsch, 

2008). However, the approach to IU teaching, which in my experience seems to consist 

mainly in organising international activities and tackling the superficial aspects of 

cultures, may not lead to children developing a greater understanding of their own lives 

or their cultural identity or to a deeper appreciation of the multicultural world in which 

they live (Cable et al, 2013; Driscoll et al, 2013). This has prompted me to carry out a 
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detailed inquiry in order to enhance my professional knowledge of what it takes to teach 

IU so that it makes a difference to pupils as well as to teachers’ pedagogical practice. 

The research project is set against the backdrop of globalisation, immigration and the 

greater freedom of movement between European and world-wide countries which have 

changed the demographic landscape in many countries around the world including 

Britain. To qualify Britain as homogeneous is no longer an accurate description of a 

country which exhibits linguistic and cultural features that are more characteristic of a 

diverse multi-ethnic nation rather than of a monolingual and monocultural society.  

Furthermore, at societal levels, Phillips (cited in Alexander, 2010), acting as chair of the 

Commission for Racial Equality in 2005, expressed concern in relation to residential and 

educational segregation and the growing tendency for different groups of people to 

inhabit separate cultural and social spheres. Global issues are omnipresent within young 

people's daily lives as they regularly come into contact with different cultures in their 

communities, within their schools (DfE, 2018a) and also through television, the Internet, 

and possibly overseas holidays (Alexander, 2010; Department for Education and Skills -

DfES, 2005a; Graves, 2002; Hill, 2006; Think Global, 2005).  Moreover, external forces 

such as the media exert insidious and subversive influences and “more than ever, 

children are exposed to news media that often presents over-simplified or biased 

perspectives on world events such as military conflicts, racism and radicalisation” (Asia 

Education Foundation, 2015), which can result in individuals developing stereotypical 

views of other cultures and peoples (Council of Europe, 2008; Dooly, 2006). Hence, living 

in a more diverse society and having easier access to travel and information are not 

sufficient in themselves to eradicate racism, prejudice and unfair practice. Indeed, the 

ubiquitous presence of “super-diversity” which now permeates all areas of work and life 

has raised new social complexities in the last decades of the 20th century (Barrett, 2018; 

Vertovec, 2017) which include increases in intolerance, prejudice, and discrimination 

towards minority ethnic and religious groups. As an illustration, a recent study has 

indicated that individuals with Middle-Eastern or African sounding names and minority 

applicants had to send up to 90% more job applications before finding employment than 

white British applicants; they were more successful if they used western-sounding names 

(Croxford, 2019). Such a phenomenon is further exemplified by the representation of 
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others in the British media, in which it has been shown that foreign language speakers 

are given reduced opportunities to speak and participate compared to English native 

speakers (Norton and Gieve, 2010).  In order to address those critical issues and foster 

social cohesion and peaceful coexistence (UNESCO, 2006), professional bodies have put 

intercultural education on their agenda. As propounded by Barrett (2018) “the promotion 

of intercultural competence is crucial for tackling some of the most profound challenges 

that European societies currently face” (p.93), and this can start with the harnessing of 

the formal education system since teachers are key to educational change (Cochran-

Smith and Lytle, 2009).  In this regard, they are endowed with an immense responsibility 

not only in dealing with an increasingly diverse school population but also in helping 

students to “overcome potential ignorance, suspicions or racist attitudes about other 

cultures, to play informed roles as global citizens and develop skills for trading in the 

world economy” (Peiser and Jones, 2014, p.376).  Because considerable changes in the 

demographics of English schools have taken place in the last decades, as is shown in the 

next section, teachers need to be suitably trained to equip learners with the skills to live 

and work in multi-ethnic and multilingual societies and the competence to interact 

effectively with people from diverse cultural, linguistic and social backgrounds on equal 

terms (Barrett, 2018; Guilherme, 2002).   

1.1.3 Setting the scene 

The societal changes which affect Britain are reflected in the English school population. 

The 2018 school census indicates that the proportion of pupils from minority origins, 

defined as school aged pupils who are of any ethnic origins other than White British, has 

been rising steadily from 2006; it now accounts for 33.1% of pupils in funded primary 

schools whilst the white ethnic group (British and Non-British) accounts for 73.9 per cent 

of the usual resident population (DfE, 2018), a decrease from 91.3 per cent in 2001 and 

94.1 per cent in 1991 (Office of National Statistics, 2011).  This upward trend is also 

reflected in the number of pupils who are exposed to and/or speak a language other than 

English at home.  This has increased exponentially since 2006 in both primary and 

secondary schools (DfE, 2018a) (see Appendix 7.1, p.200); it now accounts for 21.2% of 

the primary school population. Although not the direct focus of this study, one of the 

issues which has emerged from this increased diversity amongst pupils relates to the 
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underachievement of some ethnic minority pupils especially those of Black Caribbean 

heritage as well as those from white, economically disadvantaged backgrounds (Demie 

and McLean, 2017).  In spite of educational policies purporting that every child should 

have an equal opportunity to succeed in the education system regardless of their gender, 

class, ethnicity, cultural and linguistic backgrounds (Ladson-Billings, 1995a; NCCA, 2005), 

opportunities for success in education are not always fulfilled. The fact that teachers are 

not specifically trained to deal with those new challenges may be one of the factors 

which has an impact. Indeed, it was confirmed in the Rampton report that teachers’ 

initial training and in-service CPD had not “succeeded in providing a satisfactory 

grounding in multi-cultural education for all of its students” (Swann, 1985, p.23) although 

huge progress has been made in the last 25 years (Demie and McLean, 2017). 

Hence, being an intercultural teacher necessitates thorough preparation and training to 

ensure that all pupils are treated fairly and to eradicate problems of underachievement 

which could lead to discrimination and marginalisation.  In a similar vein, it is teachers’ 

responsibility to educate themselves and the dominant school population to reflect 

critically on their own beliefs and biases (Guilherme 2002) in order to eliminate the 

development of stereotypical views of other cultures and peoples (Council of Europe, 

2008; Dooly, 2006).  Although this study is not set within critical pedagogy and does not 

directly deal with the issue of power relations, it cannot be totally indifferent to issues 

which can disadvantage individuals or groups of people and impact negatively on the 

schooling of children. However, although teachers appreciate the importance of 

preparing intercultural citizens (Guilherme, 2002), teaching intercultural understanding 

presents several challenges, a point which is expanded on in the literature review. A key 

issue which has already become apparent in this chapter and warrants elaboration in the 

next section relates to the bewildering terminology which is associated with the concept 

of Intercultural Understanding.   

1.2 Preliminary challenge into teaching IU in primary education 

This section aims to bring clarification on the meanings of intercultural versus 

multicultural, competence versus understanding which are often used interchangeably in 
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the literature; it will also explain how IU fits within the broader field of intercultural 

education.  

1.2.1 Disentangling a terminological issue, Intercultural Understanding  
              versus Intercultural Competence 

Although the distinction between the meanings of “intercultural” and “multicultural” is 

contentious as to whether they should be understood differently (Coulby, 2006), in this 

study “multicultural” describes a society in which “different ethnic communities live side 

by side and minorities are tolerated passively but not necessarily accepted or valued” 

(Irish National Teachers’ Organisation-INTO, 2005, p.9).  The term “multicultural” can 

depict a more static meaning of cultures that do not have a reciprocal influence on each 

other (Leeman and Ledoux, 2003).  The term “intercultural” which is preferred in the 

research literature and curriculum guidance on foreign language learning in Europe 

(CEFR, 2001, 2018) and also in this thesis, conveys the image of a two-way process; it 

expresses a belief that peoples can become personally enriched from coming into contact 

with and experiencing other cultures as long as they interact openly and on equal terms 

(National Council for Curriculum and Assessment - NCCA, 2005). It focuses on the positive 

aspects of cultural diversity based on reciprocity and draws attention to the power 

differences between groups and societies.  In this sense, it shares common features with 

interculturality, conceptualised as a dynamic construct which refers to “evolving relations 

between cultural groups and the possibility of generating shared cultural expressions 

through dialogue and mutual respect” (UNESCO, 2006, p.17). A more detailed 

explanation of the different terminological qualifications related to IU are provided in the 

next section.  

1.2.2 Intercultural Understanding (IU), Intercultural Competence (IC) and Intercultural 
Education (IE): What is the difference? 

With regard to the conceptual meaning of IU and IC, theoretical perspectives are complex 

and diffuse as is explained in the literature review chapter.  As an illustration, in an 

extensive survey on the concept of “intercultural competence”, Deardorff (2006) has 

identified 49 intercultural competence models which involve a range of labels, 

components and definitions.  The same issue applies to the concept of “Intercultural 

Understanding” which is named and understood in many different ways (Scarino, 2009) 

and often synonymously and interchangeably with “intercultural competence, cultural 
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development, cultural awareness” or “intercultural dimension”.  In education, the 

distinction between IU and IC can represent a shift in focus from knowledge or “learning 

about” to knowledge and practice or “learning to do” (UNESCO, 2017).  In this sense, 

Intercultural Understanding would involve children learning about a foreign culture 

(factual knowledge) whereas Intercultural Competence (IC) presupposes a deeper level of 

engagement in including attitudes and critical cultural awareness. Indeed, Woodgate-

Jones and Grenfell (2012) argue that the fact that Intercultural Understanding has been 

used in the primary framework for languages at KS2 (DfES, 2005) rather than competence 

implies that “there is no performance/interaction required; instead, it could be seen as 

knowing about cultures rather than being able to operate cross-culturally” (p.336).  

Presumably because IC is most commonly used in relation to foreign language teaching 

and learning which involves interactions with people from another culture or cultures, 

several authors who are cited in this thesis -Barrett, 2012, 2018; Borghetti, 2011, 2012, 

2013, 2017; Byram, 1997, 2008, 2012; Byram and Doyé, 1999; Byram, Gribkova and 

Starkey, 2002; Deardorff, 2006, 2009, 2015; Fantini, 2000; Hu, 2011 - overwhelmingly 

commit to the term IC.  However, the distinction between IU and IC is not clear cut since 

IU is also used extensively in research reports e.g. Cable et al, (2010) and academic 

articles e.g. Driscoll, Earl and Cable (2013); Driscoll and Simpson (2015); Peiser and Jones 

(2012, 2013, 2014); Woodgate-Jones and Grenfell, (2012) - which highlight the 

importance of its critical dimension. It is also preferred in the educational research 

literature in Australia (Perry and Southwell 2011; Walton et al, 2013) since IU constitutes 

a key general capability in the curriculum (Australian Curriculum Assessment Reporting 

Authority-ACARA, 2012). In this regard, Perry and Southwell’s article (2011) illustrates the 

interchangeability of the two terms and brings further clarification as to their meanings. 

Although the title “Developing Intercultural Understanding and skills: models and 

approaches” explicitly contains the collocation IU, the authors state in the introduction 

that “intercultural competence” is used throughout their article “in a generic way for the 

sake of clarity” (2011, p.453). In describing intercultural competence, they refer to 

Byram’s savoirs (1997) and describe “Intercultural Understanding” as encompassing 

concepts related to the cognitive (knowledge and awareness) and affective (attitudes, 

empathy) domains.  In this sense, they seem to suggest that IU is subsumed under 

“intercultural competence” which builds on Intercultural Understanding by including 
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behaviour and communication (2011).  As is explained further in the literature review 

which describes the theoretical frameworks which have informed this study, the meaning 

of IU is to a large extent synonymous to IC in being “closely related to acceptance of 

cultural diversity, anti-racism and effective cross-cultural conflict resolution” (Walton et 

al, 2013, p.181). To add to the confusion, in policy documents IU is often couched in a 

wide array of expressions and under the umbrella of “international education, global 

learning, interculturalism, global citizenship” as well as “diversity, human rights 

education, equal rights, intercultural language learning and sustainable development” 

(INTO, 2005).  In this thesis IU is a component within the overarching field of Intercultural 

Education which describes a more politically laden approach to education in showing a 

commitment towards combating racism and negative stereotyping (Guilherme, 2002). 

Intercultural education has two focal points outlined below which can be integrated 

within all subjects and the general life of schools (NCCA, 2005): 

It is education which respects, celebrates and recognises the normality of diversity 

in all areas of human life. It sensitises the learner to the idea that humans have 

naturally developed a range of different ways of life, customs and worldviews, and 

that this breadth of human life enriches all of us.  It is education, which promotes 

equality and human rights, challenges unfair discrimination, and promotes the 

values upon which equality is built (p.3). 

Therefore, IC and IU tend to be used interchangeably in the literature. However, in order 

to fix the boundaries for this study, the collocation “Intercultural Understanding” will be 

preferred to IC since it was first used as part of the primary language initiative (DfES, 

2002) which served as an entry point into conceiving this research project.  Moreover, 

the combination “Teaching IU” seems more suited to describing an aspect of the primary 

curriculum which can be taught more formally within the confines of a classroom in a 

context where there may be few opportunities for teachers and pupils to develop 

communication skills and behaviours across cultures.  On the other hand, the term 

“Intercultural Competence” will be used in relation to informal intercultural learning 

opportunities e.g. life experiences, intercultural encounters.   

As well as the terminological challenge which has been addressed briefly in this section, 

there is also a need to understand how the English primary curriculum supports the 
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development of pupils’ intercultural understanding.  Increasing the international 

dimension has been put forward as a recommendation in curriculum reviews in the last 

ten years in England e.g. Cambridge Primary review Trust (Alexander, 2010) and a 

positive shift towards making education more intercultural has been felt in the curricula 

in several countries around the world e.g. Ireland, Australia, etc. These changes aim to 

help students learn how to interact effectively with others within a culturally diverse 

world at local, national and global levels and understand that people from other cultures 

have distinctive perspectives, values and behaviour (Byram, Gribkova, and Starkey, 2002). 

Consequently, intercultural education has become a matter of political and scholarly 

concern particularly since the 1970s in order to protect and equip all children for a 

multiracial and multicultural world (Figueroa, 2001). The seriousness of the issue also 

manifests itself in the plethora of research and policy documents which are published in 

order to address issues related to race and equal opportunity and create a more 

equitable educational context.  Moreover, as is explained in the next section which 

describes how “IU” is represented in the former and current English National Curriculum 

(DfEE, 1999, 2007; DfE, 2013), a vast array of curriculum subjects is well suited to the 

development of intercultural understanding in young learners.   

1.3 The place of Intercultural Understanding in the National Curriculum 
(NC) (DfEE, 1999, 2007; DfE, 2013): A historical perspective - the 
“then” and “now” 

Similarly to increased interest and research into the place of culture teaching within 

foreign language pedagogy (Byram, 2008; Kramsch, 1993; Martin, 2000), mainstream 

education has taken an intercultural turn in the 1990s. Aspects which could be qualified 

as intercultural have featured in the National Curriculum in England since its inception in 

1988 (Roberts, 2018) and have remained as it has undergone significant reviews and 

reforms since then (DfEE, 1999, 2007; DfE, 2013). In order to contextualise this study  

within the broader context of curriculum changes, the next two sections report on former 

and current versions of the National Curriculum (DfEE, 1999, 2007; DfE, 2013) as well as 

specific educational initiatives e.g. Primary language strategy (DfES, 2002) Excellence and 

Enjoyment: A strategy for primary schools (DfES, 2003) which were in use at the time of 

these studies, from 2011 to 2018. These changes are of relevance in the extent that they 

impact on the visibility of IU and teachers’ practice (Hill, 2006; Martin, 2000). 
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1.3.1 The cultural aspect within the former National Curriculum (DfEE, 1999, 2007) 

The values, purposes and overarching aims extracted from the former National 

Curriculum (NC) handbook (DfEE, 1999) reflected a commitment towards “intercultural” 

education.  This previous version published in 1999 propounded the construction of a just 

society and stated that the school curriculum should “contribute to the development of 

pupils’ sense of identity through knowledge and understanding of the spiritual, moral, 

social and cultural heritages of Britain’s diverse society” (p.11); that it should “develop 

their knowledge, understanding and appreciation of their own and different beliefs and 

cultures, and how these influence individuals and societies” (p.11).  The “cultural 

development” strand, which is most relevant to this study, aimed to promote pupils’ 

“understanding of cultural traditions as well as an ability to appreciate and respond to a 

variety of aesthetic experiences”.  The statements acknowledged the importance of 

learners acquiring “a respect for their own culture and that of others, an interest in 

others’ ways of doing things and curiosity about differences” (DfEE, 1999, p.20). What 

was clear was a commitment to seeing the curriculum in broad cultural terms which 

recommended that teachers planned work which built on pupils’ interests and cultural 

experiences, and that they used materials which not only reflected social and cultural 

diversity but also provided positive images of race, gender and disability (DfEE, 1999). It 

was expected that an intercultural dimension could be developed across a wide range of 

subjects e.g. history, art, music, dance, design and technology, and drama. As an 

example, the subject guidance for Religious Education (RE) stated that pupils could be 

given the opportunity to develop their knowledge and understanding of religious beliefs 

and practices and reflect on “their influence on individuals, communities, societies and 

cultures” (DfEE, 1999, p.190); in Literacy, it was suggested that children could explore 

how different cultures were represented in stories, texts and poems as well as in the 

media (Graves, 2002); in Geography pupils could learn to appreciate the contributions 

that cultural practices from abroad made to their own lives and compare their lives with 

those of children who live overseas (Graves, 2002). This greater internationalisation of 

the curriculum was supported by the publication of several documents which included 

“Developing the global dimension in the Curriculum” (DfES, 2005a), “Going global” 

(Greaves, 2006), “Putting the world in world class education” (DfES, 2004). A major 
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curriculum review of the primary curriculum commissioned by Sir Jim Rose from 2008 

with findings published in April 2009 (Roberts, 2018) changed the way schools 

implemented curriculum content. In particular, the publication of the “Excellence and 

Enjoyment” policy document (DfES, 2003) bestowed school leaders and teachers with 

greater flexibility and freedom to be innovative in how they delivered the curriculum and 

ran their schools; it enabled schools to design cohesive and inspiring programmes of 

study for their pupils. The creative, cross-curricular and skills-based approach to learning 

(Ashley, 2010) which was supported by these initiatives may have encouraged schools to 

make the intercultural (or global) dimension more prominent (Bunnell, 2010). An 

important addition to the curriculum was the publication of the National Languages 

Strategy “Languages for All, Languages for Life” (DfES, 2002) which clearly set out a vision 

for life-long language learning starting in the primary school (Driscoll et al, 2013; Driscoll 

and Simpson, 2015). In this document, it was explicitly stated that “in the 21st century 

language competence and Intercultural Understanding are not optional extras, they are 

an essential part of being a citizen” (DfES, 2002, p.5). This was followed by the publication 

of the Key Stage 2 Framework for Languages (DfES, 2005) which for the first time 

contained Intercultural Understanding along with Oracy, Literacy and Knowledge about 

Language. The teaching and learning of IU was seen as an important underlying rationale 

within this document (Cable et al, 2010) in order to help children develop a greater 

understanding of their own lives through exploring the lives of others as well as traditions 

from other cultures (DfES, 2005). It not only enhanced the visibility of IU in primary 

languages but also contained sample teaching activities and clear learning objectives for 

each KS2 year group, which could be integrated in other subjects (Appendix 7.2, pp.201-

202); the teaching and learning was supported by an assessment tool within the Junior 

Language Portfolio (National Centre for Languages, 2001) (see Appendix 7.3, p.203).  The 

content of this framework was closely aligned with the principles and ambitions 

contained in the “Excellence and Enjoyment” document (DfES, 2003).  Moreover, the 

Community Cohesion scheme (Department for Children, Schools and Families - DCSF, 

2007) was introduced in order “to eliminate unlawful racial discrimination and to 

promote equality of opportunity and good relations between people of different groups” 

(p.1); this encouraged head teachers and teachers to be proactive in forging links with 
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schools which were different in terms of their geographical location and pupil intake 

(DCSF, 2007).  

As has been shown in this section, the former National Curriculum (DfEE, 1999) and 

associated schemes and initiatives bore testament to the importance of developing IU at 

the primary level of education.  This heightened focus matched interest and prioritisation 

elsewhere in the world e.g. Australia, New Zealand and countries of the EU in recognition 

of the ubiquity of diversity in many countries and communities (Asia Education 

Foundation, 2015).  In the wake of the Cambridge Primary Review, a wide-ranging 

independent enquiry into the condition and future of primary education in England 

launched in 2006, a further revision of the primary curriculum took place (Shuayb and 

O’Donnell, 2008).  It took an international perspective in reporting the aims, purposes 

and values of primary education across six contrasting countries (England, Germany, The 

Netherlands, New Zealand, Scotland and Sweden) which led to further major educational 

reforms in 2013.  These changes caused me an initial concern as to how the intercultural 

dimension would be impacted upon.  However, an examination of the new curriculum 

(DfE, 2013) introduced during the coalition government of 2010-2015 indicated that 

fostering cultural development still constituted an important aim as is explained in the 

next section. 

1.3.2 The cultural aspect within the current curriculum (DfE, 2013) 

The primary aim of the radical shake-up in the curriculum in both primary and secondary 

education in England was to provide a “world-class education” which could emulate the 

world’s most successful education systems e.g. Hong Kong, Singapore, Japan, Finland, 

New Zealand etc in international tests (BBC, Sept. 2014). With regard to the intercultural 

dimension, a trawl through the new National Curriculum document (DfE, 2013) which is 

used currently in primary state-maintained schools shows that several learning goals have 

been retained: for example, it still states that a broad and balanced curriculum which 

“promotes the spiritual, moral, cultural, mental and physical development of pupils” (DfE, 

2013, p.5) should be offered.  Within it, the “Cultural development” dimension has been 

defined as pupils developing the ability to show “understanding and appreciation of the 

wide range of cultural influences that have shaped their own heritage and those of 

others” and “understanding and appreciation of the range of different cultures” (p.35).  
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In a similar way to the former curriculum (DfES, 1999), it propounds that aspects of 

cultural awareness can be fostered within individual subjects.  A positive evolution is that 

primary languages have become statutory since 2014 on the premise that learning a 

foreign language is “a liberation from insularity and provides an opening to other 

cultures” (DfE, 2013, p.193).  Therefore, languages continue to be viewed as playing a 

role in challenging negative stereotypes and combatting prejudice and racism and 

contribute to the wider social cohesion agenda (Driscoll et al, 2013). Following pressure 

from the Association for Citizenship Teaching (ACT) and the Expert Subject Advisory 

Group for Citizenship, citizenship, which was initially removed, was reinstated in February 

2015 (DfE, 2015).  Although it is still non-statutory, some of its overarching aims such as 

“Preparing pupils to play an active role as citizens” (DfE, 2015, p.1) and “Developing good 

relationships and respecting the differences between people” (DfE, 2015, p.3) clearly 

intend to help pupils become confident and responsible citizens.  Learning goals overlap 

with those provided within the SEAL -Social and Emotional Aspects of Learning (DfES, 

2005b) and the PSHE -Personal, Social, Health and Economic education-(DfE, 2013) 

programmes of study which aspire to prepare pupils for life and work in modern Britain. 

Part of the new curriculum (DfE, 2014) involves schools endorsing new Spiritual Moral 

Social and Cultural (SMSC) guidelines in order to establish “a strong school ethos 

supported by effective relationships throughout the school” (p.4). These include the 

“promotion of the British values of democracy, the rule of law, individual liberty and 

mutual respect for and tolerance of those with different faiths and beliefs and for those 

without faith” (p.37) so that students “acquire an appreciation of and respect for their 

own and other cultures” (DfE, 2014, p.5). These are supported by initiatives such as 

“Educate against Hate” (DfE, 2018) which stemmed out of the National Prevent Strategy 

(2015) in order to protect pupils from the influence of extremism. Moreover, since 2013 

schools have been able to register on a voluntary basis to the Global Learning Programme 

(GLP) which is a UK government funded scheme for Key Stage 2 and Key Stage 3 pupils 

(aged 7-14); it acknowledges that every child growing up in the UK should have the 

chance to learn about the world around them, the facts of poverty and 

underdevelopment, and about the potential to build a freer and more prosperous world 

(O’Brien, 2011). These programmes and schemes are supported by external agencies 

such as the British Council, which provides advice for schools and teachers on how to 
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embed intercultural learning into the classroom and to establish partnerships with 

national and overseas schools as a way to deepening students’ understanding and 

respect for the world around them.   

To conclude, policy documents which have guided the curriculum from 1999 until today 

as well as external schemes and organisations reflect a genuine concern for preparing 

children and students to become responsible intercultural citizens (Graves, 2002; 

Guilherme, 2002). The National Curriculum is updated regularly in order to ensure that it 

remains the most suitable model for children to become well-rounded individuals and 

‘good’ citizens (Alexander, 2010). Nevertheless, a critical examination of the National 

Curriculum goals and statements has drawn attention to several factors which may 

adversely impact the implementation of an intercultural dimension (Maylor et al, 2007) 

and the teaching of Intercultural Understanding in particular. 

 

1.3.3 Critical review of curriculum policies in England 

Within the English context, an education review which started in 2006 (Shuayb and 

O’Donnell, 2008) and was finalised by the coalition government in 2010 has led to the 

introduction of a new curriculum in 2014.  In the process several subjects e.g. RE, and also 

schemes e.g. community cohesion, which were favourable to an international dimension 

within the curriculum, have slipped off the Office for Standards in Education or Ofsted 

agenda entirely (Shepherd, 2010). Several documents such as the “Key Stage 2 

Framework for languages” (DfES, 2005) and “Developing the global dimension in the 

Curriculum” (DfES, 2005) have been archived. Moreover, because subjects such as 

citizenship (DfE, 2015) are non-statutory, there is a danger that schools will not follow the 

programmes. Instead, new policies which include the “Fundamental British Values” (DfE, 

2014) have caused controversy in stemming out of a political concern to establish an all-

encompassing British identity through emphasising values which are shared across the 

four nations (Maylor, 2016).  More specifically, the stipulation in the new Ofsted 

regulations (Ofsted, 2015) and SMSC guidance (DfE, 2014) that British values should not 

be undermined may make some teachers nervous exploring the diverse cultures of their 

pupils and teaching topics about other cultures. Indeed, Maylor (2016) found that this 

poses a problem for teachers, head teachers and pupils who see their identities as much 
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broader and including areas and countries outside the UK.  This has raised several 

questions as to whether the values can be said to be uniquely “British” or whether they 

would “accentuate differences and create racial tensions” (Maylor, June 2014) instead of 

promoting a sense of cohesion.  To some extent the issue is linked to the (awkward) 

choice of lexis in referring to qualities which do not seem peculiarly British since they are 

common to many other cultures. Instead of promoting an intercultural outlook on British 

society and the wider world, these seem to imply that only British - and perhaps English - 

values are acceptable (Maylor et al, 2007) resulting in a singular conception of Britishness 

(Maylor, 2016).   

Yet locating students in the global context (Graves, 2002) has been predicated by Banks 

(2015) as essential in preventing minority groups from feeling excluded from the nation 

state through the school curriculum they experience. Instead collective identities need to 

be promoted through a curriculum which recognises the contribution of minority ethnic 

groups and the plurality of groups in Britain (Maylor et al, 2007).  Weaknesses in the 

construction of identity and diversity within the English curriculum (DfEE, 1999; DfE, 

2013) are compounded by the lack of visibility and prominence of IU as a distinct aspect 

within the curriculum.  A case in point is that although the new programme of study for 

languages (DfE, 2013) begins with a statement regarding culture, it does not provide a 

definition and does not draw directly upon the concept of Intercultural Understanding or 

competence (Driscoll and Simpson, 2015).  Although this issue was highlighted in previous 

reports which evaluated the implementation of the IU strand of the National Languages 

Strategy (DfES, 2002) at KS2 and KS3 in the former curriculum, the new curriculum for 

languages at KS2 marks a radical shift from the Primary language strategy (DfES 2002) 

which had IU as one of its underlying rationales.  

In this section I have articulated several concerns with regard to the stance that is 

adopted in the former and current National Curriculum documents (DfEE, 1999; DfE, 

2013) which could impact negatively on the teaching and learning of IU in primary 

schools. Although intercultural teaching should be viewed as a key ethical and moral 

concern in education (UNESCO, 2006), there is a sense that the new curriculum (DfE, 

2013) focuses more prominently on national identity in order to tackle the perceived 

decline of “Britishness” (Commission for Racial Equality, 2006).  In this regard, the 
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curriculum is not neutral as it can also reflect the agenda of governments who wish to 

maintain the status quo through inculcation and reproduction of the dominant 

structures, forms of knowledge and practices within a society (Woolhouse et al, 2013). 

Pervasive factors present within the dominant culture influence the educational content 

(UNESCO, 2006, p.12) and key educational tenets are propounded by policy-makers and 

curriculum designers who are not exempt from dominant trends, particularly if they are 

themselves from white British privileged backgrounds.  They may inadvertently infuse 

educational programmes with westernised and ethnocentric views and indeed, “a 

number of analyses of the National Curriculum have criticised the way in which it has 

adopted a Eurocentric approach and how it fails to value cultural/ethnic diversity” 

(Maylor et al, 2007, p.5). This issue is compounded by several challenges which pertain to 

the conceptual meaning of IU, its goals and how it can be taught which may explain the 

reasons why IU teaching is tokenistic and highly intuitive and individualised (Cable et al, 

2010; Green, 1995; Peiser and Jones, 2014; Sercu et al, 2005). As is explained in the next 

section, the lack of clarity and prominence comes in sharp contrast with educational 

programmes in other UK and world countries which seem more intent on preparing 

young people to be global citizens (Guilherme, 2002). 

1.4 Intercultural Understanding on the International Scene 

Departments for Education in other UK countries, in Europe and around the world have 

made deliberate efforts to foster intercultural knowledge, skills, behaviours and 

dispositions in order to live and work successfully in the 21st century (ACARA, 2012). A 

trawl through the curricular documentation published in Scotland, Wales and Ireland at 

the time of this study has enabled me to notice significant differences in the way they 

approach intercultural education as compared to England.  The case of Australia is of 

particular interest in showing IU as a separate capability (ACARA, 2012). 

1.4.1 The intercultural dimension in the curricula in Scotland, Wales and Ireland 

A search of the Curriculum for Excellence document in Scotland (2010) has revealed that 

the word “culture” appears 97 times over 317 pages as opposed to 9 times over 201 

pages in the new English curriculum 2014 (DfE, 2013). Although the term is used in a 

broad sense and refers to high and low culture, it emphasises the value of children 
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learning about their own and other cultures and is embedded within literacy, the 

expressive arts and healthy lifestyles. The curriculum encompasses four capacities which 

are represented by a framework (CfE, 2010) (see Appendix 7.4, p.204). The capacity 

“responsible citizens” aims to develop learners’ knowledge and understanding of the 

world and Scotland’s place in it as well as understanding different beliefs and cultures. 

This capacity is expanded within the chart entitled “Global Citizens” (Appendix 7.5, p.205) 

which was extracted from the “Developing Global Citizens” document (CfE, 2010).  

Although the document entitled “Developing global citizens within Curriculum for 

Excellence” (CfE, 2011) focuses on global citizenship rather than Intercultural 

Understanding, it aims to provide “inspiration and ideas for classroom learning and to 

stimulate thinking about integrated approaches to develop global citizens” (Learning and 

Teaching Scotland, 2011, p.6) in order to equip learners with appropriate intercultural 

skills to live and work in other countries. Professional development opportunities in 

global citizenship are offered to practitioners to help them embed global issues in their 

classroom practice. 

 In Wales, the Department for Education (2015) has introduced a revised curriculum for 

primary education based on the premise that:  

     Schools should develop in every learner a sense of personal and cultural 

identity that is receptive and respectful towards others. Schools should plan 

across the curriculum to develop the knowledge and understanding, skills, 

values and attitudes that will enable learners to participate in our multi-ethnic 

society in Wales. Schools should develop approaches that support the ethnic 

and cultural identities of all learners and reflect a range of perspectives, to 

engage learners and prepare them for life as global citizens (p.4).  

This statement is included in the documentation for all foundation subjects e.g. Art and 

Design, Design and Technology, as well as in the Welsh language learning programme of 

study.  It contains units of work such as the study of texts from other cultures in English 

(formerly Literacy) and recognises the role of music in helping learners to value their own 

and other cultures. The “Areas Of Learning and Experience” (AoLE) design model which is 

to be introduced in 2019 includes a Welsh dimension and a strong international 

perspective, and one of its main purposes is to develop ethical, informed citizens who are 
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ready to be citizens of Wales and the world (Welsh Government, October, 2015). Wales 

seems to have a long tradition of addressing the issues related to IU; for example, the 

Model for Community Understanding from the Curriculum Council for Wales which was 

published in 1992 emphasised the belonging of the individual to different communities or 

cultures at the same time.  It showed an understanding that individuals are complex 

human beings whose identities are changeable and multiple (Byram et al, 2002; Maylor et 

al, 2007). Similar developments have taken place in the curriculum in Ireland. 

The primary curriculum in Ireland which was implemented in 1999 is undergoing 

incremental changes as new research findings on education emerge, helping to inform 

the development of a research-based curriculum and system of assessment (NCCA, 

2018).  In relation to intercultural education, policy makers and curriculum designers 

have made deliberate adjustments in a range of disciplines and subjects to reflect a 

rapidly changing society and equip learners to live in a diverse world. As an illustration, in 

2015, a consultation on Education about Religions and Beliefs (ERB) and Ethics took place 

in recognition that a significant part of a child's education involves learning about and 

understanding the lives, values and traditions of friends, classmates and members of the 

wider community. Prior to this in 2005, the document “Intercultural Education in Primary 

Schools” was published which contains specific guidelines and lesson plans (NCCA, 2005); 

it is complemented by a resource document which has been specifically designed as an 

aid to classroom planning.  The NCCA document (2005) was provided to the Lesson Study 

teams of teachers who took part in this research project in the two case study schools, as 

it contained general information about the purposes of intercultural education as well as 

teaching ideas. 

Thus, there seem to be more overt efforts in curriculum documentation from other UK 

nations to draw attention to the importance of educating pupils for a globalised world 

and to supporting teachers in their professional development.  This is also the case in 

other world countries as is demonstrated in the next section. 
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1.4.2 Intercultural Understanding in the curricula around the world 

The case of Australia 

Within the new curriculum which was implemented in 2012 in Australia, IU is one of 

seven key general capabilities -alongside literacy, numeracy, information and technology, 

critical and creative thinking, personal and social, ethical behaviour - that is embedded 

within individual subjects e.g. Mathematics, English, Science, History etc (ACARA, 2012). It 

constitutes a responsibility on all teachers to include IU, from those who teach the whole 

range of school subjects in all phases in kindergarten (aged 5) to the end of secondary 

education, and then for learners aged 18 and beyond. Drawing on national and 

international research, the curriculum document expounds a specific definition of culture 

as involving: 

a complex system of concepts, values, norms, beliefs and practices that are 

shared, created and contested by people who make up a cultural group and are 

passed on from generation to generation. Cultural systems include variable ways 

of seeing, interpreting and understanding the world. They are constructed and 

transmitted by members of the group through the processes of socialisation and 

representation (p.16). 

The implementation of the IU capability is supported by a professional development 

programme to help teachers increase their conceptual understanding of IU as well as 

their knowledge of pedagogy and methodology.  Curriculum resources and tools have 

been designed specifically for IU, such as a learning continuum grid which provides age 

related learning expectations for pupils in years 2, 6 and 10 (Appendix 7.6, p.206).  

Further examples drawn from other national educational systems are provided in the 

next section. 

“Culture” in foreign languages teaching and learning in the USA 

In the USA, the Standards for Foreign Language Learning: Preparing for the 21st Century 

lists five major goal areas for language learning, labelled as the 5Cs encompassing 

Culture, Communication, Communities, Comparisons and Connections (American Council 

on the Teaching of Foreign Languages, 1999). 4 of these standards pertain directly to 

culture, thus emphasising the importance of teaching culture explicitly within foreign 

language education.  The driving force behind the rationale which puts great emphasis on 
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the explicit teaching of culture is linked to the fact that a true understanding of cultures 

other than one’s own is a basic ingredient in the development of twenty-first century 

citizens in order to help them function effectively in a culturally complex world 

(Guilherme, 2002; Kumaravadivelu, 2008). 

Intercultural competence in the study of languages in France 

 In France, the development of “compétences interculturelles” including “le savoir être, le 

savoir faire, les savoirs et le savoir apprendre” (Byram, 1997; 2008) is explicitly stated as 

being one of primary and secondary teachers’ responsibilities in mainstream education.  

It is closely tied to the study of regional and foreign languages (Eduscol, 2011; Ministère 

de l’Éducation, 2015) which are given a lot of importance in the French educational 

system. 

In conclusion, a general trawl through the documents from different countries e.g. 

Ireland, USA, Australia seems to show that they grant more prominence to IU in the 

curriculum compared to England (DfEE, 1999; DfE, 2013). In particular, the Australian 

curriculum (ACARA, 2012) has paved the way in making IU a central rather than a 

peripheral aspect of the curriculum and has constituted a powerful source of inspiration 

for designing this project.  The “White Paper on Intercultural Dialogue” published by the 

Council of Europe (2008) propounds that teachers should address IC intentionally through 

curricular efforts. However, there is limited empirical evidence as to whether and how 

teachers interpret and enact intercultural principles in practice.  In England, research into 

the teaching of IU within primary languages has shown that despite a clear commitment 

from teachers, intercultural learning is found in less than a quarter of lessons (Driscoll 

and Simpson, 2015); the cultural dimension may be referenced within plans but 

opportunities for children to question, explore or reflect upon the impact of culture 

either on their own lives or on the lives of others are limited (Cable et al, 2010).  Unless 

these issues are addressed, “intercultural development will continue to play a minor role 

in the primary curriculum as a whole” (Driscoll and Simpson, 2015, p1).  The lack of clarity 

and knowledge about the processes of IU teaching may leave practitioners pondering 

how and why IC should be implemented in the classroom setting (Hélot and Young, 

2005). Therefore, this study has been designed in order to bring IU into focus and shed 

light on teachers’ competence in developing their pupils’ intercultural understanding 



 
 

21 

through engagement in collaborative Lesson Study. An overview of the research project is 

provided in the next sections. 

 

1.5 Description of the Research Project 

As has been demonstrated thus far in this chapter, the value of fostering IU is rarely, if 

ever, called into question and national educational systems (ACARA, 2012; CFER, 2001; 

2017; DfE, 2013) are embedding the development of Intercultural Competence as a 

desirable outcome (Perry and Southwell, 2011). However, previous research has 

highlighted several issues which merit investigation in greater depth. In this regard, the 

principal goal of this research study is to increase knowledge and understanding of how 

IU is actually taught within primary mainstream classrooms. 

1.5.1 Purpose of the research 

The arguments presented in this chapter form the basis of this project which is set within 

the general English primary school curriculum e.g. PHSE - Personal, Health, Social and 

Economic Education, English etc. and focuses on teachers who work in contexts where 

few natural opportunities to become interculturally competent are available.  Since IU 

constitutes a key aspect of a broad and balanced curriculum (DfE, 2013) and “the 

development of an “intercultural personality” is seen as an important educational goal in 

its own right (CoE, 2001), explicit learning opportunities for pupils to develop their 

intercultural competence need to be created. More specifically, the study will uncover 

how small groups of primary school practitioners teach IU to their young learners through 

engagement in collaborative Lesson Study (Dudley, 2011). Involvement in this research 

will bring teachers’ attention to an aspect of the curriculum which tends to be overlooked 

in mainstream education and also in research.  In this regard, research is routinely 

conducted in foreign language teaching and learning (Cable et al, 2010; Driscoll and 

Simpson, 2015; Scarino, 2014; Sercu et al, 2005; Walton et al, 2013; Woodgate-Jones and 

Grenfell, 2012) and in relation to enhancing the skills of white teachers in working with 

multicultural classes (Dusi et al, 2016; Ladson-Billings, 1995).  Yet in reality, these skills 

need to be developed in teachers of all subjects and all classes.  Since to date no 

references to the use of Lesson Study in developing the intercultural teaching skills of 
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teachers can be found, this study will also contribute to the LS research literature. A brief 

overview of the research project is provided in the next section which is followed by a 

description of the structure of the thesis. 

1.5.2 Overview of the research project 

This qualitative exploratory research study aims to uncover how practising teachers make 

sense of and bring to light the intercultural aspect of the English primary curriculum 

(Lewis et al, 2006). More specifically, it will report on the analysis of questionnaire data 

and two case studies (Yin, 2009) of practising primary school teachers who had the 

opportunity to design IU lessons collaboratively following Dudley’s Lesson Study 

framework (National College for School Leadership - NCSL, 2008). Multiple data sets were 

generated throughout the research process including written responses from an open-

ended questionnaire which were completed by 42 head teachers, teachers and teaching 

assistants who worked in 8 different schools. Furthermore, two teams of teachers 

conducted a Lesson Study in Intercultural Understanding in two primary schools in order 

to provide a more close-up view of teachers’ practice as they design lessons and review 

the effectiveness of their teaching on pupils’ learning.  The schools accommodate pupils 

between the ages of 4 to 11 and are located in an average-sized market town in the 

Midlands; one is a Catholic, medium-sized school whilst the other is a large, non-

denominational primary school. Semi-structured interviews were also conducted with the 

individual teachers who belonged to two LS teams prior to and at the end of the LS cycle.  

The data sets comprised audio and video recordings of teachers’ planning and evaluation 

meetings in each case study school as well as pupil data.  The data analysis procedures 

followed mainly a thematic approach which was complemented by discourse analysis. 

The three main research questions that guided this study were as follows: 

1) What factors affect teachers’ understanding and teaching of IU? This question 

deals with factors within teachers’ personal lives and professional settings 

which impact on their conceptualisations and orientations towards IU 

teaching. 
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2) How do teachers prepare to teach IU through collaborative planning within 

LS? This examines the steps teachers have taken in order to design IU lessons 

as a team.  

 

3) To what extent has engagement in Lesson Study impacted on teacher 

learning? This explores whether involvement in IU-related LS could enhance 

their understanding of IU teaching. 

 

1.5.3 Thesis outline 

This thesis is divided into 6 chapters: The rationale for the study has been set in chapter 1 

which also situated the project within the broader context of society and the English 

education system.  This chapter also highlighted initial challenges in defining the concept 

of intercultural understanding and offered a critical review of how IU has been 

represented in the primary curriculum in England over the last thirty years as well as in 

other countries.  Several issues which impact on the visibility of IU in the primary 

curriculum and teachers’ practice point towards the need to conduct further research in 

this area.  The second chapter provides a review of the research and academic literature 

on intercultural competence and teacher professional learning. More specifically, the first 

part of the second chapter aims to bring clarification to the concepts of culture and 

identity before providing a description of two intercultural competence frameworks 

(Byram, 1997; 2008; Deardorff, 2006) which have been instrumental in theorising a diffuse 

and complex construct. Because the research literature has highlighted the need for 

teachers to have access to Continuing Professional Development (CPD) in order to develop 

their intercultural teaching skills, the second part of the literature review chapter explores 

the potential of Lesson Study in supporting teachers’ pedagogical practice in IU teaching. 

Chapter 3 provides a thorough description of the project design and methodology in order 

to address the three main research questions of this study; it explains the research 

methods and the data analysis procedures as well as offering reflections on my 

positionality as a teacher-researcher.  In chapter 4 the results from the questionnaires and 

the two case study schools are presented. Chapter 5 focuses on answering the main 

research questions and discusses the implications for teacher training, curriculum 
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development and material design.  Chapter 6 offers a summary of the main findings as well 

as their limitations.  It also highlights areas for further research.  The concluding chapter 

also includes more personal reflections with regard to the future of Intercultural 

Understanding in primary education in England in the light of recent developments which 

have taken place within Britain and the wider world. 
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2 Literature Review 

This research project aims to explore how Intercultural Understanding is taught in 

primary education based on the premise that the development of intercultural 

competence is essential as was explained in the introduction chapter (Barrett, 2018). 

However, intercultural understanding relates to a range of diffuse constructs and 

depends on individual teachers’ own intercultural competence and orientations which 

impact their classroom practice. In order to improve the understanding of what IU and IC 

entail for both teachers and young learners, the first part of this chapter offers a 

discussion of the notions of culture and identity before progressing to a description of 

two theoretical frameworks - Byram’s (1997) and Deardorff’s (2006, 2009); these shed 

light on elements of Intercultural Competence and Intercultural Understanding which can 

be used for educational purposes. Since IU teaching presents several challenges to 

teachers (Cable et al, 2010; Maylor et al, 2007; Woodgate and Grenfell, 2012), the second 

part of this chapter reviews how they could be effectively supported in their professional 

development; more specifically, it explores the extent to which Lesson Study can make a 

positive contribution to improving the quality of instruction in IU (Cajkler et al, 2014; 

Dudley, 2011a; Fernandez, 2002; Lewis et al, 2006; Lewis et al, 2009). 

  

2.1 Culture and identity: Two central constructs to the concept of  
       intercultural competence 
 

This section aims to shed light on the concepts of culture and identity which, although 

closely interlinked, need to be distinguished.  Developing a clearer understanding of 

those two concepts is necessary since they relate to how individuals make sense of who 

they are in relation to their own and other cultural groups. In relation to this study, it 

aims to illuminate the issues teachers should be aware of as they work with pupils from 

diverse backgrounds.  

2.1.1 Culture and identity: an introduction 

“Culture” is a widely used concept and yet, is a term which is indeterminate and 

notoriously difficult to define (Council of Europe, 2014) as reflected by the fact that 

experts e.g. anthropologists, sociologists, have not been able to reach a consensus on a 
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definition of culture despite a century of efforts (Spencer-Oatey, 2012). In its widest 

sense, “culture” is a set of markers that influence and bind members of a community 

together; as suggested by Kramsch (1998, p.10) it involves “membership in a discourse 

community that shares a common social space and history, and common imagining” 

(Driscoll, Earl and Cable, 2013). This explanation overlaps with that of the American 

anthropologist, Geertz (1973), who defined culture as a “system of inherited conceptions 

expressed in symbolic forms by means of which people communicate, perpetuate, and 

develop their knowledge about and attitudes toward life” (p.2). An all-encompassing 

definition of culture includes factual knowledge and a set of assumptions and values, 

orientations to life, beliefs, policies, procedures and behavioural conventions that are 

shared by a group of people, and that influence (but do not determine) each member’s 

behaviour (Spencer-Oatey, 2012). Culture is expressed through physical artefacts which 

are easily observable and also through less visible aspects including beliefs, customs, 

norms and values which frame and govern people’s lives as well as a sense of who they 

are. In being derived from one’s own environment, culture presents everyone with a 

basis for identity formation (Kumaravadivelu, 2008); it consciously or unconsciously 

guides and influences people’s beliefs, attitudes, and behaviours which are generally both 

constructed by and maintained in parallel with societal norms. In a sense, culture has 

both a static meaning in terms of what it is, but it also has a dynamic dimension in terms 

of what it does (Hall, 1997) and how it impacts people’s lives, a point which is addressed 

in the next section.  

 

2.1.2 Culture and Identity: A close connection  

As well as inherited aspects pertaining to both universal human nature and unique 

personalities (Spencer-Oatey, 2008), individuals and groups of people operate in and 

through cultural frames of reference which have been developed mainly through a 

process of socialisation and education. Cultural practices are used as a lens through 

which people mutually interpret, create and exchange meaning and reflect on the 

cultural situatedness of self and other (Scarino, 2014). Personal characteristics such as 

race, gender, class, sexual orientation as well as cultural affiliations influence people’s 

perceptions of their own identities; they also affect the way they perceive others and 



 
 

27 

their ways of acting, thinking and feeling, which impact the relationships between groups 

(CoE, 2014). At a surface level, identity manifests itself in the way individuals dress, 

their skin colour, the language(s) they speak; it is also influenced by the norms and 

customs of the cultural community as well as social membership of different groups e.g. 

pursuit of a hobby. Therefore, the concept of identity is multi-layered and dynamic in 

involving a wide range of aspects and influences which contribute to the complexity of 

what makes a person (Driscoll, Earl and Cable, 2013). Within education, post-structural 

understandings of language and culture which have been adopted in Second Language 

Acquisition (SLA) research, have been useful in terms of emphasising the fluid, context-

dependent, and context-producing dimension of identity.  They acknowledge that 

identities (Byram et al, 2002) evolve continuously as people move across and between 

different social contexts in their lives (Conteh, 2018).  The close and reciprocal connection 

between culture and identity should also draw attention to the issue of power, which 

differs according to individuals’ access to material resources and opportunities to develop 

themselves (Norton, 2000). In this instance, the question “who am I?” is complemented 

by the question “what am I allowed to do?” since as well as being enabling, cultures can 

constrain the thoughts, feelings and actions of individuals (Ibid.).  In this regard, both 

concepts of culture and identity generate critical issues which are examined in more 

detail in the next section in order to bring further justification to fostering Intercultural 

Understanding more explicitly in and through education. 

 

2.1.3 Critical issues in relation to culture and identity 

Value judgements and generalisations which have emerged from ideologies encumbered 

by a culture, its social status, its functions, and its historical legacies, generate 

misconstrued representations of reality. This is particularly an issue when the 

construction of identity takes place in relation to a different “Other” which can give rise 

to strong feelings of ambivalence or fear (Clarke, 2008).  Dealing with the view that 

another culture or cultural group constitutes a threat to the dominant culture and 

language often generates a reductive process of “ascribing an imagined superior identity 

to the Self and an imagined inferior identity to the Other” (Kumaradively, 2008, p.16). It 

involves labelling others simplistically according to visible identifiers such as ethnicity, 



 
 

28 

religion, nationality (Liddicoat, 2004) and/or according to broader dichotomies between 

East and West, Individualistic vs Collectivist.  This “Otherisation” contributes to 

entrenching an Us and Them mindset and the formation of stereotypes and prejudices 

which are detrimental to human understanding (Byram et al, 2002; Kumaravadivelu, 

2008) as they fail to recognise the complexity of individuals (Byram et al, 2002) and view 

those who are ethnically, linguistically or socially different as deficient and devalued. This 

process accords with monoculturalism defined by Haas (1992) as “the practice of catering 

to the dominant or mainstream culture, providing second-class treatment or no special 

consideration at all to persons of non-mainstream cultures” (p.161). Whiteness and 

ethnocentric monoculturalism are powerful and entrenched determinants of worldview 

in western societies such as Britain.  Because these beliefs are often invisible and operate 

outside the level of conscious awareness, they have been and still are detrimental to 

several groups of people including women, ethnic minority and other marginalised 

groups in society. Instead, what should be brought to the fore is the recognition that 

monolingual and monocultural entities do not exist since cultural groups are always 

internally heterogeneous in the way they embrace diverse practices and norms that 

change over time and are enacted by individuals in personalised ways (CoE, 2014).  This 

constant process of evolution has accelerated through globalisation and the information 

revolution (Kumaravadivelu, 2008). In education, a social-reconstructionist multicultural 

movement was born in order to oppose ethnocentric views and raise students’ critical 

consciousness about various forms of domination and oppression (Kubota 2004).  More 

specifically, this approach aims to draw attention to issues of “whiteness” and the 

privileged status of a dominant group which does not have to contend with unjust 

treatment and discrimination as it imposes its “superior” values and norms onto Others.   

The critical issues which have been briefly reviewed in this section explain why the 

development of Intercultural Competence or Intercultural Understanding is essential. 

Encounters with “otherness” (Byram, 2008) are ubiquitous in modern daily life as people 

interact with individuals who have multifaceted identities and belong to different 

communities (Norton and Toohey, 2011); these encounters and interactions take place 

directly, face to face e.g. in the street, at work; virtually e.g. social media, internet, or are 

imaginary e.g. literature, films.  It is therefore crucial to problematise the concept of the 
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intercultural citizen and the central role of education in fostering intercultural 

competence in learners towards the creation of sustainable democratic societies (CoE, 

2012). This point is expanded on in the next section which explains what IU entails in 

practice and provides a general theoretical overview of the concepts of Intercultural 

Competence and Intercultural Understanding which have relevance in educational 

settings.  

2.2 Theoretical underpinnings to Intercultural Understanding (IU) and 
       Intercultural Competence (IC) 

The issues reported in the previous section have implications in education and policy 

making in western countries which increasingly boast ethnically, socially, and linguistically 

diverse educational settings. Teachers can make a difference in how encounters with 

“otherness” and more generally with “difference” are introduced and negotiated in their 

classrooms. Thus, this section aims to offer a more education-based perspective of 

intercultural understanding; the first part explains what IU entails before being expanded 

on in the second part through the description of two theoretical frameworks which have 

been instrumental in the development of intercultural competence.  

2.2.1 The place of “culture” and “identity” within the concept of IC and IU 

The ultimate goal of developing intercultural understanding and competence is to foster 

positive, cooperative, tolerant and respectful interactions between people of diverse 

cultural backgrounds at both an institutional and interpersonal level; it is closely related 

to acceptance of cultural diversity and effective cross-cultural problem solving and 

conflict resolution, as well as critical awareness of racism (MacNaughton et al., 2010; 

Paradies et al., 2009). The fostering of IC and IU involves a complex blend of knowledge, 

attitudes and skills which intersect with notions of “culture” and “identity” in “how 

individuals socially position themselves in interactions (e.g. according to their nationality, 

gender, age, social status, etc.), to their awareness of such positioning, and to their 

willingness and ability to recognise and negotiate the others’ multiple identities as much 

as their own” (Borghetti, 2017, p.3). Intercultural competence is necessary on the basis 

that “everyone manifests “difference” in some way, indeed multiple ways, and that this 

fact should be integral to the way that everyone treats each other in society” (Vertovec, 

2012, p.306). In intercultural encounters, differences can be more salient if one does not 



 
 

30 

respond to the other person (or people) on the basis of their individual personal 

characteristics but instead, on their affiliation to other groups e.g. ethnic, religious, 

linguistic, cultural. In such encounters with “otherness”, intercultural competence is 

required to achieve harmonious interaction and successful dialogue (CoE, 2014). 

Interpersonal relationships involve qualities such as respect, open-mindedness and 

empathy which are needed in all types of communication and interaction. Becoming 

interculturally competent adds another layer; it entails acquiring the skills to critically 

reflect on one’s own culture, and developing an understanding of personal cultural 

positioning, beliefs, discourses and values through comparing and relating them to 

those of other people (CoE, 2014). In this sense, IU is not restricted to the study of 

faraway places and cultures, which can be reductionist (CoE, 2012). It also differs from 

liberal multiculturalism which has been criticised for being naïve and superficial because 

of its “difference-blind” vision and its “exoticising” of the culture of the Other which is 

reduced to neutral objects for one to respect and appreciate (Kubota, 2004).  Instead, 

multiculturalism needs to retain a critical edge in questioning deeply ingrained beliefs 

and in not accepting unconditionally the established order of things as given (Jenks et al, 

2002). Otherwise, the effects of discrimination and racism are minimised and taken-for-

granted cultural assumptions set by the dominant culture are not challenged. Although 

differences should not be viewed as deficiencies nor as a site of struggle, in reality 

individuals from ethnic groups still encounter subtle and covert instances of prejudice 

and racism. These may be exacerbated by linguistic “incompetency” which prevents 

newcomers to a country being viewed as equals within a White normative society 

(Norton and Toohey, 2011). This is relevant to the focus of this research study which has 

taken place in an ethnically homogeneous (white British) community comprising a low 

percentage of people from diverse backgrounds. Being interculturally competent in this 

context involves recognising that everyone has some form of cultural identity based on 

the notion of ethnicity in order to get away from the idea that ethnicity only applies to 

non-white people (Maylor et al, 2005). Within schools, the diversity amongst all pupils, 

whether white or from minority backgrounds has to be taken into consideration in 

teachers’ classroom practices. Applying this principle fulfils the criterion extracted from 

the Rampton report about what constitutes a good education in the UK 



 
 

31 

A ‘good’ education cannot be based on one culture only, and… where ethnic 

minorities form a permanent and integral part of the population, we do not 

believe that education should seek to iron out the differences between cultures, 

nor attempt to draw everyone into the dominant culture. On the contrary, it will 

draw upon the experiences of the many cultures that make up our society and 

thus broaden the cultural horizons of every child. That is what we mean by 'multi-

cultural' education (1981, p.27). 

In response to the issues presented in this section and in order to make these principles 

more easily applicable in educational contexts, numerous theoretical frameworks have 

been designed specifically to support foreign language and intercultural communication 

education.  Two intercultural frameworks which have been instrumental in clarifying the 

concepts of IU and IC within this research study are reviewed in the next section.  

2.2.2 Intercultural Competence and Intercultural Understanding for educational 
           purposes 

Byram’s (1997) and Deardorff’s (2006) IC frameworks have been selected to support this 

research into the teaching of intercultural understanding in primary education as they 

contain the list of qualities which should be promoted in individuals in order for them to 

become interculturally competent. All 22 intercultural models which were evaluated by 

Spitzberg and Chagnon (2009) include key themes such as knowledge (mainly of culture-

specific information), attitudes, skills and behaviours which reflect some degree of 

consistency in the conceptualisation of IC (Borghetti, 2017; Perry and Southwell, 2011).  

In her extensive interdisciplinary survey which aimed to ascertain a common definition 

and method to assess IC, Deardorff (2006) posits that there is overwhelming consensus 

amongst leading intercultural scholars that the ultimate goal of intercultural competence 

is to have “the ability to communicate effectively and appropriately in intercultural 

situations based on one’s intercultural knowledge, skills and attitudes” (Deardorff, 2006, 

p.249). She also pointed out that intercultural scholars could not agree on the role of 

language in intercultural competence development, citing that language alone does not 

ensure one’s competency in the culture. However, although proficiency in a foreign 

language is not sufficient in itself to achieve intercultural competence, language is viewed 
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as a significant vehicle through which others’ worldviews can be understood, (Deardorff, 

2006).   

• Byram’s IC framework (1997) 

In Deardorff’s review (2006), Byram’s Intercultural Communicative Competence (ICC) 

framework (1997) has been put forward as the most popular and useful in theorising the 

construct of intercultural competence. His framework is relevant to this study since it has 

been developed specifically for education; it has informed curriculum development in 

intercultural language education and citizenship policies (CEFR, 2001, 2018) in many 

countries in Europe and around the world which seek to establish a high quality of 

learning and teaching. It is writ large in the national strategy “Languages for all, 

Languages for life” (DfES, 2002; Driscoll and Simpson, 2015) which supported the 

implementation of the primary framework for Languages in England and Wales (DfES, 

2005).  Furthermore, it is widely cited in the research literature on IU (Driscoll, Earl and 

Cable, 2013; Driscoll and Simpson, 2015; Peiser and Jones, 2012, 2013, 2014; Perry and 

Southwell, 2011; Walton et al, 2013) as was explained in chapter 1 (section 1.2). A 

description of each of its five components or savoirs, also encompassed in figure 2.1 

(p.33), is provided below:  

Attitudes - savoir être - refers to notions of curiosity and openness, and a readiness to 

suspend disbelief and judgement about cultures (both own and other). It entails a 

willingness to relativise one’s own values and beliefs and to engage with otherness in a 

relationship of equality. It has been described as having the ability to “decentre”. 

Knowledge - savoirs - is divided into two categories. The first one refers to declarative 

knowledge that involves learning about the shared values and beliefs held by social 

groups as well as cultural practices and historical and geographical facts about other 

countries and regions. The second category is relational and focuses on the general 

processes of societal and individual interaction; it aims to raise awareness of the role of 

socialisation in shaping one’s understanding of one’s own and other cultures. 

Skills of interpreting and relating - savoir comprendre - is understood as “the ability to 

interpret a document or event from another culture, to explain it and relate it to 

documents from one’s own”. More particularly, it aims to identify and interpret 

ethnocentric perspectives (believing that one culture is the best). 
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Skills of discovering and interacting - savoir apprendre/faire - is described as the “ability 

to acquire new knowledge of a culture and to operate knowledge, attitudes and skills 

under the constraints of real-time communication”. Both skills require an active 

commitment in order to develop an understanding of a new cultural environment and 

engage in complex interactions.   

Critical cultural awareness - savoir s’engager - is the ability to critically evaluate 

perspectives, products and practices in one’s own and other cultures and countries and 

make more explicit the reasons behind individuals’ judgements -often evaluative and 

negative- of different cultural practices. 

                                                                                      (Byram, 2008, pp.230-233) 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 2.1: Byram’s ICC framework (1997) 

 

Another model which has been useful for this study in expanding the concept of IC is 

Deardorff’s framework (2006). 

 

• Deardorff’s IC framework (2006, 2009) 

Elements of Deardorff’s (2006) framework overlap with and complement Byram’s (1997) 

IC model in comprising two additional levels, labelled “internal” and “external” desired 

outcomes.  It clarifies the concept of IC further in its dual visual representation: the 
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pyramid shows the acquisition of IC as building blocks which contain skills and qualities 

that need to be fostered in order to achieve an ultimate goal of intercultural competence. 

In particular, “Attitudes” have been of interest to this study in showing qualities which 

are inherent in people’s personalities but can also be nurtured more formally. Placed at 

the base of the pyramid, they constitute a fundamental starting point for the 

development of knowledge and comprehension of other cultures as well as skills (Perry 

and Southwell, 2011).  
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Figure 2.2: Deardorff’s IC Pyramid  (2006, 2009) 
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Its other representation in a flowchart depicts IC as a continuous movement from the 

personal level to the interpersonal level in interactions. 

 

Figure 2.3: Deardorff’s Process model of Intercultural Competence (2006) 

 

Further key points are associated with these frameworks in the way they describe and 

represent IC; they purport that: 

• IC is a continuous, lifelong process which is never complete. 

• IC does not only involve the accumulation of knowledge about different cultures 

• IC can develop informally as a result of experience and formally as a result of 

education (Borghetti, 2017; Byram, 1997; Deardorff, 2009). 
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• A critical dimension is central to IC and IU teaching (Woodgate-Jones and Grenfell, 

2012) in order to identify and challenge ethnocentric and prejudicial 

representations of others in the media e.g. text and images as well as in discourse 

and in curriculum materials which attribute values of superiority to some cultural 

and linguistic groups over others (Huang, 2002) 

• IC does not necessarily require full proficiency in a foreign language (Byram, 

1997). 

 

Within them the concept of IU is subsumed under IC (Perry and Southwell, 2011) and is 

regarded as more suited to being investigated within this study which is set within 

mainstream primary education and not within foreign language teaching and learning. 

More specifically, IU includes three domains:  

• The cognitive aspect which points towards knowledge of one’s own and other 

cultures as well as knowledge about the similarities and differences between 

cultures (Hill, 2006);  

• The affective which refers to positive attitudes such as respect, empathy, 

sensitivity and curiosity towards other cultures; 

• The behavioural which includes the skills or abilities to interact with other people 

and deal with ambiguity.  

Although the frameworks do not make clear how these principles and theoretical 

propositions can be translated into practice, they offer useful starting points in 

delineating diffuse constructs and list components which make up a complex, polysemic 

construct (Byram, 2008; Deardorff, 2006).  More particularly, the distillation and 

separation of elements composing IC facilitate the identification of specific learning 

objectives (Byram, 2012; O’Dowd, 2003). However, simply describing the two theoretical 

frameworks falls short of addressing the intricacies of IU as is demonstrated in the next 

section which explores more specifically the role of teachers and the extent to which 

their perceptions and perspectives impact their practice. 
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2.3 Translating theoretical propositions into practice: Teachers’ roles and 
       perspectives  

As was explained in the introduction chapter which provided an overview of past and 

present curriculum guidelines for primary education in England and other world 

countries, the English programme of study and policies demonstrate a genuine concern 

towards enhancing pupils’ cultural awareness (Byram, 2008).  As is shown in the next 

section, the English primary school context can be said to have a head start in relation to 

fostering an intercultural learning environment for young learners. However, it will also 

describe some of the issues that teachers may be confronted with if they wish to deliver 

an intercultural curriculum.  

2.3.1 Linking theory and practice in primary education 

The social context of the primary school in England supports the promotion of 

intercultural competence (CoE, 2014) in adopting a holistic approach to education which 

seeks the development of the whole child. The pedagogical approach shares similarities 

with culturally responsive teaching in being child-centred and nurturing the students’ 

unique strengths to promote achievement and a sense of well-being about their place in 

the world. Primary school practitioners are expected to develop personalised learning 

programmes which promote their pupils’ talents as well as help them work on their 

weaknesses, whether they be social, academic or emotional.  A complementary strategy 

involves building strong relationships with parents and family members, which is 

extended to the local community in order to prepare children to become responsible and 

caring citizens.  The philosophical principles underpinning primary education are 

reminiscent of Moll and Greenberg’s (1990) concept of “Funds of knowledge” which 

argues that “instruction should be linked to students’ lives, and the details of effective 

pedagogy should be linked to local histories and community contexts” (Gonzalez, Moll 

and Amanti, 2005, p. ix).  More specifically, it recognises that pupils bring a wealth of 

knowledge and experience to the learning process which should be capitalised upon and 

used as a strategic resource (Gonzalez, 1995).  An interesting lesson in turning an idea 

into a reality can be drawn from Blackledge’s (2002) personal account of his experience in 

a multilingual primary classroom in Birmingham; he set up story telling activities in which 

his pupils could make use of their first language and share stories belonging to their 
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cultures. This ensured that an additive rather than a subtractive bilingual environment 

was created honouring the cultural heritage of the pupils. Applying a combination of 

these strategies ensures that learning is viewed according to the metaphor of 

participation rather than of acquisition (Sfard, 1998).  This is closely connected to 

constructivist approaches in primary education which view the learner as active in the 

process of acquiring knowledge and developing their own understandings rather than as 

a passive recipient of knowledge (OECD, 2009). In involving the whole person, learning in 

the primary school is seen to a large degree as inseparably associated with learners’ 

identities, and recognised both as a process of “becoming” and a process of “being” 

(Oughton, 2010). However, teaching from a multicultural perspective can pose challenges 

to teachers who have to tackle a topic from many perspectives if children have a very 

different understanding of the world as a result of not sharing the same values, traditions 

and experiences as themselves and society in general. Since intercultural teaching is 

largely dependent on the individual teacher’ skills and attitudes, it seems fitting to 

explore the extent to which their perspectives and perceptions impact on their 

intercultural teaching competence. 

2.3.2 Teachers’ perspectives and perceptions in practice 

Research into teachers’ beliefs has demonstrated that a direct relationship exists 

between teachers’ perceptions of teaching and learning and the way in which they shape 

their teaching practice (Woods, 1996). Teachers are active, thinking decision makers who 

make instructional choices by drawing on complex, practically-oriented, personalised, 

and context-sensitive networks of knowledge, thoughts, and beliefs (Borg, 2006). In this 

regard, IU development lies at the intersection of teachers’ personal lives and 

professional competence because it relates to their attitudes towards cultural diversity, 

the skills to interact with people from diverse backgrounds and also their ability to 

support their students’ intercultural learning through effective teaching and learning 

practices.  The significance teachers attach to the intercultural dimension of the 

curriculum in their practice has been found to be profoundly affected by specific factors 

such as their demographic and background as well as being mediated by their personal 

belief system (O’Connor, 2008; Peiser and Jones, 2014). Whilst for some teachers, 

intercultural competence may be central to their concerns, for others the fostering of IU 
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appears distant from their focus. What plays a key role in the fight against prejudice and 

discrimination is the development of positive emotional responses to diversity and an 

empathy with those discriminated against (NCCA, 2005). Yet, teachers may have negative 

beliefs and values towards diversity and there may be an emotional resistance to 

changing one’s mind even in the face of new evidence, facts, or ways of thinking. 

Furthermore, primary professionals are no exception in the way that their views are 

influenced or shaped by the environment, and their beliefs may interfere with the way in 

which information is perceived, interpreted and assimilated.  Tabachnick and Zeichner 

(2002) state “how teachers’ actions maintain and/or disrupt the status quo in schooling 

and society is of central concern” (p.16). The issue here is that biased attitudes which 

attribute the values of the superiority of some cultural groups over others are passed on 

surreptitiously not only through educational materials but also in the decisions teachers 

make about what should or should not be taught.  Teachers may unconsciously hold ideas 

about the normality of cultural artefacts - “normal” homes, “normal” families, “normal” 

food (NCCA, 2005) - and teach according to their judgement of which content is most 

valuable (Bourdieu and Passeron, 1977; Gonzalez, 1995).  

These issues may explain why providing quality IU teaching could be a tall order which 

may be exacerbated if teachers do not feel confident about their knowledge and 

pedagogical skills (Cable et al, 2010; Curtain and Pesola, 1994; LACE, 2007; Martin, 2000; 

Walton et al, 2013; Woodgate-Jones and Grenfell 2012). Because IU teaching is more 

complex than it appears at first glance, teachers stated that they would welcome further 

guidance to adjust and develop new practices to their own context (Maylor et al, 2007; 

Peiser and Jones, 2014; Woodgate-Jones and Grenfell, 2012).  This point is introduced in 

the next section which offers a recapitulation of the challenges teachers may be 

confronted with, and suggests that they should have access to structured professional 

development opportunities to develop their intercultural practice. 

2.3.3 Moving forward: The need for professional development for primary teachers 

As has been demonstrated in the previous sections, teaching IU seems to be adding 

another layer of complexity to teachers’ role in fostering their pupils’ intercultural 

awareness. Indeed, some teachers have stated that they face difficulties not solely with 

regard to subject specific knowledge but also the “know how” to teach topics that 
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demand a deeper level of critical understanding (Peiser and Jones, 2014).  They have 

stated that they struggle to understand what is meant by “teaching culture” (Barnes-

Karol and Broner, 2010; Byram, 2012).  Indeed, the “body of knowledge” (or content) is 

very large and almost undefinable (Byram, 2012) since cultures are constantly changing. 

This entails making complex decisions in terms of what should be identified and 

privileged in relation to culture and “funds of knowledge” (Oughton, 2010). Maylor 

(2007) has pointed out that teaching in areas that are controversial e.g. race, ethnicity, 

inequality, requires particular skills and courage on the teachers’ part; in this regard, 

some practitioners have expressed a fear in addressing issues which could potentially 

lead to “accusations of ‘indoctrination’ into a narrow, fixed, uncritical and intolerant 

nationalism” (Breslin, Rowe and Thornton, 2006, p.21, cited in Maylor et al, 2007). A lack 

of confidence and skills in teaching and dealing with certain sensitive topics (Speiser, 

2000) may constrain their sense of efficacy (Lortie, 1975). Yet the complexity of 

intercultural teaching (Graves, 2002) is rarely acknowledged, as illustrated by the dearth 

of guidance on teaching methodologies and pedagogy (Borghetti, 2011; Breen, 2006; 

Byram, 2008; Languages and Cultures in Europe, 2007; Sercu et al, 2005) and the fact that 

only incidental references to intercultural issues are made in teacher education (Cable et 

al, 2010; Driscoll et al, 2013; Leeman and Ledoux, 2003; Walton et al, 2013). To a large 

extent, it is assumed that teachers can make such complex decisions to successfully 

foster IU in learners simply by drawing on a wide range of primary teaching experience, 

knowledge and pedagogical skills (Woolhouse et al, 2013) plus their own intercultural 

competence, which they may or not have. Byram (2008) has called for high quality initial 

and in-service teacher training which consists in practitioners having “a rich personal 

experience of the acquisition of intercultural competence themselves - the five savoirs - 

and a knowledge of developmental and social psychology” (p.83) including maturational 

constraints on children’s capacity for self-reflection and abstraction. Teachers in primary 

education are experts in child development and want to endorse pedagogical approaches 

which are inclusive and promote learners’ academic, social and emotional development. 

However, an issue relates to what constitutes “high quality in-service teacher training” 

especially when there is a general lack of consensus amongst intercultural experts on 

how IC should be taught (Borghetti, 2012; Byram, 2014). Therefore, in order to deliver 

effective IU teaching, teachers themselves should be provided with regular opportunities 
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to reflect on and develop their intercultural practice. This point has guided the next part 

of this chapter which explains how participation in Lesson Study, which is central to this 

research project, can provide teachers with an effective platform to examine and 

improve their intercultural teaching skills and knowledge (O’Leary, 2014). 

 

2.4 Effective Teacher Professional Development and Lesson Study 

As well as being educators, teachers should be concerned with their own self-

development; their role should not only involve enacting the changes outlined in the 

official education policies at national and European levels (INTERACT, 2007) but also 

improving their own practice. Consequently, as teachers are major stakeholders in pupils’ 

learning about diversity, they need to purposefully develop their intercultural awareness, 

sensitivity, knowledge and skills. Therefore, the second part of this chapter focuses on 

features of Continuing Professional Development (CPD) which can best develop teachers’ 

“pedagogic and cultural competences” or “qualification” (Byram, 2012, p.84) to teach IU. 

More specifically, it focuses on the potential of Lesson Study in helping teachers to 

conduct a deeper inquiry into their own practice. 

 

2.4.1 General description of Lesson Study within the broader context of CPD and 
            teacher professional learning 

The primary aims of professional development programmes are to promote “change in 

the classroom practices of teachers, change in their attitudes and beliefs, and change in 

the learning outcomes of students” (Guskey, 2002, p.383).  Teaching for understanding 

relies to a large extent on teachers’ abilities to see complex subject matter from the 

perspectives of their students. The know-how necessary to make this vision of practice a 

reality cannot be pre-packaged or conveyed by means of traditional top-down “teacher 

training” strategies (Darling-Hammond and McLaughlin, 2011). In this regard, traditional 

approaches to CPD which are based on the “conventional view of staff development as a 

transferable package of knowledge to be distributed to teachers in bite-sized pieces” 

(Lieberman, 1995, p.1) and the mechanical replication of teaching formulas into the 

classroom (Stigler and Hiebert, 1999) have been shown to have limited impact since they 

seldom result in the integration of new ideas into teachers’ pedagogical practice and 
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improved pupil attainments (Cordingley et al, 2004; Eraut, 2002). In order to emulate the 

educational success of high achieving countries in the world e.g. Japan, Finland, 

Singapore where the development of the teaching profession is deep and 

comprehensive, novel models of professional development have emerged in western 

countries over the last thirty years (Parks, 2009).  They recognise that learning should not 

be left to individuals but that instead whole school communities need to work and learn 

together in order to ensure the betterment of schools and education (Stenhouse, 1975; 

Stoll et al, 2006). This point is emphasised in the Standard for Teacher Professional 

Development (DfE, 2016) which states that effective professional development cannot 

exist in isolation and “requires a pervasive culture of scholarship with a shared 

commitment for teachers to support each other” (p.3). As well as understanding, 

reflection on practice and sense of community, additional qualities such as vision and 

motivation are also necessary (Shulman and Shulman, 2004). Fullan (2001) argues that 

schools and their teachers must act to learn from one another and should value a critical 

and reflective examination of their teaching practice; he stipulates that when this 

happens professional learning then becomes a complex and enriching process. In the 

Case for Change (DfE, 2010), to improve English schools it was also stated that:  

Collaborative professional development is more strongly associated with 

improvements in teaching and learning [and]… appears more likely to produce 

changes in teacher practice, attitudes or beliefs and in pupil outcomes (pp.10-11)   

As encapsulated in Darling-Hammond’s statement, “teachers learn best by studying, 

doing, and reflecting; by collaborating with other teachers; by looking closely at students 

and their work; and by sharing what they see” (1998, p.7). Indeed, enabling teachers to 

examine critically their existing knowledge within a professional collaborative context can 

lead to substantial changes in classroom practices (Opfer and Pedder, 2011; Sfard, 1998). 

In a nutshell, effective teacher development is: 

• Grounded in teachers’ daily school experiences;   

• Collaborative; 

• Experiential in engaging teachers in concrete tasks of teaching, assessment, and 

observation that illuminate the processes of learning and development; 
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• Connected to and derived from teachers' work with their students as well as to 

examinations of subject matter and teaching methods; 

•  Sustained and intensive, connected to other aspects of school change; (Darling-

Hammond and McLaughlin, 2011). 

One model which blends all the key characteristics of effective teacher professional 

development (Cordingley et al., 2004) which were also identified in a systematic review 

produced by the Evidence for Policy and Practice Information and Co-ordinating Centre 

(EPPI, 2003), is Lesson Study (LS).  LS provides teachers with on-the-job learning 

opportunities (Lewis et al, 2006) which are grounded in actual classroom practice with a 

constant focus on pupil learning (Fernandez, 2002; Lee, 2008; Putnam and Borko, 2000; 

Stigler and Hiebert, 1999).  In Japan from where this CPD model originates, teachers 

assert that LS helps them learn to teach and accounts for the high attainment levels of 

their pupils (Lewis, 2012; Murata and Takahashi, 2002). One defining quality of LS is that 

it is teacher-led and is underpinned by an ethos of genuine collaboration and cooperation 

as teams of two or more teachers plan, teach, analyse and refine single lessons (Cerbin 

and Kopp, 2006; Fernandez, 2002; Parks, 2009).  

Lesson Study has expanded outside of Japan into many Asian and western countries in 

Europe and America e.g. United States since the late 1990s; Singapore and China, since 

the 1950s (Chokshi and Fernandez, 2005; Xu and Pedder, 2015) as well as some African 

countries e.g. Malawi, Gambia (Fujii, 2014) and parts of the Middle East.  It has gained 

momentum in the UK, the context of this study, in the last decade since Dudley (DCSF, 

2008) introduced it in primary schools as Director of the Primary National Strategies 

(government-funded school improvement initiatives in England) in Literacy and 

Numeracy.  Over the last 10 years, he has built on the experiences of a two-year national 

pilot (DCSF, 2008) and regularly updates his model as better understandings of LS 

emerge. Dudley describes LS as a problem-solving process which involves teachers 

engaging in “cycles of highly structured group planning, observation and analysis of 

lessons which can take place over extended periods of time between half a term and a 

year or more” (2011, p.3).  However, the purpose of LS is to seek a solution to a problem, 

not to produce the perfect lesson (Takahashi and McDougal, 2016). Teachers 

collaboratively carry out an “intensive dissection of lesson content, structure, and 

practices” (Saito and Atencio, 2013, p.88) which is supported by tangible products such as 
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a usable lesson plan with supporting teaching resources and a detailed record of how 

students responded to instruction (Cerbin and Kopp, 2006). The moment teachers engage 

in the process they actively explore and refine lessons for teaching and learning 

improvement (Wong and Cheung, 2014) and develop practice in the classroom (Dudley, 

2008; Lieberman, 2009; O’Leary, 2014).  The first step of the LS process involves that a 

group of teachers identify a specific teaching and learning issue within their own school, 

classroom and specific group of pupils; they then meet and jointly plan a lesson; this is 

followed by the teaching (not the teacher) being observed by group members through 

focused observations of pupils; the last part of the cycle involves reviewing the lesson 

and sharing reflections in post-lesson discussion sessions. A typical LS sequence following 

Dudley’s model which has been used in this study, is represented below. 

 

 

 

 

 

 

 

 

 

 

Figure 2.4: Dudley's Lesson Study Cycle (2011) 

 

Since this research study is interested in how engagement in Lesson Study can support 

teachers’ practice of IU teaching, it is now necessary to provide some clarification about 

what teacher learning entails. In this regard, theoretical perspectives in relation to how 
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teacher learning can be fostered through LS have started to emerge (Lewis et al, 2009). 

They adhere to situated and cognitive traditions which in combination represent a holistic 

view of the learning process. Both are relevant to this study in the extent that they shed 

light on the conditions and processes that are involved to increase the effectiveness of LS 

as well as aspects of teachers’ professional knowledge which could be promoted. 

2.4.2 Theoretical perspectives on teacher learning within Lesson Study 

A situated view of learning predicates that learning occurs through participation in a 

community of practice which according to Lave and Wenger (1991) constitutes an 

intrinsic condition for the existence of knowledge.  Professional Learning Communities 

(PLCs) as they have also been labelled, focus on the individual and collective capacity at 

school-wide level with the aim of promoting pupils’ learning.  This approach to 

professional learning emphasises the need for collegial support in implementing 

government policy or new curriculum innovations (Breen, 2006).  It is predicated on a 

social participatory process of active knowledge construction which fits a sociocultural 

perspective as teachers learn through interaction with their peers (Bocala, 2015). As 

stated by Putnam and Borko (2000) “when diverse groups of teachers with different 

types of knowledge and expertise come together in discourse communities, community 

members can draw upon and incorporate each other's expertise to create rich 

conversations and new insights into teaching and learning” (p.8).  In this instance, instead 

of knowledge being transferred in a formal manner, it allows teachers to construe new 

meanings about instructional practices in the context of problem-solving (Dudley, 2013; 

Stigler and Hiebert, 1999). The contextualised nature or situatedness of learning 

(Salomon and Perkins, 1998, p.2; Sfard, 1998) is strengthened by the interplay of several 

individuals with techniques (e.g. more systematic questioning) and tools (e.g. data which 

act as information sources and enable the close scrutiny of a problem) (Shulman and 

Shulman, 2004).    

Within LS, the close collaboration between teachers is extended to the learners in 

recognition of the fact that teaching and learning are closely connected. In this instance, 

pupils are fully positioned as social actors whose contributions are crucial in order to 

illuminate a complex issue; they are not merely cast as the objects of their teachers’ 
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practice but as co-constructors of their own effective teaching and learning processes 

(Pedder, 2015). Engagement in LS can give children the opportunity to show themselves 

as subjective learners who come to the learning process with a knowledge-base or fund 

of knowledge (Gonzalez, 1995); these past experiences and prior knowledge can be used 

and built upon in order to construct new understandings. Focusing on the interaction 

with pupils, which is in line with a Vygotskian socio-cultural approach, can make the 

presence and influence of culture in the classroom visible and raise its profile from that of 

simply “content of the curriculum external to the process of learning” (Kozulin, 2004, 

p.3).  

From a cognitive perspective, participation in Lesson Study makes knowledge more 

visible (Dudley, 2015; Lewis et al, 2009) in bringing out the cognitive resource which 

enable individuals to think and perform (Eraut, 2000).  The deliberate, recursive process 

of LS which includes joint lesson planning, non-evaluative observations of classroom 

teaching and close examination of students’ learning behaviours can help teachers access 

knowledge (Dudley, 2015; Eraut, 2000) which they - teachers and pupils - have but which 

is often tacit or semi-tacit. Polanyi (1967) defined tacit knowledge as “that which we 

know but cannot tell” (p.4); it includes information which is not usually articulated in 

propositional form (Eraut, 2000) as well as many patterns of thought and action that have 

become automatic and resistant to reflection or change (Putnam and Borko, 2000).  Tacit 

knowledge is converted into shared knowledge when teachers interact (Fullan, 2001) and 

engage in new collaborative learning experiences with other teachers and pupils in 

different classrooms.  This enhances their metacognitive awareness and can trigger 

changes in their mental schemata and beliefs (Dudley, 2015; Lewis et al, 2009; Murata 

and Takahashi, 2002) which may impact positively on the team, on individual teachers 

(Eraut, 2000) and ultimately on pupils.  Teachers do not only learn about their colleagues’ 

ideas about pedagogy and “fill the blanks” in content knowledge for one another 

(Chokshi and Fernandez, 2004) but they build on their personal knowledge when they use 

their existing knowledge in a new context or in new combinations (Eraut, 2000, p.114).  

They construct a repertoire of novel representations or behaviours through “evaluating 

current practices and goals, reflecting, and devising new plans” which are beneficial to 

their pupils’ learning (Salomon and Perkins, 1998, p.14). These new ideas about teaching 
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and learning can be used as a vantage point to examine and revise their own thinking 

(Lewis et al, 2009).  In this regard, involvement in the LS process facilitates critical 

reflection also described as “reflection in-and on-action” which is predicated on teachers’ 

learning to teach by teaching and by reflecting on their experience with the aim to 

improve their practice (Schön, 1983, 1987; Winch et al, 2013).   Reflective practice is a 

sine qua non of teacher education which marks a shift from acquisition to development 

of knowledge in social contexts, within which thinking, knowing and doing are closely 

intertwined. 

In summary, this section has described some of the processes which facilitate teacher 

learning. LS provides a platform for teachers to explore their practice collaboratively 

(O’Leary, 2014) and establish a close connection with their pupils and their learning.  The 

goal of Lesson Study is mutual learning where all participants can contribute to the 

learning process rather than being positioned as experts (Saito and Atencio, 2013). 

Learning through LS blends the cognitive and social dimensions of learning and triggers 

changes at individual and collective level (Shulman and Shulman, 2004). However, 

because learning is an abstract concept which is difficult to define, concrete illustrations 

of how engagement in LS can impact teacher learning are provided in the next section as I 

review Lewis’s key pathways to instructional improvement (2006, 2009).  The main 

categories include: 1) Teachers’ knowledge of instruction 2) Teachers’ knowledge of 

pupils’ thinking and 3) Teachers’ collegial commitment and sense of community (Lewis, 

2006, 2009).  

 

2.4.3 Tangible aspects of teacher learning within Lesson Study 

The concept of “teacher learning” has been made more tangible within Lewis’s 

theoretical model (2009) which shows the connections between features of LS and how 

they impact upon several aspects of teacher professional knowledge as is shown in figure 

2.5. The pathways to learning (2006) have been particularly useful in guiding the analysis 

of teacher learning as the two teams of teachers conducted a Lesson Study in 

Intercultural Understanding.   
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Figure 2.5: Lewis’ s pathways to instructional improvement (2006, 2009) 

 

The different aspects of learning can be categorised within three areas: cognitive, which 

includes increased knowledge of subject matter and instruction, and pupils’ thinking; 

social, which refers to stronger collegial networks; affective, which relates to stronger 

motivation and sense of efficacy. Although all three dimensions of teacher knowledge can 

be expanded though participation in LS, the concept of Pedagogical Content Knowledge 

(Schulman, 1986) which maps out the area between curriculum content and pedagogy is 

of particular interest to this study as teachers have to transform a conceptually diffuse 

construct and aspect of the curriculum - Intercultural Understanding - into a teachable 

object (Lee, 2008). More details are provided in the next sections which review each 

pathway from Lewis’s model (2006; 2009). 
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• Increased teacher knowledge 

Recent educational research which focuses on deepening researchers and teachers’ 

understanding of the effect of teaching on learning (Borg, 2006; Cochran-Smith, 1995; 

Darling-Hammond, 2005; DfE, 2010) does not only acknowledge the importance of 

propositional knowledge by also the capacity of teachers to transform the subject matter 

into learning experiences that are accessible to pupils. In this regard, Shulman (1986) has 

made a significant contribution in clarifying the concept of teacher knowledge with his 

seminal article entitled “Knowledge Growth in Teaching” which comprises:  

Subject matter content knowledge: this refers to knowledge within a teacher’s area of 

expertise, usually gained from formal studies. 

Pedagogical content knowledge or PCK: This refers to the teacher’s knowledge matter for 

teaching and includes “the ways of representing and formulating the subject that makes 

it comprehensible for others” (1986, p.9); it focuses on the processes teachers go through 

in order to prepare to teach something that they have never learnt and/or taught before.   

Curricular knowledge: includes knowledge of the curriculum content and programmes of 

study as well as instructional guidelines. 

Because LS maintains a constant focus on pupil learning (Dudley, 2011; Stigler and 

Hiebert, 1999), PCK can be expanded to include two interrelated sets of knowledge (a) 

knowledge of content and teaching and (b) knowledge of content and students (Ball, 

Thames, and Phelps, 2008). In this sense, Pedagogical Content Knowledge is not only 

rendered appropriate for teaching, but also appropriate to the knowledge of particular 

students (and context). In order to bring the learning goal to life, teachers have to 

identify what is critical for students to acquire the object of learning (Lee, 2008).  This 

encourages teachers to think about what makes a topic easy or difficult based on pupils’ 

conceptions and misconceptions. One feature of Dudley’s LS framework which may 

facilitate the development of pedagogical content knowledge and inform teachers’ 

practice is the inclusion of case study pupils. 

 

• Increased knowledge of pupil thinking 

 During the planning stage, the group of teachers make predictions about learners’ 

responses to the teaching. This practice of cognitive empathy aims to make students’ 
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thinking visible through teachers putting themselves in the learners’ processes of learning 

and imagine “what it would be like to experience the material and lesson activities as a 

novice” (Cerbin and Kopp, 2006, p.251). To some degree, it enables teachers to 

experience pedagogical approaches as learners themselves and/or vicariously before 

adapting and implementing them in their own classrooms. During the taught lesson, 

members of the LS group who act as observers know exactly what to look for and collect 

detailed data about pupil learning behaviours, of “what they say and do” (Dudley, 2014, 

p7).  In the post-lesson evaluation meeting, teachers analyse the evidence which informs 

them about what has worked well and not so well on pupils (Dudley, 2014; Lewis et al, 

2006; Stigler and Hiebert, 1999). Teachers then explore problematic areas of the lesson 

and design appropriate interventions (Desforges, 2015, p.xviii) which address 

discrepancies between their predictions and actual pupil learning outcomes. Through 

engaging in LS, teachers “learn to see children” (Lewis, 2000) and develop a heightened 

awareness of pupils’ needs and difficulties (Lee, 2008; Lewis, 2009) which impact their 

practice at a deeper level. In some cases, the feedback from students can become the 

catalyst for change in teachers’ practice (Scarino, 2014).   Furthermore, on a social and 

affective level, LS has been shown to improve both the sense of collegiality and teachers’ 

motivation. 

 

• Increased sense of collegiality and stronger motivation and sense of efficacy 

At whole school level and within teams, LS has been shown to encourage the building of a 

collegial ethos through facilitating the collaborative connection between all practitioners.  

LS is built on the principle that team members are all equal as professional learners 

(Dudley, 2011) who belong to a community of practice where a non-hierarchical climate 

centred on mutual trust and respect has been established (Murata and Takahashi, 2002).  

In this professional environment, competition among individual teachers and between 

faculties or schools is not permitted (Hargreaves and Fullan, 2012). This is facilitated 

within LS since observations focus directly on the learners and not the teacher delivering 

the planned lesson.  Thus, teachers may feel less threatened as they are not judged on 

their individual performance (Godfrey et al, 2019). Because the conditions are supportive, 

this should allow teachers to be more open with each other and to feel comfortable 
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testing out new instructional strategies since power relations are equitable and inclusive 

in nature (Saito and Atencio, 2013).  

 

In summary, LS is a dynamic and highly contextualised process which focalises on the 

creation of knowledge in use through targeted observation of student learning in relation 

to a narrow learning goal. Lesson Study (Lewis et al, 2009) brings together, within a clear 

set of procedures, structured opportunities for teachers to collaborate, research, 

experiment and reflect on their practice as they identify and address issues which are 

specific to their context and the pupils they teach (Lieberman, 1995; Xu and Pedder, 

2015). More specifically within the joint planning sessions and post-lesson discussions, 

teachers can learn from their own and one another’s experience (Shulman and Shulman, 

2004), test out and/or construct new curricula and pedagogy and modify instruction to 

meet students’ needs (Cochran-Smith and Lytle, 2009). Furthermore, engagement in 

collaborative Lesson Study can facilitate the development of a shared professional 

discourse (Cajkler et al, 2014) and enhance teachers’ understanding of curriculum and 

pedagogy, as well as develop habits of critical observation, analysis and reflection 

(Chassels and Melville, 2009) which are necessary for instructional improvement. With 

regard to the focus of the study, intercultural understanding, which is personal and 

imbued with emotive commitment (Borg, 2006), LS has true potential in shedding light on 

the knowledge that teachers and pupils bring to the process of teaching and learning; this 

point is explained more fully in the last section of this chapter which draws the 

theoretical threads together.  The popularity of LS worldwide (Godfrey et al, 2019; 

Hammersley-Fletcher et al, 2015) which is accompanied by an increasing body of 

research suggest that LS is a viable model of professional development which can be 

adapted and used successfully in many different cultural and educational contexts.  

However, several reviews have made more cautionary claims with regard to its efficacy 

partly due to the fact that “Lesson Study is easy to learn but difficult to master” (Chokshi 

and Fernandez, 2004).  This point is expanded in the next section which reports on the 

limitations and challenges of Lesson Study in supporting teachers’ professional learning 

and enhancing pupils’ attainments.  
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2.4.4 Challenges in optimising the effectiveness of Lesson Study 

Although Lesson Study as a framework is characterised by its simplicity, it has to be 

applied to complex classroom situations (Pedder, 2015). In this regard, implementing LS 

has been shown to present several challenges at micro and macro levels which may 

impact its effectiveness on teachers’ and pupils’ learning.  Specific issues which pertain to 

contextual constraints and a lack of understanding of LS are explored in more details in 

this section.  

 

Ensuring fidelity to the key features of Lesson Study (Godfrey et al, 2019) 

Misconceptions about LS have been increasingly documented by Japanese researchers 

who have been able to observe how LS has been interpreted and implemented in the 

West e.g. USA, UK (Takahashi and McDougal, 2016) and in Africa (Fujii, 2014). One such 

difference is how re-teaching the same lesson is a common feature in the USA, and also 

in the UK for those using Dudley’s version of Lesson Study (NCSL, 2011); yet this is only an 

occasional feature of Japanese Lesson Study. This misconception of LS may stem from the 

guidance provided in Stigler and Hiebert’s book (1999) which includes: (1) defining and 

researching a problem, (2) planning the lesson, (3) teaching and observing the lesson, (4) 

evaluating the lesson and reflecting on its effect, (5) revising the lesson, (6) teaching and 

observing the revised lesson, (7) evaluating and reflecting a second time, and (8) sharing 

the results. Takahashi (2016) states that the lesson can be revised but should not be re- 

taught as it is organic and should be tailor-made to the students. If features of what 

makes LS successful in the country of origin, Japan, are not retained or are diluted, its 

effectiveness will be affected. Going through each step of the LS cycle and engaging in 

joint planning and mutual observations are not sufficient in themselves to improve the 

quality of instruction or generate deeper learning (Bocala, 2015).  Instead, engaging in 

the process at a superficial level may lead to incidental acquisition of knowledge, 

especially if teachers equate improved instruction to improved lesson plans and/or make 

impressionistic notes on learners rather than thorough observations (Lewis et al, 2006).  

Another important feature of LS in Japan is that it should include a more knowledgeable 

other who is an expert in LS and in the curriculum area within which the Lesson Study 

takes place.  Their role is not to assess teachers in a performative sense but to guide and 
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support them through the LS process.  This phase is complemented by document 

scrutiny, which is a crucial stage for teachers in Japan. Although it is increasingly 

recognised as an important stage in western countries, having access to expert input as 

well as quality materials may be a challenge in certain curriculum areas.   

  

Challenges in teachers’ collaboration 

 At the micro level of LS functioning, connectivity between the teachers who are part of 

the LS team is necessary if it is to lead to changes in classroom practices (Opfer and 

Pedder, 2010; Sfard, 1998). This requires that individual teachers have positive 

dispositions towards social-constructivist approaches; that they are willing to consider 

alternative classroom strategies and “rethink their views” (Prawat, 1992). Teachers who 

prefer to be left alone and work individually may show resistance which will affect the 

outcome of the project, especially if they have had to engage in LS against their will. Even 

good cooperation between teachers does not always result in positive outcomes in 

teacher learning. Indeed, several authors - Parks (2008, 2009), Little (1999) - have pointed 

out that it is misleading to assume that collaboration is beneficial to teacher learning in 

all cases and contexts. Instead of translating into deep explorations of teaching or the 

questioning of assumptions about students, collaboration may result in group think if 

ideas are unchallenged within a closely bound group (Little, 1999; Parks, 2008).  

Opportunities to engage in rich conversation about learning may be missed due to the 

perceived need to be polite and avoid disagreements and conflicts with colleagues which 

can significantly impede the opportunities for improvement (Chokshi and Fernandez, 

2004; Hargreaves, 2001).   

 

Changing the culture of professional learning 

As well as challenges in applying the principles of LS effectively, and in establishing 

successful collaboration between teachers, there are issues with regard to the broader 

culture of schools in England.  Approaches to CPD such as LS are founded on the premise 

that “the superficialities of the disciplines may be taught by pure instruction, but the 

capacity to think within the disciplines can only be taught by inquiry” (Stenhouse, 1975, 

p.38). In this instance, teachers act as researchers of their own practice either collectively 
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or individually and put curriculum specifications to the test of practice. However, this can 

also pose a challenge as captured by Stenhouse’s following statement (1975): 

The main barriers to teachers’ assuming the role of researchers studying their 

own teaching in order to improve it are psychological and social.  The close 

examination of one’s professional performance is personally threatening; and the 

social climate in which the teachers work generally offers little support to those 

who might be disposed to face that threat (p.159). 

Within the broader context of the study, this issue is compounded by the fact that peer 

and senior leaders’ lesson observations are generally used for performance purposes 

rather than within a climate of trust. Support from leadership teams and dedicated 

professional learning time for teachers to engage in collaborative work are key to the 

success of LS (Godfrey et al, 2019; NCSL, 2008).   This condition presents a major issue in 

English schools which are under pressure to fulfil attainment targets and often have to 

provide quick-fix solutions to complex teaching and learning issues. Instead, Lesson Study 

requires that a long-term view is adopted to enable incremental improvements. 

Furthermore, gains in competence or “professional capital” involves harnessing the 

energy, enthusiasm and capabilities of individual teachers as a whole toward pre-

determined school goals (Hargreaves and Fullan, 2012). This can be problematic in 

schools which do not have a culture that is shared by all the stakeholders; for example, if 

the leadership team has not developed a clear vision of the outcomes they would like for 

the whole school community in cooperation with teachers, support staff, learners, 

parents etc.  

In sum, creating a professional environment which optimises the chances of teacher 

learning occurring is challenging as it involves a complex blend of motivation, skill, 

positive learning, organisational conditions and infrastructure of support (Stoll et al, 

2006) at both individual, team and school level. LS does not only require a deep 

understanding of what it is and why it has been useful to Japanese teachers, but also that 

specific conditions are created for it to succeed at particular sites (Lewis, 2002). Because 

LS has been used for teacher development and learning in Japan for more than a century 

before being introduced to the western world, Stigler and Hiebert (1999) noted that 

introducing LS into a worldwide context would inevitably result in changes and 
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adaptations. However, if too many aspects of LS are lost, and specific conditions are not 

fulfilled, improvements in teachers’ professional learning and pupils’ attainment cannot 

be attributed to LS. In this regard, studies have highlighted that the deep understanding 

of Lesson Study which Japanese teachers have cannot be taken for granted; moreover, a 

lack of the structural supports that are enjoyed by Japanese teachers means that the 

impact on teaching and learning has been uneven across countries, including the UK. 

Indeed, several literature reviews and research projects which have been conducted at an 

international level have drawn attention to the limitations of Lesson Study; these are 

explored in the next section (Cheung and Wong, 2014; Xu and Pedder, 2015). 

2.4.5 Effectiveness of LS on pupils’ learning outcomes: Mixed reviews 

As the influence of Lesson Study has spread to different countries and a wider range of 

disciplines, particularly in the last 10 years (Xu and Pedder, 2015), an increasing number 

of studies have investigated the effects of participation in LS on teachers’ professional 

learning and the influence of such changes on students’ attainments (Murata and 

Takahashi, 2002). The main issue which is reported within the research literature relates 

to whether improvements in pedagogical practice and pupils’ learning outcomes can be 

attributed to teachers’ engagement in Lesson Study. In this regard, several studies have 

challenged the claims about LS being the miracle tool to improving teaching and learning 

standards.  As an illustration, the Education Endowment Foundation (EFF) which carried 

out a large-scale experimental evaluation of Lesson Study from August 2013 until June 

2015 in three different regions of England, found no evidence that Lesson Study 

improved KS2 maths and reading attainment in pupils. However, the authors also pointed 

out that the results do not mean that all activities related to LS are ineffective, especially 

when several methodological issues were acknowledged. Although the EEF claimed that 

the project was the best scientific study to date which would offer robust experimental 

evidence of the effectiveness (or lack of) of programmes such as LS on the quality of 

teaching (EEF, 2017), they identified several limitations to their own research. Among 

these were the fact that the case study pupils were not tracked individually so they did 

not have information about whether these particular pupils benefitted from the 

intervention; the control groups also used elements of Lesson Study which made them 

difficult to compare and may have diluted the effect in intervention schools.  
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Another example is the evaluation of the UK’s National Strategies’ Leading Teachers 

Programme (Hadfield, Jopling and Emira, 2011). This study involved comparing pupil 

progress at KS2 between treated and untreated schools - those that used LS and those 

that did not - within the same local authority (LA).  This study showed that those schools 

using LS out-performed a comparison group in both English and maths; pupils’ KS2 results 

improved by 1.3% more than control schools in the same LA. However, they also 

acknowledged the limitations in their methodology which were: (1) The research was not 

a randomised controlled trial (2) it did not take account of potential differences between 

the schools, and (3) it was not able to follow up the cohort to explore any long-term 

impact of the programme. Therefore, several methodological issues in how researchers 

conduct and report their claims and findings have been identified by the authors of 

research projects (EEF, 2017; Hadfield et al, 2011) as well as in literature reviews e.g. Xu 

and Pedder (2015). 

However, the majority of research projects and papers report benefits on teachers and 

pupils; particularly, the positive impact of teacher collaboration in fostering communities 

of practice and the development of teacher knowledge, practice and professionalism; the 

improved quality of teaching which has been enabled through more explicit focus on 

pupil learning (Xu and Pedder, 2015). More recently, Godfrey et al (2019) created a 

developmental evaluation model of a Lesson Study programme in primary and secondary 

London schools in order to evaluate outcomes at different levels - Leadership, teachers 

and students. They conclude that LS is a good professional development tool which 

enhances the quality of teachers’ professional discussion and skills development and 

leads to positive outcomes for pupils (Godfrey et al, 2019). More specifically, there was 

evidence that some teachers and schools were changing their perspective by focusing 

more strongly on “learning” rather than individual teachers’ performance; they stated 

that this evolution may improve instruction with ulterior benefits to pupils. Therefore, 

participation in Lesson Study may not be the sole reason for improvements in teachers’ 

practice and pupils’ attainment but it seems to be a strong enabling factor. Research into 

the effectiveness of LS is at a nascent stage and more research is needed particularly into 

how learning is understood and defined. Although central to the LS process, observing 

pupil learning is complex.  Greater clarity and transparency are needed in how student 
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observations are conducted and how teachers organise and analyse the learning 

outcomes of pupils in order to inform their practice (Sorton Larssen et al, 2018). Although 

Lesson Study presents several challenges, it has been embedded in this research project 

for reasons which are put forward in the final section of this chapter. Section 3.6.4 of the 

methodology chapter also reviews the potential of LS as a research tool.   

2.5 IU, primary school teachers and Lesson Study: Making the link 

The last section of this chapter offers a recapitulation of the theoretical and pedagogical 

issues which are related to the teaching of Intercultural Understanding.  It explains how 

Lesson Study could support the development of interculturally competent teachers. 

2.5.1 Specific issues in teaching and researching IU 

Teaching is complex since it involves an intricate blend of personal and professional 

attitudes, skills and dispositions. Teaching IU within the confines of a primary classroom 

extends the teachers’ tasks as they can no longer be just transmitters of knowledge but 

must also act as guides and aid self-development (Council of Europe, 2012). In a school 

setting, the life–worlds of teachers, which involve an amalgam of knowledge, beliefs and 

values that they draw upon in teaching and learning (Scarino, 2013), interact with the 

life–worlds of their students. In this regard, although some knowledge about different 

cultures is necessary, they also need access to the particular experiences of the students 

they work with to inform their decisions (Banks et al, 2005). One of the strategies 

propounded by Cummins as significantly transforming teaching and learning is the 

incorporation of cultural and language diversity into the processes (2000) so that the 

curriculum and pedagogy connect with the lives of their pupils. However, incorporating 

student experiences into the classroom is a more complicated process than 

commodifying multicultural histories in the form of student presentations (Norton, 2000). 

Under the guise of multiculturalism (Norton, 2000), learning is decontextualised and fails 

to capitalise on the knowledge which learners bring to the classroom (Kumaravadivelu, 

2008, p.193). There is evidence from the literature on teaching diverse learners that 

mainstream schools and classrooms in England remain very much “monolingualising” 

spaces (Heller, 1995, p.374) particularly if teachers work with pupils whose languages and 

cultural backgrounds they do not share (Conteh and Kawashima, 2008). Hence, teaching 
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IU is more involved than celebrating diversity in the classroom; it needs to go beyond 

transmission teaching (Norton, 2000) and atomised and disconnected exchange of 

cultural exoticisms and curiosities (Schenke, 1991). Thus, practitioners may also need 

advice on strategies for capitalising upon the knowledge and areas of expertise which 

children bring to the classroom as well as helping them reflect on their own cultural 

biases (Bourdieu and Passeron, 1977). However, the research literature has highlighted 

the fact that operationalising the teaching of culture has been found to be an ongoing 

challenge for foreign language teachers (Barnes-Karol and Broner, 2010).  This may be 

linked to the fact that there is limited understanding about the ways in which 

Intercultural Understanding can be developed explicitly in an educational context (Perry 

and Southwell, 2011); the subject matter, Intercultural Understanding, and its associated 

concepts do not translate easily into teachers’ pedagogical practice (Byram, 2012). More 

generally, what is missing in the research literature is an explanation of the processes 

involved in the acquisition of intercultural competence (Borghetti, 2013; Liddicoat, 2004). 

Because of these challenges, teaching factual knowledge about other countries and 

cultures is commonly used as a strategy in primary schools (Cable et al, 2010; Woodgate 

and Grenfell, 2012) even though this approach runs the risk of projecting views of 

cultures which are static and normative and will not lead to long-term changes in 

attitudes such as counteracting racism. This may especially be the case if the content 

reflects the dominant way of thinking and living. Instead, Culture should be presented as 

a dynamic, heterogeneous and multi-layered concept (Byram, 1997; Deardorff, 2006, 

2009; Liddicoat, 2004). Since teachers themselves are not neutral on cultural issues and 

respond to other cultures as human beings and not just as teachers, they need to be 

aware of the extent to which their pedagogical practices support or constrain the identity 

positions of learners within classroom settings (Norton and Toohey, 2011). IU teaching 

should focus on the critical dimension (Woodgate-Jones and Grenfell, 2012) which is 

placed at the centre of Byram’s framework (see Figure 2.1, p.33). In their systematic 

review of approaches to foster Intercultural Understanding in primary and secondary 

schools, Walton et al (2013) recommend that teachers organise class discussions which 

allow pupils to examine issues related to cultural identity as well as the need for ongoing 

intercultural and intergroup contacts.  These should encourage them to draw on 

metacognitive and interpersonal skills such as empathy, open-mindedness etc. 
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In order to address these issues, this study posits that teachers need structured 

opportunities to research their intercultural practice in order to develop suitable 

pedagogical strategies. Since it is also inevitable that pupils have views on other cultures, 

on their values, beliefs and behaviours (Deardorff, 2006; Driscoll et al, 2013; Peiser and 

Jones, 2015; Sercu et al, 2005), another question for teachers is how should they respond 

to their learners' prejudices: Do they take a neutral position? Do they take a clear and 

explicit position in favour of the values in other cultures which their learners reject? 

(Byram et al, 2002). Another aspect of teaching IU involves critically evaluating and 

selecting curriculum contents and pedagogical practices that do not disadvantage groups 

of pupils such as those who belong to lower socio-economic and/or ethnic minority 

backgrounds. Because of the problematic nature of IU teaching, further research and 

investment in continuous professional development is needed in order to better 

understand what it takes to develop more competent and confident practitioners in 

intercultural teaching and learning (Cable et al, 2010; Driscoll et al, 2013; Driscoll et al, 

2014; INTERACT, 2007). Consequently, Lesson Study has been embedded in this research 

project based on the premise that it can help teachers disentangle the complex 

relationship between theory and practice as well as shed light on an area of the primary 

curriculum which has received little attention in research.  

 

2.5.2 Lesson Study and Intercultural Understanding: An effective combination 

Although in the UK, Lesson Study has been used principally in primary and secondary 

schools to improve teaching techniques and enhance pupil progress in core subjects i.e. 

Mathematics, English and Science, in this project it is used to help teachers unpick the 

intricacies of IU through focusing on learners’ experience and thinking about “diversity”. 

Participation in this research project and particularly in Lesson Study will give teams of 

teachers an opportunity to engage in a deep inquiry into their practice and open the 

“pedagogic black-box” (Cajkler et al, 2013, p.550) in an area of the curriculum which is 

rarely prioritised in primary school improvement planning.  They will be able to design 

discrete lessons with an intercultural goal, experiment with a range of pedagogical 

approaches to enhance pupils’ intercultural understanding and review the impact of their 

teaching on learning (Saito and Atencio, 2013). 
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The advantage of using Dudley’s framework is that it offers a clear step-by-step structure 

which is supported by a wide range of published materials e.g. a handbook, lesson plan 

templates etc. This will ensure that the critical aspects of Lesson Study, which have been 

shown to optimise the quality of teachers’ professional learning, are retained as was 

explained in section 2.4 of this chapter. As a reminder (Godfrey et al, 2019; Stigler and 

Hiebert, 1999; Takahashi and McDougal, 2016), these should include: 

• Identification of a clear research focus through an analysis of the data;  

• Collaborative and detailed planning of a research lesson;  

• Research lesson with live observation of pupils’ reactions and learning behaviours;  

• Post-lesson discussion to draw out learning in relation to the research focus.  

More specifically, engagement in LS will enable the two teams of teachers to focus 

intensely on an intercultural teaching and learning issue, and channel their attention on 

“IU” as an object of learning (Lee, 2008).  Its focus on case study pupils can make an 

important contribution to teachers’ abilities to examine their practice from the 

perspective of learners who bring diverse frames of reference to the classroom (Darling-

Hammond, 2005). Learning as participation rather than acquisition (Sfard, 1998) is 

particularly useful in enabling members of the LS team as well as pupils in the class to 

encounter and experience the diverse views and attitudes held by others in the group 

and to actively build knowledge in interaction with each other. Of interest to this study is 

whether engagement in LS encourages teachers and pupils to develop their critical 

cultural awareness through having the opportunity to reflect on their own BAKs - Beliefs, 

Assumptions, Knowledge - (Woods, 1996) and taken-for-granted assumptions that 

perhaps they were not conscious of possessing.  

Investigating and researching teachers’ practice needs to take into consideration a wide 

range of factors which significantly impact the effectiveness of teaching and learning; an 

OECD report (2009) has identified three distinct categories which are: 

• Teachers’ Individual characteristics and background: gender, years of experience, 

training, previous educational experience, life experiences 

• Intrinsic factors: interest for the subject they teach, knowledge, and beliefs, 

personality, motivation, self-efficacy 

• Contextual features: school ethos, classroom and students; discipline etc  
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In this regard, this research project has also taken an interest in teachers’ biographies as 

well as their day to day practice. The research design is explained in the next chapter, 

which offers a thorough description of the methodology in order to address some of the 

issues which have been reported in this chapter and to answer the three main research 

questions.   
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3 Research Design and Methodology 

3.1 Introduction to the methodology chapter 

The previous chapters have helped to contextualise and define the research problem 

which highlights the need to investigate how Intercultural Understanding is taught in 

mainstream primary education in England.  The issues which have been reported draw 

attention to the importance of providing intercultural experiences to young learners in 

order to equip them to function more effectively in increasingly multicultural societies 

(Guilherme, 2002). This project has been designed purposefully to provide information 

about current practices in IU teaching in primary schools which are situated within a 

predominantly monolingual and monocultural context; it also aims to offer highly 

contextualised accounts of small groups of teachers who unravel the complexities of IU 

teaching as they engage in collaborative Lesson Study.  More specifically, this chapter 

provides an in-depth description of the research design and methodology in order to 

address the following research questions:  

1. What factors affect teachers’ understanding and teaching of IU?  

2. How do teachers prepare to teach IU through collaborative planning within LS? 

3. To what extent has engagement in Lesson Study impacted on teacher learning? 

The first question aims to shed light on factors that teachers have to deal with which can 

promote or hinder IU teaching within English primary schools (Peiser and Jones, 2014; 

Sercu et al, 2005). Research questions 2 and 3 focus more specifically on teachers’ 

engagement in collaborative LS which has been shown in the previous chapter to be an 

effective model of CPD in supporting teachers’ understanding and pedagogical practice 

(Cajkler et al, 2014; Dudley, 2013; Fernandez, 2002). More specifically, these two 

questions aim to shed light on the professional capital and personal knowledge that 

teachers bring to the process in order to design intercultural lessons and teach the more 

critical or advanced elements of IU to younger learners (Byram, 1997).   

The methodology chapter is divided into 4 main sections: the first part describes my 

ontological and epistemological stance.  I bring justification for selecting a qualitative, 

interpretive research framework and using a case study approach as a methodology. I 

also share reflections on how my philosophical assumptions have guided my decisions 
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and my positionality as a teacher-researcher. The second main part focuses on the data 

collection tools which include an open questionnaire, interviews as well as Lesson Study 

which has afforded the gathering of multimedia data sets in two case study schools.  The 

third section describes the field work phase of the project; it will detail the recruitment of 

the primary schools and participants and the implementation of the project. The final 

section of the methodology chapter provides a detailed description of the analysis 

procedures which involves thematic analysis complemented by discourse analysis; this 

also includes a section on how the limitations have been handled in order to increase the 

trustworthiness of the study.  The dilemmas I encountered and the adjustments that 

needed to be made as I progressed through the project design and implementation are 

addressed at different points in this chapter. 

3.2 Philosophical stance: Ontological and epistemological assumptions 

The aim of this study is to enhance my knowledge and understanding of how Intercultural 

Understanding is taught to primary school children and to learn from teachers who are 

given the opportunity to explore their classroom practice in more depth (Cohen et al, 

2011). Since the research is more interested in gathering the varieties of experience that 

are actually found in the classroom (Stenhouse, 1975), I decided to adopt a qualitative, 

interpretive case study approach. To some degree, this choice is down to personal 

preference as I am more interested in understanding the subjective perceptions and 

personal experience of primary practitioners towards intercultural education than in 

conducting an experimental study which would test a hypothesis. In this regard, in being 

interpretivist the research process is not founded on a search for a single, objective 

reality or truth. Instead it is interested in capturing the participants’ multiple perspectives 

which reflect different personal and subjective understandings of the same phenomenon 

and event (Bryman 2012; Hammersley, 2008). An interpretivist research paradigm 

propounds that individuals’ knowledge about reality is bounded by experiences which are 

mediated and influenced by their contexts-social, cultural, political and historical 

(McMahon, 1997; Patton, 2002).  Therefore, the study is also set within a social 

constructivist tradition; it focuses on the positive impact of relationships and interactions 

in knowledge building (Denscombe, 2010; McMahon, 1997; Savin-Baden and Major, 

2013) and reflecting the fact that knowledge is continually created and re-defined by 
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social actors from their engagement in the world (Cresswell, 2007). As stated by Cresswell 

(2005), “these subjective meanings are not simply imprinted on individuals but are 

formed through interaction with others (hence social-constructivism) and through 

historical and cultural norms that operate in individuals' lives” (p.8).  The research 

process cannot be separated from the experiences and histories of the participants who 

have developed “multiple realities” (Lincoln and Guba, 1985) which have personal 

significance and reflect their multifaceted identities.  It also needs to take into 

consideration the subjectivities of the researcher whose mind is not neutral but is value-

laden. My own identity and cultural experiences have played a significant part either 

consciously or unconsciously in shaping this research project (Cresswell, 2005; 

Denscombe, 2010).  These influences are pertinent to the selection of the research topic 

which has stemmed from several “telling moments” (Kramsch, 2002) in my personal and 

professional life. Although I have not had to face systemic disadvantage, being a French 

national and non-native speaker of English in England where I have spent most of my 

adult life has nevertheless set me apart as a “foreigner” not only by self-ascription but 

also other-ascription (Byram, 2008).  It has also affected my connection with my country 

of origin.  As a foreign language learner and teacher, my interest in intercultural issues, 

including other languages and cultures is and will always be a significant part of my life; it 

has also represented a guiding force for my own personal and professional development. 

Thus, conducting this research project in Intercultural Understanding stems to a large 

degree from my own biography and identity as well as a desire to draw attention to 

ideological and political issues which are broadly related to diversity and interculturalism.  

In order to shed light on the way in which the intercultural aspect of the primary 

curriculum was tackled, it was important for the study to be open-ended and exploratory 

in its mode of enquiry.  This aims to deal with the lack of research literature on this topic 

as well as limiting the incidence of my own biases. The adoption of an experimental 

design strategy was deemed unsuitable since it would have been problematic isolating 

particular factors or variables from amongst the many complexities and contextual 

specificities which affect teachers’ learning and practice. 

These ontological and epistemological assumptions have also been instrumental in my 

decision to adopt a qualitative case study research approach in order to yield highly 
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contextualised accounts and thick descriptions of teachers’ intercultural teaching with 

primary school learners.  

3.3 Reasons for choosing a Case Study research approach 

A case study approach provides the opportunity for development of more “in-depth” and 

“holistic” understandings (Denscombe, 2010, p.53).  This holistic approach was deemed 

most appropriate to cope with the multifarious demands of the research questions and 

provide an in-depth account of teachers’ experiences (Denscombe, 2010; Yin, 2009).  

Using Yin’s typology, this project has taken a multiple case design and reports on two 

case studies of small groups of teachers belonging to two different primary schools within 

the same locality. The case study research was informed by a preliminary questionnaire in 

order to gather initial contextual information and situate the case studies within the 

broader context.  It aimed to answer mostly “why” and “how” questions; these have 

been embedded within the three main research questions and include: why do teachers 

want to teach IU? How do they currently teach IU? Why is it important to improve the 

teaching of IU? How can teaching of IU be improved? Since the principal aim of case 

study research “is to illuminate the general by looking at the particular” (Denscombe, 

2010, p.53), this research centred on a close examination of the subtleties and intricacies 

of an “instance” (Stake, 1995); the instance being small groups of primary school teachers 

making sense of IU teaching within a real-life classroom context. In adopting a case study 

approach the complexity of “teaching” could be brought to light and unpicked as teachers 

engaged in a shared experience (Gergen and Gergen, 1991) of joint planning and critical 

reflection on the teaching and learning of Intercultural Understanding. Therefore, the 

case studies were bounded in focusing on two small teams of practising teachers who 

engaged in collaborative Lesson Study and researched their own practice (Cajkler et al, 

2014; Dudley; 2013; Fernandez, 2002).  

A case study approach was chosen because the subject of the study deserved an in-depth 

examination and treatment (Savin-Baden and Major, 2013); it was also selected for its 

flexibility in reporting changes and seeking emic issues (Stake, 1995). Although case study 

research is interested in a naturally occurring phenomenon (Yin, 2009), this study could 

be described as a small-scale intervention study since both the foci IU and LS were 
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introduced to teachers so that the aims of the research project could be fulfilled; 

however, it did not aim to transform teachers’ practice per se. Because the findings are 

highly situated, this study does not seek to make claims about their generalisability.  In 

this sense, this study demonstrates more a concern for meaning-making in providing 

thick descriptions of those living the case (Stake, 1995, p.8). On the other hand, because 

case studies are “strong in reality” and down to earth (Cohen et al, 2011), naturalistic 

generalisations (Stake, 1995) may be made personally by the readers especially if they 

can relate the final report to their own experience vicariously and are able to “recognise 

similarities with and ways forward for their own work” (Conteh, 2018, p.10); or if they 

can transfer the research design in a new environment (Stake,1995; Stenhouse, 1985). 

However, although this research is overwhelmingly in line with a qualitative case study 

approach, it shares features with action research in viewing the practitioner as central 

and classrooms as ideal settings for teachers to conduct research of their own practice 

(Stenhouse, 1975). Indeed, Lesson Study has been described by Dudley (2014) “a highly 

specified form of classroom action research focusing on the development of teacher 

practice knowledge” (p.1).  As well as action research, it also overlapped with a 

collaborative research approach (Denscombe, 2010) since teachers worked 

collaboratively with the researcher and were positioned as co-researchers and co-

constructors of knowledge. These are research methodological approaches which can be 

both ethical and empowering for the participants (Norton, 2000).   

This section has provided a description of the research approach which is qualitative and 

in line with case study research in order to build a holistic picture of the studied context 

and the participants. Every research design is unique as they reflect the subjectivities of 

the researchers. However, since the success of my research depended entirely on the 

goodwill and full collaboration of the participants, I also had to reflect carefully on my 

role as a teacher-researcher. This point is expanded in the next section which explains 

how I attended to ethical issues and developed productive relationships with the 

participants.  
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3.4 Ethical Considerations in Research 

The need to act ethically and respectfully towards the participants (Stutchbury and Fox, 

2009, p.489) was taken into consideration throughout the research process from its 

inception throughout its implementation and the writing up of the report.  Ethical 

guidelines were adhered to and revisited at key moments in order to demonstrate 

respect for the dignity and privacy of the subjects of the research (Pring, 2000). This 

ensured that no harm could incur to participants as a result of what they may have 

revealed about themselves over the course of the research. The research design and the 

field work were carried out in accordance with the guidelines for ethics provided by the 

University of Leicester and the British Educational Research Association - BERA (2011).   

The proposal was submitted to the university Ethics Review Board (ERB) who issued a 

certificate (Appendix 7.13, p.215). Prior to the LS research taking place in each case study 

school, meetings were organised with the head teachers, in order to provide full details 

about the research project and gain their approval. As gatekeeper of their staff and 

pupils, they could make the decisions as to whether the research would be valuable for 

their teachers and learners and would fit within the broader CPD provision of their 

schools.  These were followed by induction meetings with the teachers who formed part 

of the LS teams, and consent forms were signed (5 teachers and 1 student teacher) as 

proof of their voluntary participation in the research (Appendix 7.14, p.216). It was also 

made clear that they could withdraw at any stage. Prior to the LS research taking place in 

each class, letters which had been checked by the head teachers were sent by the class 

teachers to parents/guardians in order to inform families that their children were going 

to be part of a research project (Appendix 7.15, p.218); the parents/guardians’ consent 

was implied from their non-return of a signed letter.   

However, attending to procedural ethics is not always sufficient to safeguard the 

participants as a project also has to abide to ethical principles and practices in relation to 

its purposes, contents, methods, reporting and outcomes (Cohen et al, 2011, p.76).  

Protecting the participants from harm was a top priority as I did not want their 

involvement in my study to reflect in a negative way on their schools, or on them as 

individuals and professionals.  Thus, the first stage consisted in removing all key 

identifiers from the written data sets i.e. transcripts, lesson plans, observation forms; the 
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names of teachers and schools, their geographical location and online school information 

such as the mission statements were not reproduced in full in the final report to reduce 

their traceability.  Pseudonyms were used for teachers and learners. Since the audio files 

and video footage were not anonymised, teachers were assured that these would not be 

shown to a large public and would only be accessed by the researcher and university 

supervisors. However, the fact that teachers had shared distinctive autobiographical 

information about their lives which could make them recognisable posed a dilemma at 

the reporting stage in terms of preserving the richness of the data while also protecting 

their identity and self-worth. In order to address this issue, teachers were provided with 

as much information as possible about the research both verbally and in writing; they 

stated that they fully understood and were comfortable that their contributions would be 

shared in the final report. As well as paying close attention to procedural ethics, I also had 

to build trustful relationships with the participants in order to maximise the quality of the 

research design.   

 

3.5 My positioning as a teacher-researcher: Issues and dilemmas 

As I embarked on the research project, I was particularly cognisant of the need to 

establish productive and trustful relationships with the participants (Connelly and 

Clandinin, 1990) so that I could gain their commitment over time which is essential to the 

production of high-quality data (Lincoln and Guba, 1985). In light of the fact that the 

researcher plays a constitutive role in determining the progress of a research project, I 

also had to reflect on my own subjective experience and knowledge as well as that of the 

practitioners who would contribute to the research (Norton, 2000). In this regard, I 

reflected on the fact that my position was both emic as an insider and etic as an outsider. 

Although I was a non-participant researcher, I considered myself to be an insider as a 

practising primary school teacher in the same locality of schools at the time of the study.  

Being familiar with the culture under study as a core member of the primary teaching 

community (Lave and Wenger, 1991) was an initial advantage in terms of gaining access 

to the schools and connecting with primary practitioners whom I viewed as colleagues to 

a large extent; I had knowledge of different primary school environments and shared an 

understanding with those who were to take part in my study of what it was like to teach 
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in the state primary school sector in England. I was particularly sensitive to the practical 

pressures teachers were under and how these would be added to as they took part in my 

research project. My involvement in Lesson Study in my own professional context had 

made me more empathetic to the extra demands that my research would place on 

teachers’ already very busy schedules. However, other factors could position me as an 

outsider including the fact that I was French as well as being affiliated with a university in 

order to carry out PhD research.  This did not seem to pose a problem in gaining access to 

the research sites and establishing a relationship with the LS teachers; in this regard, we 

had a lot in common as female teachers who were from a white Western cultural 

background, and who had followed a similar path in higher education. Moreover, in 

teachers agreeing to take part in a research study in Intercultural Understanding, there 

could also be an assumption that we shared a similar (perhaps idealistic) vision of primary 

education as well as an interest in other languages and cultures.  

However, one of the tensions related to balancing my intrusiveness during the field work, 

whilst fostering teachers’ sense of freedom and autonomy.  I reflected on Stenhouse’s 

statement that the study of classrooms, which is essential for the advancement of 

education, does not only rest on the work of teachers who are being researched but also 

on those who study their own work themselves (1975). In using Lesson Study for my own 

professional development, I could appreciate its potential in terms of allowing teachers 

to engage in an unmediated exploration of their own practice.  As well as reflecting the 

social- constructivist stance of my research which should position participants as co-

constructors of knowledge, I wanted participation in my research to be empowering to 

teachers. Therefore, the research was not meant to be only on and for them but also with 

them as clearly articulated in the following quote: 

One of the things we take that additional ‘with’ to imply is the use of interactive 

or dialogic research methods, as opposed to the distancing or objectifying 

strategies positivists are constrained to use. It is the centrality of interaction ‘with’ 

the researched that enables research to be empowering in our sense; though we 

understand this is as a necessary rather than sufficient condition (Cameron et 

al.,1992, p.22). 
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In this regard, the incorporation of Lesson Study in the research design was very useful in 

positioning teachers as co-constructors of their professional development whilst creating 

a collegial and egalitarian relationship with the researcher.  The teaching and learning 

issue could emerge from teachers rather than from my desire to impose my own agenda 

(Dörnyei, 2007) as they were free to choose and investigate a topic which was relevant to 

their professional context and the specific needs of their pupils. Moreover, as a full 

academic year had been set aside for the field work to be completed (see timeline 3.2, 

p.83), the participants had time to fit the research round their own work schedules. The 

combination of these factors helped teachers take ownership and control of the process 

(Cerbin and Kopp, 2006). However, one of my main concerns related to the use of audio 

and video equipment since I was not to attend the Lesson Study planning meetings and 

taught lessons in person. Since recording teachers’ discussions and lessons is not 

common practice in English schools, this had the potential to make the teachers feel 

uncomfortable and could lead to the “observer’s paradox” (Labov, 1972) whereby those 

who are researched behave differently from normal in feeling as if they are “under the 

microscope “(Denscombe, 2010).  However, the fact that Lesson Study does not focus on 

the individual teachers and was combined with IU which is not officially inspected by 

Ofsted may have reduced the threat of being “observed” or evaluated.  In this regard, 

teachers seemed to be comfortable talking freely and honestly (Cohen et al, 2011) and 

they cooperated very well throughout the project. Further details about how I addressed 

this issue, which entailed making adjustments to the research design and continually 

reviewing my positionality as a teacher- researcher, are provided in section 3.7.  This 

describes the recruitment of the participants and implementation of the project in each 

of the case study schools.  

In line with the epistemological stance of the study which aimed to provide thick 

descriptions and increase understanding of a specific curriculum issue, vast amounts of 

qualitative data needed to be gathered.  The data collection tools and the pilot studies 

which are integrated within the discussion of the different research tools are explained in 

the next section.  
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3.6 Description of the research methods 

3.6.1 Data collection overview 

Interpretative research in general but case study research in particular recommends that 

large amounts of evidence should be collected in order to capture the different 

perspectives of the participants and understand the complexity of a specific phenomenon 

(Denscombe, 2010; Stake 1995). The primary intent was to collect open-ended and highly 

situated data in order to develop themes as part of the analysis (Cresswell, 2005).  To 

gather comprehensive information about each case of interest, the fieldwork combined 

diverse methods of data collection which were embedded in the research design as is 

shown in the flowchart below: 

 

 

Figure 3.1: Main stages of the research project 

 

A combination of three main research methods was used, with the aim of yielding high 

quality data about teachers’ and pupils’ knowledge and understanding of diversity and 

intercultural issues. The open-ended questionnaire informed the design of the interview 

schedules and supported the selection of the case study schools. The different purposes 

which the data collection tools were to fulfil in relation to the goals of the research are 

outlined in Table 3.1 (p.73). 

 

1: Preliminary stage 

Open-ended, 

exploratory 

questionnaires, for 

primary 

practitioners and 

head teachers in 

the local area of 

schools  

2: Pre-LS stage 

Selection of case 

study schools and 

formation of LS 

teams 

Pre-LS Semi-

structured interviews 

with individual 

teachers 

3: LS case 

studies 

Lesson Study 

group in two 

different 

primary schools 

Data collected 

at each stage of 

the LS cycle  

4: Post-LS stage 

Post-LS semi-

structured 

interviews with 

individual 

teachers 
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Data collection tools Purpose 

Open-ended questionnaires 
 
 
 
 

• To gain an overview of the operationalisation 
and status of IU teaching in primary schools 
within the context of the study. 

• To obtain preliminary insights into primary 
school practitioners’ and head teachers’ 
conceptual understanding of IU, orientations 
towards IU teaching and insights into classroom 
practice. 

Pre-LS semi-structured 
interviews 

• To gain a more in-depth understanding of 
teachers’ experiences, perceptions and 
knowledge with regard to the concept of IU and 
IU teaching e.g. influences on their own 
Intercultural Understanding and 
predispositions. 

Lesson Study • To conduct an in-depth inquiry into teachers’ 
collaborative planning and teaching of an 
intercultural lesson. 

• To highlight the complexities of planning an IU 
lesson. 

• To shed light on features of LS which supported 
the development of teachers’ professional 
knowledge. 

Post-LS semi-structured 
interviews 

• To gather teachers’ reflections on their 
experience of LS and IU teaching in order to 
further evaluate the effectiveness of LS in 
supporting teacher learning. 

• To highlight changes in teacher thinking during 
the study. 

Table 3.1: Overview of research methods 

 

A more thorough description of the design of the research tools, which includes the pilot 

studies, and the underlying rationale for their selection, is provided in the next three 

sections. 

 

3.6.2 Exploratory questionnaires 

An open-ended questionnaire was designed in order to help find out whether and how IU 

was addressed in the local primary schools as well as to situate the case studies within 

the broader context. In this regard, I did not want my own assumptions about IU 

teaching, which were limited to the school where I worked as a part-time teacher, to 
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influence my interpretations and the outcomes of the research. In line with the 

exploratory stance of the research, the questionnaire comprised open-ended questions in 

order to enable primary practitioners (teachers, teaching assistants and head teachers) to 

explain in their own words their understanding and experience of IU teaching. The 

questionnaire included an introductory paragraph which assured anonymity to the 

respondents and encouraged them to report their thoughts in an honest manner. The 

first draft (Appendix 7.7, p.207) which comprised nine open questions was given to two 

teachers and emailed to five teachers who worked in 2 different schools.  After negative 

feedback from two teachers which included comments such as “It was taxing, I had to 

wrack my brains, I found some of the questions hard to answer”, and no return from the 

questionnaires which had been sent online, it was shortened and simplified (Appendix 

7.8, p.209). The final version of the teachers’ questionnaire was used as a model to 

design the head teachers’ questionnaire which was piloted by a couple of senior 

members of staff - one head teacher and a senior lecturer in education (Appendix 7.9, 

covering letter, p.210, and Appendix 7.10, p.211, questionnaire).  Once both 

questionnaires were ready, I visited 11 local schools.  The sample was opportunistic and 

convenient because schools were close and, in some cases, had members of staff who 

were known to me which eased access.  Copies of the questionnaires for both teachers 

and head teachers as well as SAEs (Self-Addressed Envelopes) were left in order to 

maximise the chances that they would be returned. Out of the 11 schools which I 

contacted in person, one school declined the offer to participate and two schools did not 

return any questionnaires for unknown reasons.  The questionnaires elicited a large 

variety of responses which constituted useful preliminary insights into IU teaching as is 

shown in the findings chapter.  However, the information was general and did not 

provide specific data about the teaching of intercultural lessons and their impact on 

pupils’ learning. Therefore, in order to expand the findings generated by the 

questionnaires and probe more deeply into the research topic in relation to the three 

research questions, two further research strategies, semi-structured interviews and 

Lesson Study, were embedded in the research design. 
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3.6.3 Interviews 

Semi-structured interviews are well suited to the exploration of perceptions and opinions 

regarding complex and sensitive issues and to gain an understanding of “the world from 

the subject’s points of view” (Kvale and Brinkmann, 2009, p.1). The varied professional, 

educational and personal histories of the respondents precluded the use of a 

standardised interview schedule and instead, required a flexible method which enabled 

probing for more information and clarification of answers as the interviews unfolded. The 

questions were open-ended in order to allow informants to express their thoughts more 

freely according to their own frame of reference.  The schedules were initially guided by 

the research focus before being developed further through the analysis of three pilot 

interviews.  The first pilot trial took place with a member of my family, who is a qualified 

primary school teacher; this led to an initial reduction in the number of questions and 

changes in the wording.  The second version was piloted with two colleagues which 

resulted in the addition of questions about Lesson Study in order to match more closely 

the aims of the research.  

In the main study, the interviews were conducted with the 5 teachers who composed the 

LS teams in each of the case study schools; there were three teachers in one team and 

two in the other.  The interviews were audio-recorded for later transcription and analysis.  

The interview schedules which were used at the start and the end of the LS cycle 

provided common outlines in order to guide the interviews and ensure that the 

respondents remained on track with regard to the topic focus.  The pre-LS interview was 

particularly useful to break the ice and establish rapport especially in the second case 

study school (see Appendix 7.11, p.212).  The questions aimed to put the teachers at ease 

as they could talk about an environment which they were familiar with.   Some of the 

questions were descriptive and sought to generate contextual information about the 

school and how intercultural understanding was fostered. Examples include: 

Can you describe your school? 

How do you tackle Intercultural Understanding in your teaching? 
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The pre-LS schedule also included questions which aimed to elicit narrative information 

about teachers’ own intercultural experiences which had impacted on their conceptual 

understanding of IU and views on IU teaching: 

How do you think your Intercultural Understanding has been shaped? 

These questions encouraged teachers to share intercultural stories and information 

about their background and professional and personal experiences of diversity.  Finding 

out this information was important not only to establish positive relationships but also to 

understand how teachers’ beliefs and identities had impacted on their intercultural 

orientations and teaching practice within their classrooms and the school.  

How would you describe your level of competence to teach IU? 

In what way would you like your teaching to impact on your pupils? 

The post-LS interview schedule (Appendix 7.12, p.214) inquired more specifically about 

the impact of the research and participation in LS on individual teachers’ perceptions and 

professional learning.  It included core questions, but also more personalised points of 

discussion guided by observations which I had been able to gather from viewing the video 

footage of the meetings and the taught lessons. In particular, I was interested in any 

changes in their views and practices of IU teaching which may have taken place as a 

result of participating in a Lesson Study research project.  

 Examples of questions in the post-LS interviews:  

Would you mind sharing some thoughts about the Lesson Study process you have just 

been through? 

What have you learnt about the teaching of Intercultural Understanding to young 

learners? 

However, I was aware that reflexivity in interviewing can constitute a major weakness 

(Yin, 2009) in leading participants to say what the researcher wants to hear. Hence, 

although the questions were set in the interview schedules, they were not used rigidly - 

especially in the post-LS interviews as conversation points were initiated by the 

participants as they shared their own thoughts about the experience of engaging in LS in 

relation to IU.  I also listened carefully to their responses in order to follow up points of 

interest.  I was conscious of letting the teachers do most of the talking since their 

perspectives were more important than mine as they related to a lived experience which 

I had not had myself.  Therefore, whilst the interviews were largely kept on track in 
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relation to the topic focus, teachers were also free to express opinions and ideas which 

offered richer insights into their experiences and thinking.  Indeed, interview questions 

were interpreted differently by individual teachers and their narratives developed in 

different directions according to what was important and of interest to them as 

individuals. In the interviews, they were keen to answer the questions and did not 

hesitate to ask for clarification and advice when they felt unsure. Interviews have also 

been referred as a construction site for knowledge which leads to an inter-change of 

views between two people who converse about a theme of mutual interest (Kvale, 1996, 

p.14).  In places, the interviews were clearly reciprocal as we shared ideas e.g. when Kayla 

described a teaching resource: the “Global Village” unit of work; with Elisa, we shared our 

feelings about being from a different cultural background e.g. embarrassment, shame, 

pride, enrichment  

As well as questionnaires and interviews, Lesson Study was used as a third research 

approach for reasons which are explained in the next section.  

3.6.4 LS as a research approach 

Lesson Study constitutes a powerful tool which can build the professional capacity of 

teachers as has been explicated in section 2.4 of the literature review chapter.  LS has 

also been used effectively as a vehicle to elicit teachers’ conceptions and practices 

(Cajkler et al, 2014; Fernandez, Cannon and Chokshi, 2003) in research at different levels 

of education; in Initial Teacher Education (ITE) programmes; in primary and secondary 

phases of education; in relation to different educational issues e.g. assessment for 

learning; pupils with Moderate Learning Difficulties - MLD (Norwich and Ylonen, 2013). 

Hence, LS can be adapted to a wide range of contexts and teaching content (EEF, 2017) 

and can be combined with different research methods - case study, experimental 

involving randomised controlled trials (Lewis and Perry, 2017). As well as being a flexible 

research approach, one of the main strengths of LS lies in the fact that a wide range of 

naturally occurring data collection opportunities are inherent in the process (Dudley, 

2011). As is shown in Table 3.2 (pp. 86-87) the primary and secondary data sets which 

were generated within LS by the two teams were extensive; these comprised recorded 

data of teachers’ planning and evaluation meetings as well as a range of artefacts about 
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the lesson e.g. lesson plan; resources; case study pupils’ interviews and samples of work; 

teachers’ observation notes. Each stage of the LS process yielded data sets which can 

illuminate the decisions teachers made and the effects that their actions had on pupil 

learning (Cheung and Wong, 2014).  

This section has offered a description and justification for the research instruments which 

were to be used in complementary ways towards the same research goals (Stake, 1995).  

The pilot field studies were not only useful to increase the efficacy of the research 

instruments but also to develop my confidence and communication skills.  The research 

tools enabled the gathering of large amounts of rich data which helped me understand 

what the participants brought to the context and the research in terms of their personal, 

cultural and social histories. Lesson Study can be likened to an ethnographic data 

collection tool in affording an unmediated view of the participants’ researching their 

practice and of pupils’ engagement with the learning.  Although each research method on 

its own can present caveats, the use of different methods in concert compensates for 

their individual limitations (Shenton, 2004).  In the next section, I describe the different 

stages of the project implementation. I explain how the questionnaires were 

administered before describing the recruitment of the case study schools and 

participants. The next stage demonstrates further how I acted as an empathetic teacher 

researcher who adhered to the Rogerian principle of unconditional positive regard 

(Brown and McIntyre, 1993). 

3.7 Selection of the case study schools and implementation of the 
       research   project 

This section provides details of the stages of the implementation of the research which 

took place over a period of 20 months; it started in October 2012 and finished in June 

2014 as is shown in Figure 3.2 (p.83). 

 

3.7.1 Initial steps into the project implementation 

In the initial phase of the research project, the questionnaire was administered in 8 

schools within the local context in order to contextualise and inform the Lesson Study 

field work which took place in 2 primary schools. 42 completed questionnaires in total 
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were returned from head teachers and primary practitioners, including teachers and 

teaching assistants. Preliminary readings of the questionnaire data which were received 

from November 2012 to June 2013, provided initial analytic insights and were very 

encouraging since practitioners and head teachers expressed a strong interest in the 

development of Intercultural Understanding in young learners as is reported in section 

4.1 of the findings chapter. For the second stage of the research which involved Lesson 

Study, I contacted two primary school head teachers whom I knew personally and 

professionally.  Although they were interested in LS and had used it in their school, they 

declined the offer perhaps due to concerns about adding to their teachers’ workload in 

relation to an area of the curriculum which is not statutory. I had set aside a full year to 

carry out the fieldwork, from September 2013 until July 2014.  This was facilitated by the 

fact that I was studying part-time and therefore, did not have to abide to the same time 

pressures as full-time PhD students. The next phase of the research which relates to the 

two case studies is described in the next sections. 

 

3.7.2 Project implementation in the first case study school - School A 

For the first case study school, I used my own professional context, where I worked as a 

part-time job-share Key-Stage 1 (KS1) teacher at the time of the study. From a practical 

point of view, it offered flexible access to the participants and the logistical aspects of the 

project could be dealt with more easily. It also helped me build my confidence prior to 

conducting my fieldwork in a less familiar school setting.  Questionnaires had already 

been completed by 10 colleagues (8 teachers and 2 teaching assistants) a few months 

prior to the start of the LS research. The responses indicated that the school was keen to 

address diversity issues. I organised a meeting with the head teacher in order to inform 

her of the project and ask her permission which she granted; she was fully aware of the 

implications this would have on the staff since LS had been used as CPD over the summer 

term and agreed to support the implementation of the research by giving the LS team 

time in lieu. Further support was awarded by the head teacher who replaced her before 

completion of the project.  

In order to set up the LS team, I approached two upper Key Stage 2 teachers who worked 

in the year 5 and 6 classes, and one Key Stage 1 teacher who worked in a year 1 and 2 
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class. This follows Dudley’s advice that 3 teachers in a team works best (2011). I had 

already established a very close professional relationship with these colleagues who had 

supported me on numerous occasions through different school initiatives - international 

events, French school exchange; they were also aware that I had engaged in further 

studies at MA level. In this sense, my identity as a teacher and researcher was to a large 

extent already granted as they viewed me as a professional who constantly sought to 

invest in teaching (Norton and Toohey, 2011) and in their own learning in order to 

improve the educational provision of pupils. However, one of the issues relates to 

conducting insider research which according to Brannick and Coghlan (2007) is typically 

seen as problematic due to the researcher’s personal stake and substantive emotional 

investment. This point is addressed in section 3.8.3 of this chapter which explains the 

measures which were taken in order to increase the trustworthiness of my study.  

Once my colleagues had agreed to support the research informally, I organised a Lesson 

Study briefing meeting at a mutually convenient time to explain the purpose of the 

project and the fact that they would have to record all the meetings and lessons.  

Because they had already used Dudley’s LS framework in mathematics, I only gave a short 

reminder of LS and its protocols. I provided them with several documents:  a step by step 

guide to implementing the research (Appendix 7.16, p.219); copies of their own 

questionnaires; the pre-LS interview schedule and a copy of Dudley’s handbook for 

Lesson Study; resources to help with the planning of an intercultural lesson including a 

lesson planning template which had been adjusted for the purpose of the study 

(Appendix 7.17, p.221). In the induction meeting I also asked if they could copy me in 

their email communication while they carried out the LS research since I was not to 

attend the planning/evaluation meetings nor the taught lessons.  The LS research was 

carried out over a four-week period which started on 6th of November and ended on the 

6th of December 2013 and the LS team presented the results in a staff meeting in January 

2014. At the end of the year I also interviewed the new head teacher and gathered his 

thoughts on IU and Lesson Study.  

Although the research design had been successfully implemented in the first case study 

school, the approach to selecting and conducting the research in a less familiar context 

required several adjustments. This constitutes the focus of the next section.     
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3.7.3 Project implementation in the second case study school - School B 

Once the LS study had almost been completed in School A, I decided to contact a local 

primary school which had stood out for the number of questionnaires it returned and the 

depth of the written responses, particularly from the head teacher who had strong views 

on diversity issues and inclusive pedagogical practice.  My approach to recruiting and 

gaining access to the second case study school had to be considered carefully since it was 

a new and unfamiliar setting, and two previous schools had declined to participate. This 

led me to reflect on my position as an outsider and external researcher rather than a 

teacher and colleague as had been the case in the first case study school. In the first 

instance I had to win the trust of the head teacher and in the next stage, of the teachers 

who would form the LS team.   

The head teacher agreed to a preliminary meeting to discuss the research project which 

she agreed to support since it coincided with a time when she was thinking of using LS as 

CPD with her staff. We also discussed wider educational issues in relation to the 

professional training of teachers as well as the changes in the English primary curriculum. 

The head teacher volunteered two of her teachers who worked in parallel year 4 classes 

based on the premise that the topic would be of interest to them as well as affording 

them a good professional development opportunity in Lesson Study (Personal 

Communication, November 2013).   

Before contacting the two teachers via email to set up a meeting, I was particularly 

sensitive to the fact that there was potentially more of an issue of power differentials 

between the researcher and the “researched” since they were early career teachers who 

may have felt nervous at being involved in a research project.  In order to build a trustful 

and constructive relationship with the two teachers, I organised an informal, face to face 

meeting to explain the research project and to establish rapport. As I introduced myself, I 

emphasised the fact that I was first and foremost a practising teacher in one of the local 

schools who did not hold a senior leadership post; this could possibly have conjured up 

the image of a more authoritarian figure.  The conversation evolved naturally towards 

discussing different aspects of our personal and professional lives and backgrounds e.g. 

cultural origins, origins of our first names; current role; teaching experience.  I explained 

the different stages of the research and what it would entail particularly with regard to 
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using recording equipment. Both teachers were keen to find out about Lesson Study and 

they agreed to use the audio and video recording equipment. The two teachers were 

clear about the goals and procedures of the research and trusting that I would provide 

them with all the support they needed.  Since the teachers were new to LS and had 

received little training, I introduced the principles and practical procedures in the 

induction meeting by referring to Dudley’s handbook (Dudley, 2011).  In particular, I 

emphasised the fact that it was a collaborative form of CPD and that all members of the 

team were equal as learners.  I also provided resources and documentation about 

intercultural education. By the end of the meeting we had established a good connection. 

Throughout the research process, I also maintained regular email contact with one of the 

two teachers, Zoë, in order to provide reassurance, to address queries, as well as to sort 

out practical issues e.g. arranging the collection and dropping off of the recording 

equipment. As I viewed the video footage of the first lesson planning sessions, I provided 

further input about Lesson Study after noticing that the two teachers had started to plan 

3 lessons instead of focusing on one in more depth.  I sent them a document outlining 

more clearly the steps within Dudley’s framework (Appendix 7.18 “Quick guide to LS”, 

p.222) and also suggested that they could teach the same lesson to the parallel year 4 

class, rather than designing and teaching a totally different lesson; this could possibly 

ease the pressure on time and resources.  The project was launched in January 2014 and 

was completed in June 2014 as is shown in Figure 3.4 (p.84).  
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Figure 3.2: Research project implementation timeline 

 

  

 

 

 

 

 

 

 

 

 

Figure 3.3: School A timeline

October 2012 
First meeting 
with head 
teacher

Nov. 2012: 
Questionnaires

Karen and Elisa

Oct. 2013: 
Questionnaire: 

Sally

June 2013: 
Second 
meeting with 
head teacher

6th Nov. 2013: 
Induction 
meeting LS 
team

14th Nov, 2013: 
Pre-LS 
interviews:

14th Nov, 2013: 
1st LS Planning 
Meeting

21 Nov 2013: 

2nd LS Planning 
Meeting 

28th Nov, 2013:

1st taught 
lesson 

28th Nov, 2013: 
Post-Lesson 
Evaluation 
meeting+Planning

5th Dec 2013: 

2nd taught 
lesson 

5th Dec, 2013: 
Post-lesson 
discussion and 
Final evaluation

6th Dec, 2013: 
Post-LS 
interviews

Jan 2014

staff meeting

June 2014

Interview head 
teacher

Pilot teachers' 
questionnaires:

Oct. 2012

Pilot head 
teachers' 

questionnaires:

Nov. 2012

Main Study 
Questionnaires:

Nov 2012-April 
2013

Pilot Lesson 
Study: June-

July 2013

Pilot teachers’ 
interviews: 

June and Sept 
2013

Case Study 
school A: Nov-

Dec 2013

Case Study 
School B: Jan.-

June 2014
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Figure 3.4: School B timeline

March 2013: 
Questionnaires 
Main Study

Nov. 2013: 
Meeting with 
head teacher

16th Jan. 2014: 
Induction meeting 
with LS team: 75’

Jan. 2014: 
Questionnaires: 
Zoë and Kayla

23rd Jan. 2014: 
Pre-LS interviews: 
Zoë and Kayla

30th Jan. 2014: 1st 
LS Planning 
meeting

20th March 2014: 
1st Lesson: 2nd 
Planning meeting

27th March 2014 
1st Lesson: 3rd 
Planning meeting

31st March 2014: 
1st taught lesson

31st March 2014: 
Post-Lesson 
evaluation 
meeting

28th April 2014:   
2nd taught lesson

19th June 2014: 
Post-LS 

interviews: Zoë 
and Kayla
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In this section I have described the recruitment and implementation of the project in the 

two case study schools.  The case studies did not take place simultaneously, which eased 

the management of logistical issues i.e. availability of the audio recording equipment and 

the organisation of the data. It also helped me to grow in confidence in my role as a 

teacher-researcher. Deliberate measures in the research design were taken in order to 

minimise pressures on teachers without jeopardising the quality of the data. The whole 

research unfolded smoothly and the close monitoring of every stage of the research 

project combined with the professional attitudes of teachers resulted in full sets of 

primary and secondary data from each school.  These are displayed in Table 3.2 within 

the next section which also provides details of the analysis procedures.  

3.8 Processes and Procedures of Data Analysis  

3.8.1 Overview of the data sets 

By completion of the research project, primary and secondary data sets had been 

generated from multiple sources (Cohen et al, 2011). An overview is provided in Table 3.2 

which displays the connections between the data sources, data sets and the 3 research 

questions, RQ1, RQ2 and RQ3. 
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Data sources Primary Data sets Secondary data sets 
Research 
Questions 

 Case Studies  

School A School B School A School B 

Questionnaires 36 primary practitioners’ questionnaires 
8 head teachers’ questionnaires 
 

 RQ1 

Pre-LS data 
 

interview audio 
recordings: 
Elisa: 20’16s 
Karen: 20’37s 
Sally: 22’26s 

interview audio recordings 
 Kayla: 35’23s 
 Zoë: 29’58s 

Induction meeting with 
head teacher: ~55’ 

Induction meeting 
with head teacher: 
~65’ 

RQ1 

LS data 
 

1st Lesson planning 
meetings 
2 audio and video files  
each lasting: 
45’35s 
44’ 

1st Lesson planning 
meetings 
3 audio and video files 
each lasting:  
36’10s 
36’31s 
7’33s 
 

  

RQ2   1st taught lesson 
Video footage lasting ~40’ 

1st taught lesson 
Video footage lasting 
~40’ 

Post-lesson Case study 
pupil data 
1 audio file of interview  
7’33s 
2 observation sheets 

Case study pupil data 
1 audio file of 
interview 4’06s 
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Table 3.2: Summary of data sets, sources and timing 

Post-lesson evaluation 
meeting + 2nd lesson 
planning 
1 Video recording lasting 
60’  

Post-lesson evaluation 
meeting + 2nd lesson 
planning 
1 Video and audio 
recording lasting  
20'27s 

  

RQ2 
RQ3 

Data sources Primary Data sets Secondary data sets 
Research 
Questions 

 Case Studies  

School A School B School A School B 

LS data 

   2nd taught lesson 
Video footage lasting 40’ 

2nd taught lesson 
video footage lasting 
45’ 

RQ2 
RQ3 

Case study pupil data  
2 audio files of 
interviews:  
 5’39 and 2’25 
2 observation sheets 

Case study pupil data 
1 audio file of interview 
3’14s 

Final evaluation 
meeting  
1 audio and video file 
lasting 28’30s  

Final evaluation meeting 
1 audio and video file 
lasting 12’36s 

  RQ2 
RQ3 

Post LS data 
 

3  recorded interviews 
with teachers 
Karen: 33’21s; Sally: 
29’18s; Elisa: 33’30s 

2 recorded interviews with 
teachers 
Kayla: 32’27 s  
Zoë: 34’25s 

1 recorded interview 
with the head teacher 
 

 RQ3 
RQ2 
RQ1 
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In being inter-connected and comprehensive, the data sets aimed to provide enriched 

understandings of IU teaching within the English primary school context as well as 

teachers’ and pupils’ experience and conceptualisations of IU. In the first instance, the 

questionnaires provided useful background information about how IU was taught in 

primary schools located within the local community. This was followed by the LS study in 

the two case study schools which generated highly contextualised data about teachers 

and pupils’ learning. The next section provides details of the analysis procedures in order 

to answer the three research questions (Cohen et al, 2011; Miles and Huberman, 1984). 

 

3.8.2 Description of the analytic procedures 

The goal of this research project was to obtain a clearer view of the phenomenon of IU 

teaching to young learners.  This was enabled through the gathering of questionnaire 

data and teachers’ engagement in LS in each case study school. A range of analysis 

procedures was considered for the different data sets which had been generated 

throughout the process. 

3.8.2.1 Preliminary considerations in the data analysis 

The processes of interpretation and analysis began early in the collection and 

organisation of the data. Bearing in mind the interpretivist and qualitative nature of this 

study, it did not aim to test a hypothesis which had been set by the researcher; instead, it 

sought to increase the understanding of a phenomenon from the point of view of the 

participants.  Although the analysis did not seek to generate a new theory or theoretical 

concepts about intercultural competence and Lesson Study, suggestions drawn from a 

“Grounded Theory” (Corbin and Strauss, 2008) analytic approach were useful in order to 

guide the initial inductive analysis of the raw data. This stage corresponded with a 

thematic approach which entailed iterative and continuous processes of exploration of 

the data; this led to the emergence of broad themes which were guided deductively by 

the theoretical propositions of the study.  

The analysis also involved quantitative elements which were incorporated in the thesis. 

This included calculations of the main themes which emerged from the analysis of the 

open-ended questionnaire as well as elements yielded from the discourse analysis of the 

planning meetings e.g. number of turns and words uttered by the participants; frequency 



 
 

89 

of lexical items.  As Becker and Hammersley have argued, in qualitative research, 

numbers are used in order to bring precision with regard to the frequency of particular 

phenomena (Hammersley, 1992).  This type of practice has been coined “quasi-statistics” 

when conveying simple counts of things to support terms like “some, usually, most” 

(Becker, 1970) but simply aims to make the information clearer.  

More specific details of the analysis procedures which were suited to each kind of data 

sets collected at different stages of the research implementation are provided in the next 

sections. The first part focuses on the analysis of the questionnaire and the second 

provides an explanation of how the interview and LS data were analysed. 

3.8.2.2 Thematic analysis of the questionnaire data 

The questionnaire data included a total of 42 questionnaires which were gathered from 

teachers, teaching assistants (TAs) and head teachers from 8 schools.  One head teacher’s 

questionnaire was excluded from the final analysis because the school was located in a 

multicultural city which did not fit the research context; however, the comments were 

thought-provoking particularly with regard to the provision of professional development 

to help the staff deal with a diverse school population.  The analysis of the questionnaires 

started as soon as they had been collected and consisted in reading the raw data to start 

identifying common threads. Since the questions used in the questionnaires were 

overlapping in meaning, these were reduced from 5 in the original questionnaires to 3 for 

the final analysis.  The responses were organised according to individual questions and 

reviewed multiple times; this led to the identification of themes which were coded. The 

first question, “What does Intercultural Understanding mean to you?” which sought 

individual head teachers’ and teachers’/TAs’ thoughts on the concept of IU included a 

total of 90 statements.  The coding of each comment was guided by concepts pertaining 

to Byram’s (1997) and Deardorff’s models (2006) and resulted into 4 categories-

outcomes, attitudes; knowledge; skills (Appendix 7.20, p.224). For the second question, 

“How is IU currently addressed within your school?”, the responses from the head 

teachers and teachers/TAs were combined and coded to provide an overview of IU 

teaching at individual school level. The 111 statements across all schools were then 

grouped into 5 distinct categories: subject teaching; cross-curricular topics; schemes and 

initiatives; school ethos and whole school events (Appendix 7.21, p.225). The third 
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question “How easy and/or challenging do you find promoting pupils’ Intercultural 

Understanding in your school?” included more individual and in-depth comments from 

head teachers and primary practitioners.  Statements relating to impediments and 

challenges to IU teaching which were most prominent amongst the responses, were 

divided into 7 sub-themes:  Teacher cultural knowledge; Low diversity in area; negative 

home influences; lack of teacher foreign language knowledge; resources; curriculum 

issues; lack of pupils’ knowledge (Appendix 7.22, p.227). To facilitate the reporting of the 

analysis and maintain anonymity, each school was labelled with a letter, from A to K (see 

Appendix 7.19, p.223 for questionnaire return information) and the questionnaires were 

numbered Q1-10 (example: School F Q5). The analysis was entered in Excel and displayed 

visually in bar charts whilst one-off salient comments and reflections made by individual 

practitioners were embedded in the write-up to each question.  

The next section focuses on the analytical procedures which were followed to analyse the 

interviews and the data sets collected through teachers’ engagement in LS. 

3.8.2.3 Thematic analysis of the interview and LS data 

The analysis started with reviewing the audio files of the interviews and video recordings 

teachers’ joint planning sessions as soon as they were made available to me by the LS 

teams.  This enabled me to get a sense of and to familiarise myself with the data. All the 

data sets were then transcribed verbatim following broadly Conversation Analysis (CA) 

guidelines (Psathas, 1995), and subsequent listening of the audio files led to revisions of 

the transcripts. Written comments about non-verbal behaviours (intonation, body 

language etc) which were enabled through the viewing of the video footage were added 

to the transcripts of the LS meetings since they provided further clues about teachers’ 

states of mind at various points of the research process; this coincides with the Big D 

discourse analysis tool (Gee, 2011) which is detailed in the next section. 

 In order to facilitate the data analysis, all the transcripts from the interviews and 

planning and evaluation meetings were divided into idea units (Appendix 7.23, p.230).  I 

carried out multiple sweeps through the data - audio and written - which gradually led to 

the emergence of descriptive labels or themes (Boyatzis, 1998; Denscombe, 2010).  These 

themes were articulated inductively around a range of concepts and ideas which were 

contained in the questions used in the interview schedules.  The theoretical propositions 
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which had informed the study i.e. Intercultural Competence (Byram, 1997; Deardorff, 

2006) and teacher professional learning within LS (Lewis, 2006, 2009) also supported the 

analysis of the raw data. The coded data was then clustered into broad themes which 

were refined, reduced and organised into 6 categories (Corbin and Strauss, 2008). These 

followed roughly the chronological stages of the research design which are displayed in 

the table below: 

 

Information sources Categories Research questions 

Questionnaires  Category 1: Contextual information 
Category 4: Challenges to IU 
teaching 
Category 6: Barriers 

RQ1 

Pre-LS interviews Category 1: Contextual information 
Category 2: Influences on teachers’ 
IU 
Category 6: Barriers 

RQ1 
RQ2 

LS Planning  Category 3: Stages of IU Lesson 
Planning and teaching 
Category 4: Challenges to IU 
teaching 

RQ2 
RQ3 

Evaluation meetings Category 5: Teacher Learning  
Category 4: Challenges to IU 
teaching 

RQ3 
RQ1 

Post-LS interviews Category 4: Challenges to IU 
teaching 
Category 5: Teacher learning 
Category 6: Barriers 

RQ3 
RQ1 

Table 3.3: Data sources and categories 

 

The core themes from all the LS data sets including the interviews are represented in the 

coding matrix shown in Table 3.4 which provides further information about the 

categories as well as an explanation of their meanings. 
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Categories Themes Definition  Purpose 

1 
Contextual 
information 

• Description of 
the school 

• Information 
about Individual 
teachers 
composing the 
LS teams 

• Description of IU 
teaching 

General 
information about 
the place of IU in 
local primary 
schools and by the 
LS teachers about 
themselves and 
their school  

To set the scene and 
contextualise the 
qualitative study 
within its specific 
context 

2 
Influences on 
teachers’ 
intercultural  
understanding and 
dispositions 
towards IU teaching 

• Life experiences  

• Professional 
experiences 

• Contextual 
factors 

 
 

Aspects of 
teachers’ past and 
current lives and 
environment 
which have shaped 
their intercultural 
competence and 
orientations to IU 
teaching 

 To understand how 
teachers’ 
conceptualisations of 
IU and dispositions 
towards IU teaching 
have been shaped 
To explain the reasons 
why they want to 
teach IU to their 
learners 

3 
Preparing to teach 
IU within LS: lesson 
planning 

• Rationale 

• Learning focus 

• Lesson content 

Description of the 
steps teachers 
went through 
within LS to design 
stand-alone IU 
lessons  

To understand what 
guided teachers’ 
decision making 
process to create 
different parts of a 
lesson 

4 
Challenges to 
planning an IU 
lesson 

• IU as a teachable 
object 

• Subject matter 

•  Assessment for 
learning (AfL) 

Challenges that 
teachers 
encountered over 
the planning phase 
of LS 

To shed light on the 
complexity and 
density of planning 
stand-alone 
intercultural lessons 

5 
Teacher 
professional 
learning within LS 

• Processes of LS 

• Outcomes on 
teachers’ 
learning 

 

Features of LS 
which supported 
teachers in 
overcoming some 
of the initial 
challenges and 
specific aspects of 
their professional 
learning which 
were developed 

To highlight the 
impact of 
collaboration and 
other elements of LS 
which help them 
increase their 
understanding of how 
to teach IU 
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Table 3.4: Qualitative data coding matrix 

As is explicated in the next section, Discourse Analysis (DA) was also used as a 

supplementary tool in order to analyse naturally occurring talk between teachers as they 

engaged in joint discussions within LS.  

3.8.2.4 Discourse Analysis (DA) of the LS data 

Since this study was not focused specifically on the role of language in contributing 

towards teacher learning, DA was used as a complementary analytic tool to inform and 

enrich the findings gathered from the thematic analysis. The decision to use DA in my 

research study reflects the increased attention which is awarded to the study of language 

in use within Lesson Study research (Dudley, 2014) based on the premise that it has the 

potential to uncover more subtle and sophisticated meaning within the data (Dudley, 

2013). More specifically it can draw attention to the role of language, which does not 

only scaffold teachers’ decisional processes but also sheds light on their personal and 

professional identities. Using DA as an analytic tool can yield new perspectives on teacher 

learning and on how solidarity is achieved within Lesson Study teams.  

The approach to discourse analysis or DA used in this research consisted in using a set of 

tools on the raw data which were spoken (audio and video files) and written (transcripts); 

it included an interpretation of paralinguistic signs as teachers’ and pupils’ behaviours 

were captured on video and audio files. These insights were revelatory of the different 

dimensions of their learning. The cognitive dimension was apparent in teachers’ 

behaviours e.g. researching, writing notes, and pupils’ engagement and feedback in the 

post-lesson interviews; it was also reflected in their engagement in collaborative 

knowledge building.  The affective side came through in the enthusiasm and/or hesitancy 

of the participants; the social or collegial aspect of learning was captured in the way 

pupils and teachers supported each other and offered mutual encouragement.  

6 
Barriers to teaching 
IU and teacher 
learning 

• Contextual: 
micro and macro  

• Resources 

• Curriculum 
issues 

• Challenges 
within LS   

 

Barriers which 
have been 
highlighted by 
teachers 
throughout the 
study and which 
make IU teaching 
challenging 

To describe factors 
internal and external 
to the study which 
impede teachers’ 
efforts to teach IU 
more systematically 
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Following Gee’s DA analytical framework, several tools of analysis have been applied to 

the raw data (Gee, 2011).  The tools were used flexibly as thinking devices (Gee’s own 

words) and were adapted to fit the purpose of my research; they aimed to complement 

findings gathered from the thematic analysis. More details about each tool are provided 

in the next section. The table below displays a range of general discursive devices as well 

as examples which were extracted from the transcripts of the planning and evaluation 

meetings. 

 

Discursive devices and their functions 
 

Examples from raw data 

Word counts and distribution of turns: 
These may highlight differences in input 
between teachers in discussions and whether 
they indicated uneven power relations  

See Appendix 7.24, p.232 
 

Content or lexical words: 
We, our: collective pronouns showing 
collaboration, inclusiveness, and consideration  
 
 

“I mean that came up in our discussion” 
 “are we happy with the children we spoke 
about being the focus children?” 
 

Modal phrases: indicative of teachers’ 
uncertainty and struggles 
 
Pauses: to give them time for reflection 

Sally: yeah yeah ((more convincingly)) 
(4.0) 
Elisa: so words like/ <I don’t know> friendly 
poor happy 
Sally: so some of this okay I think we need to 
just/ plump with an idea and work out how 
we are going to deliver that idea so I think 
that images are the best thing to do 
(3.0) 
 

Hinge questions: they aimed to challenge their 
colleagues’ thinking 
 
 

“are we all the same or are we all different?” 
“Have we got children in school who never 
really get the opportunity to express their 
culture?” 

Pivotal questions were used in order to focus 
the discussion on specific topic in order to move 
the debate forward 

“Shall we go through our understanding of 
Intercultural understanding?” 
 

Tag questions:  The purpose of a tag question is 
to ask for confirmation from the listener that 

that was where we were struggling wasn’t it 
in the first place what is the end result that 
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the statement is correct or seeks confirmation 
from listeners 
 

we’re hoping to get to at the end of the first 
lesson 
because as humans we all pre-judge don’t 
we? 
 

Use of backchannels: In 
linguistics, backchannels are listener responses 
at a point in time of a conversation where 
another person is the primary speaker. In the 
case of the study, the backchannels indicated 
that the other team members were listening in 
how they reacted to what was being said; they 
were signs of support and encouragement 
which reflected effective collaboration and 
collegiality.  A range of backchannels were used 
by the participants and include locutions such as 
“yes, yeah, right” and sound “hm” 

Sally: Well/ okay/ as far as I can work out it’s 
linked to understanding people groups and 
their activities that are different to our own. 
(2.0) 
Elisa: yeah 
Karen: yes 
Sally: in whatever way that may be 
Karen: yes 
 

Overlapping between team members making 
speech unclear in places during their 
discussions: indication that they have listened 
carefully and closely identify with each other’s 
meaning 

Elisa: well I think that multicultural is/ is the 
facts about/ erm what that person eats from 
that country and what language they speak 
and for me intercultural understanding is 
almost trying to get some empathy 
(xxx) ((Overlap Karen and Sally)) Karen:  
that’s what I just said 
Sally: an appreciation- 

 

Table 3.5: Discursive devices and their functions 

The stanza tool 

The stanza tool (Gee, 2011) was applied to map out the phases of the planning meetings.  

This was a useful way of highlighting the structure of the meetings and topics in teachers’ 

discussions. Analysing the planning meeting data through the stanza tool also highlighted 

the density and messiness of teachers’ discussions. 

Stanza analysis sample: School A 

Stanzas Extract from planning meeting 1 

Stanza 1 
Meaning of IU 

Elisa: So shall we go through our understanding of intercultural 
understanding? 
Sally: yes 
Elisa: would you like to start Mrs xxx? 
Sally: Well/ okay/ as far as I can work out it’s linked to 
understanding people groups and their activities that are 
different to our own. 
(2.0) 
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Elisa: yeah 
Karen: yes 
Sally: in whatever way that may be 
Karen: yes 
Elisa: okay/ 
Sally: and so/ go on. 
Elisa: no/ no carry on 
Sally: no/I was going to move on to a different question 
Elisa: is that your understanding as well?  
Karen: yeah I find it hard to know the difference between 
multicultural and intercultural multicultural I felt was perhaps 
more like the formalised teaching of/ this is multicultural/ 
whereas intercultural is perhaps more about the understanding 
within your class/ of the diversity/ of your class perhaps 
((looking unsure)) 
Sally: okay/ I see I think I just did not really take it to mean just 
within your class 
Karen: no no no 
Sally: I was thinking about learning about other cultures/ learn 
about Africa/ learn about Spain/ learn about-  
Karen: it is quite like multicultural then 
Sally: yeah 
Elisa: well I think that multicultural is/ is the facts about/ erm 
what that person eats from that country and what language 
they speak and for me intercultural understanding is almost 
trying to get some empathy 
(xxx) ((Overlap Karen and Sally)) Karen:  that’s what I just said 
Sally: an appreciation- 
 

Stanza 2 
Locating IU 
 

Karen: because the stuff I looked at I was thinking well for me in 
year 6 it lends itself most to PSHE type work 
Elisa: and stereotyping I thought 
 

Stanza 3 
Purpose of IU 

Sally/Karen: yeah yes 
Elisa: and it is overcoming that barrier, isn’t it that if someone’s/ 
wearing a turban/ you know that’s not that doesn’t make- 
Sally: just because they’re different doesn’t mean that they’re 
wrong 
Elisa: or ridiculed  
Sally: or wrong/I did like that circle that was on that particular 
paper here ((Referring to the framework from Australian 
document shown on iPad))/ it is a circle and it’s got intercultural 
understanding in the middle/ and it starts off with recognising 
culture and developing respect and then it’s talking about 
interacting with and empathising with other people and then 
finally reflecting on the experience and taking responsibility for/ 
so getting the pupils to take responsibility for themselves and 
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how they will move then on in their understanding or 
development 
Elisa: hm/  
Karen: right 
 

Stanza 4 
Assessing IU 

Sally: One thing I said to EW in the interview was I wasn’t 
quite sure even when we have taught this taught something 
to the children how will we know whether we have in any 
way changed their understanding because actually for me 
you can learn facts/ they can reel off facts about other 
cultures but it doesn’t necessarily mean that they will have 
changed their[ 
Elisa: view]  
Karen: no 
Sally: view or  
Karen: no no  
Sally: will it? 
 

Stanza 5 
Identifying a 
learning focus 

Karen: So that’s when I started looking at the class because I 
was thinking my year 6 class is quite a diverse class anyway 
and then could you start looking at raising self-esteem, self-
esteem issues cos I was saying to EW when we did our 
lesson study before it was quite a clear thing that you could 
then go off and apply to any lesson really what we found out 
about peer support and group work/ erm 
Sally: yeah 
Sally: what are we gonna do with this 
Karen: I know I know 
Sally:  once we’ve taught it? What difference is it going to 
make? so in that case yes it does need to be something quite 
specific to your class[ 
Karen: ]this is why if it was it would be recognising the 
diversity within your class and where people are coming 
from- 
 

Stanza 6 
Teaching 
resource/idea 

Elisa: yeah well I kind of looked at/ there was one/ it was 
kind of like a whole pack based on intercultural 
understanding in primary and secondary and I just pulled off 
part of it cos it goes on about discussion points and things/ 
and it was just that picture ((shows picture: face of person in 
niqab)) 
Karen: yes 
Elisa: and- 
Sally: that’s great isn’t it? 
Elisa: what words does this make you think of? And as an 
initial start to have an understanding of where they’re 
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coming from would anyone put that they felt scared or that 
they felt unsure 
Sally: yeah 
Elisa:  or[ 
Sally: yeah 
Karen: hm 
Sally:  and that’s quite topical as well isn’t it?[ 
Elisa: yeah/ 
Sally: that picture] 

 

Stanza analysis sample: School B 

Stanzas Extract from 2nd planning meeting 

Stanza 1:  Recapping on 
first planning meeting: 
Learning focus 
 

Zoë:  okay planning erm meeting for our intercultural 
diversity lesson erm last time we’d sorted out what the main 
learning objective we might like to do so now we’re going to 
put it into the proper format ((case study pupil planning 
grid)) and think about our case study pupil for each class I 
think so we’ll probably need two of those planning formats 
((working on laptop and getting documents ready on screen)) 
here we go 
Kayla: okay  
Zoë: so erm shall we choose which lesson we’re going to do 
for the first one then 
Kayla: yeah  
Zoë: so 
Kayla: so we said this one would be a nice one ((pointing to 
screen)) 
Zoë: yeah if we have that one recognising the influence of 
cultures on our society ((reading to herself)) where is the 
lesson study objective in relation to intercultural shall I put it 
there ((finds a place on the grid)) 
Kayla: yeah and learning outcome 
 

Stanza 2: Recapping on 
teaching activities 
 

Zoë:  so what what activities are we asking them to do 
Kayla: ((whistling quietly to herself pensively)) 
Zoë: so it was plotting on a map  
Kayla: yeah 
Zoë: and comparing countries so we could have (xxx)  maps 
and get them on map to locate English culture  
Kayla: I think it was the countries the things that they had so 
they were going to bring things like  
Zoë: pyjamas and we’d stick that on India or something like 
that 
Kayla: yeah and where their clothes came from 
Zoë: yeah okay 
Kayla: made in or their favourite toy or something 



 
 

99 

Zoë: okay 
Kayla: erm 
Zoë: labelling a map with items ((typing notes in the grid on 
laptop)) origins 
Kayla: items origins or erm item or/ cultural erm phenomena 
cultural 
Zoë: erm  
(2.0) 
Kayla: no just say origins yeah 
Zoë: labelling a map with an item’s origins ((reading back her 
notes)) by placing it in that country 
Kayla: yeah 
 

Stanza 3: Selection of 
case study pupil 
 

Kayla: right so who are we going to pick 
Zoë: a middley I think ((meaning average ability child)) erm is 
this the lesson that you’re teaching or I’m teaching  
Kayla: I think I am 
Zoë: you’re doing the first one so 
Kayla: um  
Zoë: so I’m observing someone from your class middely  
Kayla: middley boy or middley girl 
Zoë: well if one of us does a boy and one of us does a girl  
Kayla: okay so we could do/ trying to think who a middley is 
who is sensible  
Zoë: yeah 
Kayla: middley literacy middley maths middley in both 
Zoë: it’s almost like it’s not a writing activity/ it’s almost like 
reasoning  
Kayla: yeah 
Zoë: so middley maths maybe middley reading 
Kayla: I’m trying to think of someone who is middley in both  
Zoë: yeah 
Kayla: either E. is middley both  Lily  is middley  both 
Zoë: L. cos I know who Lily is  
Kayla: yeah 
Zoë: (hhh) so she’s 4xx  
Kayla: yeah (…) 
Zoë: and do we have to put our whole name or shall we just 
put L.? 

 

 

 

 

 



 
 

100 

Situated identities tool 

This tool aimed to shed light on the multiple identities and the roles that teachers 

enacted as they engaged in the LS process. Analysis through this tool also drew attention 

to the tacit understanding which teachers shared (Gee, 2011).  

 

Intertextuality tool 

The other tool which applied to the data is called the intertextuality tool.  This aimed to 

highlight how current discourse is affected by old discourse as teachers alluded and 

referred to what had been said by others e.g. pupils, relatives, friends; to what they had 

heard or seen in the media including social media as well as from members of the local 

community (Gee, 2011).  

 

Big D discourse tool 

Because the raw data included video and audio recordings,  the analysis could go beyond 

the analysis of what was said out loud and include observations and interpretations of 

non-linguistic signs such as teachers’ body language e.g. gestures, demeanour, gaze, 

silence, which could be indicative of their state of mind and emotions (Sample discourse 

analysis, Appendix 7.25, p.233).  

 

Discourse analysis, which concentrates on “ideas, issues and themes as they are 

expressed in talk and writing” (Gee, 2011, p.ix), yielded useful supplementary insights to 

the thematic analysis. The practical tools described in this section facilitated the process 

of discourse analysis of the raw Lesson Study data.  This was further enabled by involving 

a continuous, iterative and highly reflexive process of revisiting and examining the data 

closely over the entire course of the study. Since qualitative research is primarily an 

interpretative act and is not a precise science (Savin-Baden and Major, 2013), several 

measures had to be taken in order to increase the overall trustworthiness of the analysis.  

The issues I encountered and how they were addressed are discussed in the final section 

of the methodology chapter.  
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3.8.3 Measures to enhance the quality of the data analysis 

• Triangulation 

Since the research design and analysis procedures posed a few issues, several steps were 

taken in order to ensure the validity and reliability of the research; these have also been 

referred to as notions of credibility, transferability, trustworthiness, neutrality, and 

consistency (Lincoln and Guba, 1985) in qualitative research.  One of the strategies to 

validate the findings is triangulation (Denscombe, 2010), which increases the internal and 

external validity of the research in offering robust analytical conclusions especially when 

similar findings (Yin, 2009) are yielded across sites.  In this regard, site triangulation was 

made possible by involving 8 primary schools for the questionnaire data and two case 

study schools for the LS research. Triangulation across data sets could also take place 

since the study generated data from a wide range of sources - questionnaires, interviews, 

Lesson Study.  The analysis allowed the development of understanding from different 

angles (Stake, 1995; Yin, 2009); as well as referring to what teachers said they did in 

relation to IU teaching, the evidence included observations of their practice since 

planning meetings were audio and video recorded and multiple lesson artefacts were 

collected. Although the secondary data sets which were directly collected by the LS teams 

and discussed in post-lesson meetings were not included in the main data analysis, they 

were also useful to cross-reference my interpretations.  

 

• Reporting the findings 

A further strategy which strengthens the validity and credibility of the research (Patton, 

2002) is to provide a true and complete picture of the phenomenon under scrutiny 

(Shenton, 2004) in the final report.  Context is a key factor in qualitative research and the 

results should be understood within the particular characteristics of the schools 

(Shenton, 2004) e.g. demographics; geographical location; ethos. In this regard, a thick 

description of the broader context of the study as well as of the two schools and the 

participants has been provided in this thesis. Data excerpts and quotations have been 

lifted out of the transcripts verbatim in order to capture participants’ views of their 

experiences in their own words (Patton, 2002), as well as to provide illustrations of what 

was most representative of the themes.  Cohen et al (2011) predicates that case studies 



 
 

102 

are not about seeking frequencies of occurrences but rather the significance and quality 

in instances of behaviour (p.294). Therefore, this case study report does not solely 

include typical, representative occurrences since infrequent, unrepresentative and critical 

incidents or events can be crucial to the understanding of the case; in this sense, one-off 

salient comments constitute an important part of the final report in illuminating the 

complexity of the issues investigated as part of the research.  Furthermore, at the 

reporting stage I was conscious of the need not to arbitrate what counted as valid in 

order to reflect my own value-laden judgements.  Therefore, the inclusion or exclusion of 

data was not done simply to fit a preconceived or ideal conception of the phenomenon 

(Cohen et al, 2011, p.181) and confirm my assumptions. However, this led me to reflect 

more broadly on the issue of bias, which is linked to the fact that my subjectivities as well 

as those of the participants have influenced the design and outcomes of the research. 

This point is addressed in the next section.  

 

3.9 Issues and dilemmas in conducting a qualitative case study research 

Thus far this chapter has demonstrated that I have paid close attention to details and 

protocols in order to design a project which would enable me to collect rich data in 

support of my research questions. I have used a range of data collection tools which had 

be trialled in pilot studies, and developed analysis procedures which would strengthen 

the quality of the research project. However, several potential limitations have to be 

acknowledged.  

3.9.1 Dealing with researcher bias 

Conducting case study research is particularly susceptible to the issue of bias since 

researchers usually pursue topics that are of strong personal interest (Creswell, 2007). 

This research project is no exception as it stemmed from my personal conviction in the 

importance of tackling intercultural issues with young learners based on ideals that I had 

developed over my teaching career in relation to the purpose of education. Through 

engaging in Lesson Study for my own professional development, I quickly became 

convinced of its potential.  This can be an advantage in infusing enthusiasm but can also 

be a drawback in over-emphasising the positive effects of LS particularly towards its 
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relevance to teacher learning (Pedder, 2015). To a large extent, this confirmation bias 

may have led me to endorse the views in academic papers that cohered with my beliefs, 

and not to take note of the criticisms which were levelled at intercultural education and 

Lesson Study in particular. Therefore, engaging in the analysis and the reporting of the 

data involved taking a step back and re-examining the research literature in order to take 

stock of the limitations that had been highlighted in relation to my research topic.  One 

way of bracketing off presuppositions and seeing things for what they are is to adopt the 

stance of “the stranger” (Schultz, 1962, cited in Denscombe, 2010). At the analysis stage, I 

tried to approach the data with an “open mind” and to “bracket off” or suspend my 

beliefs in order to maintain some objectivity.  This stepping back was a challenge at times 

since I had too easily a tendency to speculate and attribute meanings which were possibly 

not based on what the data was telling me but more on what I wanted to see. Perhaps 

the fact that this research took many years to complete may have helped maintain some 

distance as it provided numerous opportunities to leave the data and to step back into it 

with fresh eyes. Furthermore, maintaining an objective lens was particularly vulnerable to 

the fact that I had “insider knowledge” through using my own professional context as a 

research site and more generally through being familiar as a practising teacher with the 

culture of primary schools.  Rather than being an advantage, being too close to the 

research site can cause a “blind spot” and obscure a vision of “the obvious” (Denscombe, 

2010). Although the advantages of conducting insider versus outsider research are not 

clear cut, using a familiar setting as a research site was positive in enabling me to 

establish stronger rapport with the participants and to have a deeper, more readily-

available frame of shared reference with which to interpret the data (Mercer, 2007). The 

fact that I had an in-depth knowledge of the context as a practising primary school 

teacher enabled me to get “inside the skin of a situation; instead of studying it in a 

detached way” (Nisbet, 1980, p.6); I was able to develop a rich understanding of teachers’ 

perceptions and experience of IU teaching. Moreover, the participants played a crucial 

role in offering different and perhaps more realistic perspectives and views on Lesson 

Study and the place intercultural understanding should have in the primary curriculum. 

However, as well as my own bias as a researcher, another issue pertained to informant 

bias.  
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3.9.2 Dealing with informant bias 

In this study, the schools and more particularly the participants are not representative of 

the larger population of primary school practitioners.  The primary practitioners who 

responded to the questionnaires all had positive inclinations towards IU, and the 5 

teachers who formed the 2 LS teams were white and female.  More generally, like the 

researcher they are part of a privileged community of teachers in the UK who have had 

access to higher education and travel etc., and therefore have consciously accrued 

“cultural capital” (Bourdieu, 1979).  Therefore, our subjectivities have contributed to the 

bias of the study (Cohen et al, 2011).  Random sampling which would have involved 

primary practitioners who did not support the teaching of IU and did not see it as their 

responsibility in educating children in intercultural issues would have been an advantage 

in terms of increasing internal validity (Lincoln and Guba, 1985).  However, at the micro 

level of this investigation which involved Lesson Study, the success of the research 

project depended on the participation of teachers who were cooperative and willing to 

share their thinking openly.  In this sense, there was also a risk that the data would not 

have been as rich if quiet, uncooperative or inarticulate individuals had taken part; 

instead, having participants who were interested in the topic focus and Lesson Study 

(Dudley, 2011) ensured that they engaged fully in and persevered through a research 

project which not only added to their workload but also caused them a certain degree of 

anxiety. In the next chapter the results from the analysis of the questionnaire data and 

the case studies are presented.  
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4 Findings 

Following the literature review and the methodology chapters, I now turn my attention to 

the presentation of the findings.  These are derived principally from the thematic analysis 

of the questionnaire data and the LS data gathered from two case study schools which 

was supplemented by discourse analysis.  The results presented in this chapter seek to 

address the three main research questions posed by the study which are: 

1. What factors affect teachers’ understanding and teaching of IU? 

2. How do teachers prepare to teach IU through collaborative planning within Lesson 

Study? 

3. To what extent has engagement in Lesson Study impacted on teacher learning? 

The chapter is divided into 3 main parts which follow the chronological implementation 

of the research project: Section 4.1 reports on the questionnaire data which provides 

insights into primary practitioners’ conceptualisation of IU; how IU is addressed within 

their schools; and the challenges that they encounter. Section 4.2 focuses on the 

presentation of the findings from the first case study school - School A - and section 4.3 

reports the results from the second case study school - School B. The findings which 

emerged from the thematic analysis of teachers’ interviews and engagement in LS are 

complemented by their own perceptions of the impact of the research on their 

professional learning. Each case study report centres around 6 main themes which are 

outlined below:  

 

Theme 1: Contextual information 

Using the information from the questionnaires and the teachers in the pre-LS interviews, 

this section provides background information about the schools and members of the LS 

teams in order to contextualise the case studies.  

 

Theme 2: Influences on teachers’ conceptual understanding and IU teaching 

This section draws mostly on the pre-LS interviews which encouraged individual teachers 

to share autobiographical information and reflect on influential life events (Peiser and 

Jones, 2013) which have shaped their intercultural competence and orientations towards 

IU teaching. 
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Theme 3: Lesson planning within LS 

Following the steps within Dudley’s framework (2011), this section provides a fine-

grained view of the processes each LS team has gone through in order to plan stand-

alone IU lessons fitting within a situated approach to teacher professional development 

(Lave and Wenger, 1991). 

 

Theme 4: Challenges in planning and teaching IU within LS 

This section reports on the challenges which the teachers encountered in collaboratively 

planning and teaching Intercultural Understanding to young learners through Lesson 

Study; these include teachers’ uncertainties with regard to their subject knowledge and 

Pedagogical Content Knowledge (Shulman, 1986). 

 

Theme 5: Impact of teachers’ participation in LS on their professional learning 

The evidence which emerged from the analysis of the follow-up lesson evaluation 

meetings and post-LS interviews is reported in this section. It examines more closely the 

processes and outcomes of teachers’ participation in Lesson Study and the extent to 

which it enabled them to develop their intercultural teaching competences (Byram, 

2012).  

 

Theme 6: Barriers to teaching IU 

This section reports on environmental factors which jeopardise more systematic teaching 

of Intercultural Understanding; some of these factors are beyond teachers’ control whilst 

other issues pertain more specifically to the research focus and design. 

 

The next section focuses on reporting the analysis of the questionnaire data. It provides 

background information about current practices in IU teaching in the context of the study 

and aims to situate the case study research within its broader local context. 
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4.1 Results from the questionnaire analysis 

The findings generated from the thematic analysis of the questionnaire data addressed 

three questions: 

1) What does Intercultural Understanding mean to you?  

2) How is IU currently addressed within your school? 

3) How easy/challenging do you find it as a teacher/head teacher to promote IU within 

your school?  

Questions 1 and 3 focus on the information provided by individual primary practitioners 

whereas question 2 reviews the range of approaches to IU teaching which are used at 

whole school level. 

4.1.1 Conceptualisations of IU 

The first question “What does “Intercultural Understanding” mean to you?” which aimed 

to shed light on head teachers’ and teachers’/TAs’ conceptualisations of IU included 90 

statements. As is shown in Graph 4.1 (p.108), the majority of comments, 55 out of 90, 

relate to increasing pupils’ knowledge and understanding of other cultures.  In the raw 

data, the word “knowledge” was used 7 times, “understanding” 32 times and being 

aware/awareness, 7 times. Most of the statements were general as in referring to 

“knowledge” or “understanding” of other cultures without specifying exactly what this 

meant; developing understanding of similarities and differences between pupils’ own and 

a different culture which is particularly important to the development of IU (Byram, 2008; 

Perry and Southwell, 2011) was mentioned on three occasions. 
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Graph 4.1: Primary practitioners’ conceptualisations of IU 

 

Fostering positive attitudes was the second most important meaning of Intercultural 

Understanding.  It included references to the promotion of tolerance, respectful 

attitudes, empathy as well as an appreciation of pupils’ own and other people’s cultures 

(Byram, 2008) towards the creation of more harmonious living as an ultimate goal. Two 

comments referred to environmental influences, including family upbringing, on shaping 

one’s world views (Deardorff, 2006). The 8 comments in the “Outcome” category 

referred to a more critical dimension of IU coinciding with “savoir s’engager” (Byram, 

1997); for example, in helping pupils understand that their own culture was not superior 

to others and in recognising the role of education in “breaking down barriers and 

reducing ignorance and a fear of other cultures” (School A, Q3).  This matches the vision 

expounded in the “Languages for All: Languages for life” (DfES, 2002) in highlighting the 

importance of understanding different perspectives and cultures with the view to 

breaking down “barriers of ignorance and suspicion” (p.13). 

The second question aimed to illuminate how pupils' Intercultural Understanding was 

fostered in practice within individual primary schools.  
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4.1.2 Operationalisation of IU 

The second question, “How is IU currently addressed within your school?” which aimed to 

shed light on how IU was tackled within individual schools, resulted in a total of 111 

responses from teachers and head teachers.  There were important variations in the 

content of the responses across the 8 schools, ranging from 6 to 21 distinct idea units.  

 

Graph 4.2: Operationalisation of IU in primary schools 

 

As shown in Graph 4.2, the majority of schools tackle IU within subject teaching; 

SEAL/PSHE, RE and French were curriculum subjects mentioned in all 8 schools followed 

by geography which was mentioned in 5 schools. The data indicated that schools 

endeavour to create an intercultural environment visually through displays and as part of 

their broader ethos through the implementation of policies e.g. multicultural policy, 

equal opportunity policy, as well as mission statements and school rules. The weight 

accorded to each category varied from school to school, with some schools putting more 

emphasis on promoting an intercultural school ethos e.g. School B; School H, with others 

embedding IU within curriculum subjects e.g. School C.  Cross-curricular teaching was 

conveyed in general statements such as “There are documented links in our creative 
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curriculum” (School C, Q1) but included few examples of cross-curricular topics apart 

from Diwali and Chinese New Year. 

All 7 head teachers and the majority of primary practitioners mentioned challenges in 

fostering and teaching IU; these are reported in the next section in relation to the third 

question. 

4.1.3 Challenges to IU teaching 

Question 3, “How easy and/or challenging do you find it as a teacher/head teacher to 

promote pupils’ Intercultural Understanding in your primary school?” focused on both 

head teachers and teachers/TAs’ individual responses rather than schools. Two-thirds of 

practitioners, 30 out of 42, mentioned challenges in teaching IU.  The 12 teachers who did 

not mention IU as an issue stated that it was easy to embed intercultural learning 

opportunities within subject teaching and the wider life of the school.  The 33 statements 

which referred to challenges have been coded and grouped into 7 categories.   

 

 

Graph 4.3: Challenges to IU teaching 
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The results suggest that teaching IU is perceived as being more difficult to achieve in a 

context which is low in diversity where pupils have little exposure to people from 

different cultures and backgrounds i.e. ethnicity, religious, linguistic.  As teachers/TAs put 

forward recommendations on how provision in IU teaching could be improved, 2 stressed 

the fact that teaching IU was doubly important but also suggested that it should be part 

of a set plan which “has to be put in place and followed through consistently” (School A, 

Q5).  The main issue related to teachers’ lack of cultural knowledge of other cultures and 

the risk of falling onto stereotypes. In only three out of the 36 questionnaires did 

teachers express a concern regarding their lack of knowledge and confidence to teach 

French; this may be due to the fact that French is taught by a specialist teacher and 

therefore falls out of the class teacher’s responsibility.  One head teacher commented 

that since the intercultural aspect of the curriculum was not inspected by Ofsted, it could 

easily fall “from the edge” (School D, Q1). Another head teacher more specifically 

expressed concern about the new National Curriculum (DfE, 2013) which according to her 

was “moving away from global citizenship and intercultural understanding back to a more 

traditional white British cultural bias” (School B, Q1). 

The findings yielded by the questionnaires provided preliminary insights into how IU is 

promoted in schools which are located within the local community where the 2 case 

studies took place.  Although teachers do not use the term “Intercultural Understanding” 

per se, they show an understanding of its meaning and what it looks like in practice 

within their schools.  Overall, primary practitioners overwhelmingly connect Intercultural 

Understanding with the cognitive dimension (Byram, 1997; Deardorff, 2006) in 

developing their learners’ knowledge and understanding of other cultures. The findings 

also suggest that fostering positive attitudes towards diversity are important.  

Intercultural learning occurs formally and informally in constituting an integral part of the 

broader context of the school and is easily embedded within areas of the primary 

curriculum; in subjects such as PSHE, music, French (Driscoll et al, 2013; Graves, 2005). 

However, the information provided through the questionnaires was limited since most of 

the respondents did not expand on their answers.  Moreover, the final version of the 

questionnaire did not inquire about the frequency and “quantity” of intercultural 

teaching; for example, how often did assemblies focus on an intercultural theme? 
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Whether schemes and initiatives such as links with other schools etc. were still running or 

how many lessons contained an intercultural theme. Therefore, what is not clear is how 

much of the curriculum focuses on fostering IU. The data have also drawn attention to 

several challenges in teaching IU effectively which have also been experienced and 

reported by the teachers who took part in the Lesson Study research.  

 

The next part of this chapter which focuses on reporting the case studies will provide a 

more in-depth view of how IU is taught as two small teams of primary school teachers 

planned, taught and reviewed IU lessons through participation in Lesson Study (Dudley, 

2011; Fernandez, 2003). Section 4.2 focuses on the findings from School A and section 4.3 

focuses on School B. 

4.2 Findings from the first case study school - School A 

4.2.1 Setting the scene 

Description of the school 

The first case study school - school A - is a one-form entry primary school which 

comprises around 210 pupils aged 4+ to 11 years old.  Although it is Catholic, it welcomes 

children from Christian and non-Christian denominations e.g. Church of England, 

Methodists, Hindus, Muslims etc. reflecting its mission statement which states that it 

offers a “Catholic education which embraces world faiths”. At the time of the study, the 

number of pupils eligible for pupil premium - a grant to support children from 

disadvantaged backgrounds - and pupils with SEN - Special Educational Needs - was well 

below the national average at the time of the study.  The school census conducted in 

2014 showed that the majority of pupils were White British and around 9% belonged to 

different cultural and linguistic groups, mostly from Asia e.g. Sri Lanka, India, China, and 

Eastern European countries e.g. Poland, Slovakia, Czech Republic. This is below the 

national average in Britain as is shown on p.200. In the class where the lesson study trial 

took place, five of the twenty-six pupils had a different cultural heritage.  Although three 

of those had English as an additional language, their level of fluency was on a par with 

native speakers as was proven by their KS2 (Key Stage 2) English SATs (Statutory 

Assessment Tests) results at the end of year 6. According to the questionnaire data, IU is 
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embedded within subject teaching e.g. PSHE, geography, literacy, and also takes place at 

whole school level in the promotion of an intercultural ethos through displays, sharing 

Christian values etc. as well as educational events e.g. International weeks; Other faiths 

weeks.  

 

The LS team  

The LS team consisted of three qualified and experienced teachers.  Two teachers, Karen 

and Elisa, worked in upper KS2 (Key Stage 2) classes teaching year 5 and 6 learners who 

were between 9 and 11 years of age whereas Sally taught on a job-share basis in a year 1 

class comprising 30 pupils aged 5 to 6.  When the research study took place, they each 

held responsibilities on top of their general teaching duties: Elisa occupied a senior 

leadership position in the school as a deputy head and maths coordinator; Karen was an 

ICT (Information Computer Technology) and PSHE (Personal Social and Health Education) 

subject leader who coordinated an anti-bullying project as part of a national accreditation 

scheme.  Sally had taken a lead in Religious Education by organising assemblies, acts of 

worship and themed days to broaden children’s knowledge and understanding of the 

Christian faith across the school. Both Karen and Elisa had taught in different primary 

schools for 15 years and Sally who had a teaching qualification in RE, was appointed as a 

member of staff in the case study school in 2009.  At the time, the team also included a 

trainee teacher (ST) from a neighbouring university who was on placement in upper Key 

Stage 2 classes.  He acted as a guest-observer in the two taught lessons and contributed 

to the first post-lesson discussion and 2nd lesson planning session. The LS team had 

received the support of the head teacher who also agreed to give them release time after 

school so that they could fully engage in the research project. Altogether, they planned 

and taught two lessons to the same year 6 class over a two-week period and reported on 

their observations of the same three case study pupils in the two post-lesson evaluation 

meetings.  

The next section provides further details about the three members of the LS team.  It 

aims to provide a more holistic view of teachers’ intercultural selves as they reported on 

factors which had shaped their Intercultural Competence (Byram, 2008) and influenced 

their teaching practice in IU. 
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4.2.2 Influences on teachers’ intercultural-teaching-competence  

This section focuses on the 3 individual teachers, Elisa, Karen and Sally, and reports on 

the information they shared about themselves in the questionnaires and pre-LS 

interviews. This illuminates their conceptualisations of Intercultural Understanding and 

how these impacted on their teaching practice (Sercu et al, 2002, 2005) prior to engaging 

in the LS research.   

 

4.2.2.1 Intercultural Competence of individual LS team members 
 
Elisa 
In the extract below, Elisa talks about the effect of being brought up in a bi-cultural 

household - Italian and English - and having first-hand experience of other cultural 

practices: 

I think having an Italian father has taught me a lot (pre-LS int, L38-39) In Italy as 

well when (…) when we visit our family you know you would spend around three 

hours sitting round the table not eating it’s just talk (…) so it’s very much family 

orientated erm/ (L88-94) 

 

She also reports on several incidents which she has witnessed and involved people in the 

local community who had not “responded in a very understanding way” (L41-42) towards 

her father who spoke English as a second language.  She also recalls an incident with one 

of her school friends when she was a pupil in primary school which illustrated the lack of 

sensitivity of some of her peers: 

I remember being friends with a young Chinese girl and I remember some of the 

others taking the mickey out of her and making the stereotypical facial expressions 

and I remember thinking oh that’s really not very nice (L128-131)  

 

Although she believes that attitudes towards diversity have improved in recent years as a 

result of the population becoming more diverse, she states that some of her learners still 

hold” those stereotypical ideals (…) that are obviously passed through families” (L133-

134) and do not know how to respond to other cultural practices sensitively:  

even sometimes you play a piece of music that’s oriental or Asian and you always 

get the sniggering so it’s why is that funny they just can’t see that this could be 

seen as being quite rude (L165-167)  
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Karen 

The most significant influence on Karen’s Intercultural Understanding relates to working 

as a youth worker in a multicultural setting. The opportunity it afforded her to interact 

with people from a wide range of cultures enabled her to gain a deeper understanding of 

cultural differences:  

I think of jobs when I worked in the city with people from different faiths I suppose 

talking and understanding their faith and religion so that’s given me some 

background (…) and the demands placed on children and expectations of families 

cos there were sort of girls in their twenties and their expectations of marriage the 

cultural expectations (pre-LS int-L43-47) 

 

Sally 

In the interview, Sally describes her Intercultural Understanding as being “quite limited” 

(L49) as a result of being brought up and living in predominantly white British 

communities and interacting mostly with people who share similar views and beliefs.  

However, her academic studies which led to a teaching qualification in secondary RE as 

well as a master’s degree in Religious Studies provided her with “some understanding of 

different religions and (…) cultural people groups in relation to their religious views (pre-LS 

int, L50-52) and helped her develop a life-long interest in other faiths and cultures. She 

mentions the importance of teaching IU in order to reflect changes in demographics 

within the local community which has become more diverse: 

I know that I’ve seen dropping xxx (teachers’ child) off at xxx ((name of high 

school)) and I’ve seen two or three girls not obviously in a full face burqa but with 

a head scarf on which is fairly unusual to be seen around xxx ((name of town)) (1st 

PM, L312-314) 

 

4.2.2.2 Impact on teachers’ intercultural teaching practice 

Answering the questionnaires and participating in the pre-LS interviews have given each 

teacher the opportunity to reminisce on factors related to their family, academic and 

professional lives which have impacted positively on their intercultural competence and 

dispositions towards IU teaching (Sercu et al, 2005). They demonstrated that they view 

the increased diversity in their school as an asset as they stated that it “adds a wide 
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variety” (Sally, L22) and claimed that they were fortunate to have pupils from different 

backgrounds which made it easier to “talk about people’s different experiences, different 

life experiences and their faith” (Karen, L104-105).  To a large extent, their motivation to 

address IU more explicitly is linked to the fact that they have to teach “children from 

many different cultures and faiths” (Karen, L6-7), implying that perhaps it requires a 

different set of knowledge and skills. In their view, the goals of IU teaching involve 

developing pupils’ “self-confidence to celebrate their differences” (Karen, L236-237) and 

tackling the misconceptions they hold about people who belong to different cultural 

groups. They stated that fostering IU can have a positive impact on the general well-being 

of the children they teach as well as producing “a less reactionary group of children” 

(Karen, L256-257) and “more harmonious living” (Sally, Q7; pre-LS int. L85). Whenever 

they can, they embed some intercultural elements in their practice which consists of 

giving pupils opportunities to express “their thoughts and beliefs (…) and (…) share a bit 

more of their background and their knowledge” (Elisa, L9-11).  Elisa explains how 

witnessing insensitive behaviour has also informed the way she communicates with 

“children who perhaps haven’t got English as a first language because even facial 

expressions can say a thousand words they can be as hurtful” (L44-46). The other team 

member, Sally, organises extra intervention for pupils who have English as an Additional 

Language (EAL) and develop her learners’ understanding of other cultures through topic 

work.  Intercultural teaching takes place formally and continuously when relationship 

issues arise between children which are used as “a talking tool if something has 

happened in the playground” (Elisa, L197-198) or “when things don’t work out” (Karen, 

L82). They also showed awareness of the impact of lesson content which can exert a 

subliminal influence on learners’ intercultural understanding; this is illustrated by Karen 

who states that she explicitly incorporates images which represent different cultures and 

ethnicities in the teaching materials: 

The pictures I would try and use in powerpoints I would be very conscious of trying 

to make sure that it was not an all-white face those kind of things I would think 

about (L138-139) 

 

Therefore, the evidence suggests that in spite of some of teachers’ claims that they have 

limited IU, all three teachers have developed positive intercultural dispositions as a result 
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of experiences over the course of their lives and witnessing changes in the school 

population.  They generally come across as confident in tackling IU formally and 

informally in their teaching although they express several concerns in relation to the 

curriculum overload (Karen) and in “having to share second-hand (…) or third-hand 

knowledge” (Sally, L127-129) about other cultures.  Since they recognise the need to give 

IU more prominence in the curriculum, they welcome the opportunity to participate in a 

Lesson Study research project which will prompt them to look at IU as “a distinct area of 

study” (Sally, L173) and “unpick it all and get to the root of it” (Elisa, L229-230).  Sally 

referred to the collaboration which would be of benefit to help her “fill the gaps in her 

knowledge (L197-198). Their conceptualisations of IU and understanding of IU teaching 

become more salient as they engage in the next stage of the research which involves 

them working as a team in order to design a discrete IU lesson following Dudley’s LS 

model (2011).   

 

4.2.3 Preparing to teach IU within Lesson Study 

The findings reported in the previous section suggest that the three teachers are not 

blank slates with regard to IU.  The intercultural vignettes and stories that they have 

shared are reiterated during the planning discussions which help them plan their first 

stand-alone IU lesson in close collaboration with one another within LS (Cerbin and Kopp, 

2006).   

4.2.3.1 Setting the rationale for the IU lesson 

In the pre-LS interviews teachers showed that they had developed a vision of IU teaching 

in terms of the impact that it should have on their learners and more broadly, on society.  

Although the overarching purpose is common to all team members, they each have an 

agenda which is specific to the classes they teach but also relates to their professional 

interest and previous experience of IU teaching: in this regard, a key concern for Karen is 

to recognise the diversity within her class and to address self-esteem issues in relation to 

pupils not having sufficient opportunities to talk about their culture; this is closely linked 

to her professional interest in PSHE/anti-bullying. Elisa is more interested in tackling 

negative attitudes and behaviours as a result of witnessing critical incidents and the fact 

that some children harbour misconceptions which could lead to prejudice. Sally who 



 
 

118 

teaches a younger age-group, is keen to create experiential and hands-on learning 

opportunities instead of transmitting factual knowledge about other cultures in order to 

promote open-mindedness and positive attitudes towards difference. More specifically, 

in the pre-LS interviews, both Elisa and Karen had mentioned “empathy” as “a huge thing 

in understanding other people and (…) probably multicultural understanding” (Karen, 

L252-253).   

Since it is the first time they meet as a team to plan an IU lesson together, their first step 

involves developing a common understanding of the concept of IU. This prompts them to 

make a terminological distinction between the meanings of intercultural vs multicultural 

(Barrett, 2013; INTO, 2005).  They concur that “multicultural” may refer to the formalised 

teaching of factual information about other cultures whilst the “intercultural” should 

focus on developing attitudinal qualities and raising critical cultural awareness (Byram, 

1997).  These discussion points are encompassed in the lesson planning excerpt below:  

 

Elisa: well I think that multicultural is the facts about what that person eats from 

that country and what language they speak and for me Intercultural 

Understanding is almost trying to get some empathy 

(xxx) ((Overlap Karen and Sally))  

Karen:  that’s what I just said 

Sally: an appreciation- 

Karen: because the stuff I looked at for me in year 6 it lends itself most to PSHE 

type work 

Elisa: and stereotyping I thought 

Sally/Karen: yeah yes 

Elisa: and it is overcoming that barrier if someone’s/ wearing a turban, that’s not 

that doesn’t make- 

Sally: just because they’re different doesn’t mean that they’re wrong 

Elisa: or ridiculed  

 (1st PM, L27-39) 

 

This initial distinction sets the tone for the rest of the meeting as they focus on designing 

a lesson which aims to explore and challenge pupils’ perceptions of people who belong to 

different ethnic, religious and cultural groups rather than developing factual knowledge 

about another culture or country. More details of the lesson planning are provided in the 

next section. 
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4.2.3.2 Planning the lesson content  

Early in the LS meeting, the three teachers decide to plan a lesson for the year 6 class 

which Karen describes as quite diverse. Elisa refers to a teaching resource entitled “A 

picture paints a thousand words” (Asia Education Foundation, 2005) which could be used 

as a baseline activity to find out “where they’re (pupils) coming from” (L80) and would lay 

the foundation for more targeted IU teaching:  

How do we know if they are going to move on or how to move them if we don’t 

understand where they are from? (1st PM, L462-463) 

They select teaching activities in relation to what they think would be of most benefit to 

their pupil learning and discuss their age-appropriateness.  Part of the planning involves 

findings ways of creating a safe environment for children to open up about their thoughts 

and beliefs and express potentially controversial views to each other and their teachers:   

because I often feel that with some elements of PSHE teaching that /you’re almost 

not teaching them anything you’re just enabling discussion (1st PM, L343-344) 

hopefully what will come out of it is that person felt enabled to speak or to share 

or whatever (1st PM, L517-518) 

 

In order to achieve this goal, they select a baseline activity which entails that pupils make 

anonymous responses to a picture. They also keep the main teaching activity open-ended 

and invite pupils to react and respond to a range of pictures depicting people who belong 

to different cultural groups (Byram et al, 2002) both individually and in mixed ability 

groups. Although teachers include prompting questions in order to elicit pupils’ thinking 

and probe their pre-conceptions, they are aware of the need not to influence their pupils’ 

thinking but instead “give them options for new opinions” (Sally, pre-LS int, L259). At the 

end of the first planning meeting they formulate an overarching learning objective for the 

two lessons to be taught within the LS cycle: “To understand our children’s beliefs and to 

encourage empathy with other cultures”. The first part of the learning objective aims to 

increase their knowledge of their pupils’ thinking whilst the second part focuses on 

qualities that they would like to develop in their pupils e.g. empathy; open-mindedness 

(Byram, 1997; Deardorff, 2006).  In the second planning meeting they recap on the 

decisions made in the first planning meeting and focus on how they could fulfil the 

second part of the learning objective. In order to give pupils an experience “that it is not 

right to pre-judge” (Elisa, 2nd PM, L29) and “the putting themselves in their shoes” (2nd 
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PM, L197), they use a hot seating activity where one of the pupils would assume the role 

of a person depicted on the posters and would have to listen to either negative or 

positive comments read out by their peers.  

By the end of the two meetings, the LS team has successfully prepared a lesson which is 

fit for purposed, with supporting resources and pupil interview questions (Appendix 7.26, 

p.237). The plan followed a traditional format of a three-part lesson structure: 1) Baseline 

activity/Opener 2) Main pupil activity, 4) Plenary/Reflection. Although they have written 

a lesson plan, the video footage of the first lesson shows that they have made additional 

last-minute adjustments to the lesson to help pupils feel secure expressing potentially 

controversial views about other cultures.  At the start of the lesson, the designated 

teacher shares a confidentiality clause which stresses the importance of pupils expressing 

their thoughts in an honest manner: 

knowing that you’re year 6 means we are asking that anything you talk about in 

this room stays in this room there’s no chat about it outside or when you go in the 

playground amongst yourselves (video footage, first lesson) 

She provides reassurance during the baseline activity, stressing the fact that there are no 

right or wrong answers.  As she presents the learning objective, she uses the collective 

pronoun “our”, thus emphasising the collective nature of the activity where teachers and 

pupils are all part of the same learning process:   

 what we’re trying to understand is what are our beliefs Mrs xxx’s, my own our 

beliefs; so again is there a right or wrong answer possibly not because it’s what 

you believe (video footage, first lesson) 

Another integral part of the planning within Dudley’s LS framework is the selection of 

case study pupils.  

4.2.3.3 Selection of the case study pupils and interview preparation 

Once the overarching goal for the IU lesson and the content had been defined, the LS 

process involved the team of teachers select case study pupils.  They based their 

selection on a range of criteria; they chose three year 6 pupils wo had diverse cultural 

and socio-economic backgrounds. These pupils, Liam, Sam and Adya1 were also selected 

                                                           
1 Pseudonyms used for case study pupils 
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according to their personal qualities, such as the fact that they are cooperative and would 

willingly answer the teachers’ questions in the interviews.  Because teachers had already 

participated in LS in mathematics as part of a wider CPD initiative in their school, they 

were aware that during the taught lesson the observation did not aim to evaluate the 

designated teacher’s performance but instead entailed watching carefully how the case 

study pupils reacted to the teaching activities. As they planned the first lesson, teachers 

discussed how those pupils and more generally the class would handle and be affected by 

the activities they had planned. This encouraged the three teachers to make further 

adjustments to the lesson prior to it being taught as is explained at the end of the next 

section.  

The LS team also prepared interview questions which aimed to gather pupils’ feedback on 

the learning they had gained from the lesson.  The interview questions for the first lesson 

inquired about pupils’ feelings as they took part in the activities whilst the second 

interviews sought to find out whether learners’ thinking had evolved, and encouraged 

deeper responses.  

Lesson 1 questions (pupils’ interview) 

• At the start of the lesson, you completed something anonymously, how did that 

affect what you wrote down or how you felt? 

• Working as a table you were asked to write your thoughts and feelings.  Were you 

able to do that as part of a group and why? 

• When you were in role of the person in the picture, how did it feel to listen to the 

comments made? 

 

Lesson 2 Questions (pupils’ interview) 

 

• Has this exercise affected your own opinion and thoughts on people who are 

different from yourself? 

• How did your group work differently the second time in relating to the pictures? 

• Why do you think we have done these lessons? 

 

As has been demonstrated in this section, the LS team placed their learners at the centre 

of the planning process; they took into consideration their pupils’ levels of maturity and 

their own knowledge of pupils’ thinking and understanding of other cultures. They also 

clarified their conceptual understanding of IU which helped them formulate a learning 

objective and select teaching activities. However, to a large extent, the step by step 
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description of the planning fails to reflect the complexity of the process that teachers 

have gone through.  Issues which were mentioned by individual teachers in the pre-LS 

interviews reappear in the planning session and become more tangible as teachers 

“muddle” through several issues related to the subject matter and Pedagogical Content 

Knowledge (Shulman, 1986).  These constitute the focus of the next section. 

 

4.2.4 Challenges in planning and teaching IU 

Although the three teachers have reached a consensus as a team on the meaning and 

educational purpose of IU teaching, they seem to struggle with the “what” and the 

“how”, particularly in the initial stages of the lesson planning. The complexity was 

highlighted by the thematic analysis but is also reflected linguistically.   

4.2.4.1 IU as a teaching object 

The issues teachers encountered are related to the subject matter and how to turn IU 

into a teachable learning object (Lee, 2008); this seemed to be a lot less straightforward 

compared to previous LS planning as is clearly articulated by one of the LS members:  

 

“I guess the thing I’m struggling with is actually what’s the nugget that we’re 

trying to work out, how you said the last time you did lesson study that was the 

nugget it didn’t really almost matter what subject you taught it in that was the 

nugget that was the nugget/ what is the nugget of Intercultural Understanding 

that we are trying to” (1st PM, L236-241) 

 

The repetition of the word “nugget” captures the difficulty in identifying a specific 

learning objective and grasping the essence of IU teaching.  As teachers plan, a certain 

amount of frustration can be felt; “The problem is we could go round in circles about this 

for hours” (1st PM, L208). Their uncertainty with regard to the suitability of the teaching 

activities are reflected discursively in the use of slow speech as they try to explain the 

activities carefully.  They use tag questions which are effective in inviting the views from 

colleagues but also conjure a degree of tentativeness which is reinforced through the use 

of modal phrases “probably, maybe, perhaps”.  The second planning meeting contains 29 

instances of the phrase “I don’t know”.  This uncertainty is also reflected by the repetition 
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of questions which illustrate the challenge they have in explaining a clear learning 

outcome and how to fulfil it:  

“What do we want to then teach them? What are we doing?” (2nd PM, L26)  

“That was where we were struggling wasn’t it in the first place what is the end 

result that we’re hoping to get to at the end of the first lesson” (2nd PM, L27-28).   

 

As the three teachers gather for a second time to finalise the lesson, they still struggle to 

formulate the learning objective and to select a suitable pedagogical approach to fulfil 

the “empathy” part of the learning objective. These issues are compounded by the 

sensitivity of the topic focus and the tension that teachers experience in wanting to 

deliver activities which challenge pupils’ taken-for-granted assumptions whilst protecting 

their self-worth.  This leads them to debate the suitability of several activities as is 

illustrated by the following example:  

Sally: even to the extent that you have some children who are you know from a 

very working-class background and some children who are from a much more 

upper middle class background 

Karen: or single parent background 

Sally: and actually that is part of the culture isn’t it? Would they want to be 

defined by that? Should they be defined by that?   

(1st PM, L198-205) 

 

As well as the sensitivity of the topic, teachers were also concerned that the teaching 

may not make a difference to their pupils’ learning.  

4.2.4.2 Assessment for learning (AfL) 

A second concern pertains to measuring changes in pupils’ attitudes and skills, which is 

viewed as more challenging than assessing learners’ acquisition of facts (Byram et al, 

2002).  In this regard, Karen pondered whether empathy could even be developed in 

pupils who did not have these qualities (Fantini, 2000).  This added to the uncertainty and 

frustration in not knowing whether one or two lessons would be sufficient to have an 

impact. This point is illustrated below: 

 

Sally: One thing I said to EW in the interview was I wasn’t quite sure even when 

we’ve taught something to the children how will we know whether we have in any 
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way changed their understanding because actually for me you can learn facts/ 

they can reel off facts about other cultures but it does not necessarily mean that 

they will have changed their[  

Elisa:                                          view] 

Karen: no no 

(1st PM, L53-56) 

 

4.2.4.3 IU lesson planning within LS 

In order to design a discrete IU lesson, teachers have had to cover a lot of ground work as 

is illustrated by the stanza analysis (Gee, 2014) (Appendix 7.28, p.240).  Every suggestion 

e.g. teaching activity; pedagogical approach; selection of pictures and case study pupils, 

has to be discussed in detail before teachers can make a decision and move the planning 

forward. They read and re-read their notes, articulate their thinking out loud in different 

ways and rehearse specific parts of the lesson (Dudley, 2015). The discussions include lots 

of pauses and silences.  These discursive features are encompassed in the following 

excerpt from the second planning meeting in which the LS team finalise the plan for the 

first lesson: 

Elisa: and at that point is it okay to say what you really think when you see that 

person? 

Sally: hm hm 

Elisa: or some of those things or would you say some of those things out loud to 

that person? Why why not? 

Sally: yeah yeah ((more convincingly)) 

(4.0) 

Elisa: so words like/ <I don’t know> friendly poor happy 

Sally: so some of this okay I think we need to just/ plump with an idea and work 

out how we are going to deliver that idea so I think that images are the best thing 

to do 

(3.0) 

Elisa: we could give each table an image (2nd PM, L175-186) 

 

Therefore, planning a lesson within LS made additional demands on teachers who also 

have to select case study pupils, organise pupils’ interviews and sort out logistical issues 

e.g. timetabling; cover for their own class.  In total, the planning of the IU lesson lasted 1 

hour and 29 minutes excluding the time they spent researching and preparing resources 

which took place in their own time (Dudley, 2011; Fernandez, 2003). The concerns and 
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insecurities that each teacher had already shared in the pre-LS interviews become more 

visible and negative feelings build up particularly during the first planning meeting as they 

try to overcome some of the conceptual and pedagogical issues related to IU. This stage 

seems to impact negatively on their confidence. In the video footage of the second 

planning meeting, the feeling of discouragement is palpable and there are even points 

where watching the video made me feel uncomfortable since I felt responsible for putting 

them in that situation; two of the teachers also expressed these feelings explicitly: 

  hhh < it is hard, it is really hard> I don’t think we would have ever chosen 

multicultural or Intercultural Understanding as a theme of our own would we? 

 no we wouldn’t (1st PM, L465-466)  

 

However, by the end of the two planning meetings teachers have dealt competently with 

the challenges and have successfully planned a lesson which has “gone a lot deeper” 

(Karen, 2nd PM, L316).  The measures they took in order to address the issues they 

encountered are summarised in Table 4.1 below:  

Issues in planning first 
IU lesson 

Resolution 

IU as a Pedagogical 
challenge 

• Located IU within PSHE  

• Located lesson in year 6 class 

• Broad meaning of culture; related to diversity 

• Used pictures as prompts and powerpoint 
presentation 

• Put the onus on pupils 

• Used curriculum documentation (Asia Education 
Foundation, 2005; NCCA, 2005) for inspiration and 
teaching ideas 

Assessing IU • Used a baseline activity  

• Lesson artefacts 

• Pupils’ observations and feedback 

Sensitivity of subject 
matter 

• Pupils’ work was completed in groups and/or 
anonymously 

• Open-ended activities  

• Confidentiality clause 

• Including themselves as teachers in the learning 
process  

Table 4.1: Challenges and solutions in IU lesson planning and teaching 

The insecure phase they experienced in planning and teaching the first IU lesson was 

short lived. In the first post-lesson meeting where teachers review the lesson they have 



 
 

126 

just taught, the mood is more upbeat, and the discussions regain momentum.  These 

preliminary findings and observations could suggest that engagement in collaborative LS 

has helped teachers to surmount initial difficulties and improve their confidence.  This 

point is the focus of the next section which reviews more specifically the extent to which 

engagement in LS has enabled them to develop different aspects of their professional 

learning in IU.  

 

4.2.5 Impact of LS on teacher professional learning 

The first part of this section describes how the conditions for teacher professional 

learning to occur within LS were optimised whilst the second part focuses on how their 

practice and understanding of IU teaching was impacted (Lewis et al, 2009). The findings 

have emerged principally from the thematic analysis of the post-LS evaluation meetings 

and teachers’ post-LS interviews; they also include samples of discourse analysis which 

illustrate teachers’ effective collaboration and joint knowledge building.  

4.2.5.1 Supporting conditions for teacher learning 

Teachers’ inclinations towards IU and LS 

Several features within the research design supported teachers’ inquiry into their own 

practice in relation to IU. The questionnaires and the interviews encouraged them to 

reflect on aspects of their lives which had impacted on their own intercultural 

competence and experience of IU teaching. The three teachers demonstrated that they 

were favourably predisposed towards IU teaching (Sercu et al, 2005) and also in using LS 

for their professional development. In this regard, they were aware that engagement in 

LS aimed to stimulate reflection about their current practice as is illustrated by the 

excerpt below:  

 

Karen: or is it just something that is going to make us think about the way we 

teach  

Sally: the way we teach yeah (1st PM, L269-271) 
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Preliminary research into IU 

As evidenced in the video footage of the first planning meeting, each teacher has carried 

out some preliminary research into IU prior to attending; they have read several 

documents on intercultural education (NCCA, 2005) and conducted their own research on 

the Internet.  During the meeting, Elisa refers to a document entitled “Developing 

Intercultural Understanding: An introduction for teachers” (Asia Education Foundation, 

2005) which contains teaching ideas and pedagogical advice.  Sally refers to the 

Australian framework on IU (ACARA, 2012) which she has uploaded on her iPad which 

helps her share the learning objectives of IU teaching: 

it’s a circle and it’s got Intercultural Understanding in the middle/ and it starts off 

with recognising culture and developing respect and then it’s talking about 

interacting with and empathising with other people and then finally reflecting on 

the experience and taking responsibility for/ so getting the pupils to take 

responsibility for themselves (1st PM, L40-46) 

Karen reads off her notes and questions which she has jotted down as a result of reading 

the literature on IU (video footage, 1st PM).  These notes and documents were useful in 

scaffolding teachers’ discussions and helping them move the planning forward. 

 

Effective collaboration within LS 

The effectiveness of LS on teachers’ practice has been enhanced by the fact that they 

worked well as a team including with the teacher who worked in a different Key Stage 

within the school and the student-teacher. From the outset of the planning meeting, they 

each take on different and complementary roles within the group (Gee, 2011). Elisa takes 

the lead in the meetings as organiser and chairperson particularly in the first planning 

meeting where she takes charge of the note taking; during the meeting, she rounds up 

the discussions and keeps the momentum going when they have reached a dead end or 

come across a difficulty. Karen seems to take on the role of devil’s advocate; she asks 

questions and makes comments which challenge some of her colleagues’ statements 

(Parks, 2009) 

Elisa:  because there were families around us that heard no you know that’s not 

right we’re all the same they just have different beliefs and dress in different ways 

but it-  
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Karen: are we all the same or are we all different? Isn’t that the thing that 

intercultural- 

Sally: Intercultural Understanding is  

Elisa/Sally:  it’s okay to be different (1st PM, L119-125) 

Sally keeps the topic of the discussions focused on the cultural/intercultural dimension 

which tended to be tangential on occasions.  She fulfils a more supportive role within the 

LS team evidenced by the fact that she always acknowledges what has been said 

(frequency of “yeah); she makes a lot of statements which begin with “I wonder if” which 

sparks further debate. Sally also shows enthusiasm towards her colleagues’ suggestions: 

that’s great isn’t it? (L78) and that’s quite topical as well isn’t it? (L86) 

Each teacher, including the student teacher, made key contributions which were treated 

with unconditional positive regard (Dudley, 2014).  They provided help as supportive 

colleagues at key moments in the lesson planning sessions; for example, when Sally 

seemed unclear about how to go about the discrimination activity for the second lesson 

which she was going to teach, both Karen and Elisa modelled the activity by getting into 

role (Parks, 2009).  The fact that they had collaborated well with their colleagues was 

confirmed by individual teachers in the post-LS interviews who stated that they “were 

quite similar characters” (Karen, L305) and that there was a lot of respect between them.  

They also provided positive feedback on the collaborative dimension of LS: Sally 

explained how she “enjoyed doing that kind of collaborative teaching (…) and having 

other people’s ideas” (L6-7); Karen said that it was “nice to work with colleagues” ( L37)  

and Elisa claimed that “talking it through and bouncing ideas of each other (…) gets you to 

delve deeper” (L244-247). Although expressed tentatively, she believed that working as 

part of a team had made her take risks as captured in the excerpt below: 

erm (4.0) I don’t know if I’d have been so bold as to use those pictures that were 

chosen I don’t know that’s a difficult one erm (2.0) if I were just looking at 

stereotyping (2.0) ummm not part of a team (4.0) I perhaps would not have done 

the hot seating and yet that was the most valuable thing (L216-222) 

As well as the research and collaboration components of LS, another feature which was 

used effectively by the team was the focus on case study pupils.   
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Focus on case study pupils  

As has been demonstrated in the previous sections, learners have been placed at the 

heart of teachers’ planning and discussions; they took into consideration their unique 

characteristics as well as paid close attention to ethical issues in order to address the 

sensitivity of the topic focus they had set for the lessons.  One of the main goals of 

engaging in this research was for teachers to increase their own understanding of their 

pupils’ thinking towards people who belonged to a wide range of cultures; in this regard, 

they planned a lesson which would actively and purposefully elicit learners’ thoughts and 

perspectives.  

During the taught lessons each teacher-observer sat close to the group which included 

the case study pupil they had been allocated.  As the lessons unfolded, they made 

detailed notes in writing as to how the pupils responded physically and verbally to the 

teaching activities and in how they interacted with their peers, in a fashion similar to a 

running commentary.  A sample of a teachers’ notes is represented in Appendix 7.29 

P.241. As the lesson drew to an end, they carried out interviews with the case study child 

in order to gather their feedback on what they had just been taught.  As well as asking 

the interview questions which had been set by the team, each teacher included queries 

which were more individual to the pupil whom they had observed. Of the three case 

study pupils who were selected, two (Liam and Adya) were able to articulate their 

thoughts clearly about the elements of the lesson which had had the most impact on 

their own understanding. As well as access to specific pupils’ data including observations 

and their feedback in post-lesson interviews, teachers had also gathered information 

about the whole class; this comprised lesson artefacts such as pupils’ work samples as 

well as learners’ one-off comments which could be triangulated with case study pupils’ 

feedback and more general teachers’ observations of the taught lesson. Thus, instead of 

relying on anecdotal evidence of pupils’ attitudes towards cultural diversity from their 

previous teaching experience, teachers were able to gather concrete evidence upon 

which they could base their post-lesson discussion and evaluation of the quality of their 

teaching (Cajkler et al, 2014; Dudley, 2013; Fernandez et al, 2003) as is explained more 

fully in the next section. 



 
 

130 

4.2.5.2 Outcomes of teacher learning within LS 

Guided by Lewis’s pathways to learning (2006) this section reviews the extent to which 

engagement in LS enabled teachers’ IU practice to develop both at an individual and 

collective level. In the post-evaluation meeting teachers were able to make use of 

extensive evidence which had been gathered during the taught lesson in order to assess 

the quality of their teaching. Some of the most salient comments which were reported by 

the LS team and reflect pupils’ thinking are embedded in the next section. 

 

Increased knowledge of pupils 

As teachers jointly reviewed the evidence in the post-lesson discussions, they were able 

to gain insightful glimpses into their pupils’ minds which impacted on their own 

understanding.  Particularly, they experienced a feeling of shock in discovering that a lot 

of their pupils held misconstrued views of people from diverse backgrounds. Images 

which depicted individuals who looked different from themselves in terms of their 

ethnicity, dress and general demeanour i.e. Goth, African lady and Sikh man, attracted 

more negative comments compared to the pictures showing white “normal” looking 

individuals. They also noticed that their pupils had very confused notions of religion, and 

gaps in their knowledge of different religions.  On the pictures they attributed the label 

“Christian” to “White” individuals (Maylor et al, 2007). Adya who was Hindu, had tried to 

challenge her peers in this regard and shared the fact that where she prayed “there (was) 

a chap with ginger hair and white teeth”.  However, the teacher-observer noticed that 

she was not encouraged to expand on that piece of information by her peers. Instead, 

she felt silenced as reported by the teacher below: 

(…) she said because I was not really confident of what I wanted to say and some 

people in the group would say shut up and some people talking over me (Sally, 

Post-Lesson meeting, L113-114) 

They observed that this issue was also relevant to other pupils from different religious 

backgrounds, Greek Orthodox or ethnicities who did not seem comfortable vocalising 

beliefs and sharing their own knowledge.  In order to deal with the range of concerns 

which teachers uncovered through teaching the first lesson, they made several changes 

in the second lesson. They devised a social experiment activity in order to give their 

learners an experience of discriminatory practice. They also changed the organisation of 
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pupils’ groups (see Appendix 7.27, 2nd lesson plan, p.238) in the light of the fact that 

some pupils’ voices were suppressed by their peers. Although they used the same 

resource for the main activity, they changed the emphasis from group discussions to 

individual written comments in order to give pupils a chance to record their thoughts.  

After the second lesson, the LS team had access to multiple data sets which informed 

them whether their teaching had had an impact on pupils’ learning; this point is 

developed in the next sections which explore the extent to which teachers’ professional 

learning was enhanced. 

 

Increased knowledge of instruction 

The subject matter triggered “a lot of debate between multicultural and intercultural” 

(Elisa, post-LS int, L5).  In this regard, articulating a terminological distinction between 

“intercultural” and “multicultural” seemed particularly useful in deepening teachers’ 

conceptual understanding of IU as well as giving a common direction to the planning of a 

lesson which focused on exploring the “interpersonal as in kind of delving within the 

person (Elisa, post-LS int, L6) rather than factual knowledge of another culture.   

As well as developing a clearer view of their pupils’ thinking of diversity, they had 

conclusive evidence that the pedagogical approaches and teaching activities had been 

effective in increasing pupils’ awareness. One case study child, Liam, reported in the post-

lesson interview that “he had changed” (Final meeting, L47) as illustrated by his comment 

“if you are different it doesn’t mean you are different we’re all the same one family it 

made me think differently about my judgements” (Elisa, last EM, L65-67).  In the post-LS 

interviews, two of the teachers reported on the hot seating activity as being particularly 

effective: 

 one of the smallest elements of the first lesson seemed to have the biggest impact 

(Sally, post-LS int, L144-145): 

we don’t necessarily appreciate that a little thing like hot seating can make them 

feel a bit differently about something I don’t know I was surprised so I don’t know 

so (Karen, post-LS int, L23-25) 

 

As a result of observing and listening carefully to pupils’ comments during the taught 

lessons, one of the teachers seemed to have a light bulb moment.  She reported how one 
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of the pupils’ spontaneous comment in the class had been key to helping her understand 

the “nugget” of IU teaching as shown in the following exchange:  

ST: yeah it was also interesting they said, I think it was Anna ((year 6 child)) what 

you think about someone straight away you can’t help it but it is important not to 

say it to them we all make assumptions about people but I suppose then you don’t 

go out of your way to say it  

Sally: so that’s kind of where we’re trying that’s the nugget of what this is about 

isn’t it how how do you teach a child that fact? Where do they get that level of 

understanding? So why is it that Liam and Anna (year 6 pupils) would have that 

kind of understanding that yes we do all make snap judgements but it’s important 

not to say those things actually that’s quite one place on the spectrum isn’t it the 

other place on the spectrum (Post-lesson meeting, L201-209) 

 

Elisa also commented that the findings from the lesson “became quite a revelation and 

very interesting” (post-LS int., L14-15) especially with regard to how pupils’ behaviours 

changed: 

 “there were points where (they) could see them almost thinking quite 

deeply - I know I’m not supposed to say this” (L16-18).  

 

Improved teacher confidence 

In the early stages of the planning meetings, the three teachers were unsure about some 

aspects of IU but once the first lesson was taught, they seemed more confident and 

enthusiastic which contrasted with earlier findings. By that time, they had evidence that 

their lesson had been effective in impacting on pupils’ thinking and attitudes.  Teachers 

were very animated in the post-lesson discussion as they designed the lesson content for 

the second lesson which included a social experiment in discrimination; they rehearsed 

the instructions out loud and got into role (Dudley, 2015; Parks, 2009).  In the second 

lesson planning meeting they also relied less on the documentation; by that stage they 

had collected a lot of classroom materials to be discussed and had more knowledge at 

their finger-tips. Although they still went through a complex process, it only took 40 

minutes to plan the second lesson instead of 1 hour and 29 for the first.   

 

However, as well as yielding positive findings, teachers uncovered a new pedagogical 

challenge in children “not wanting to be seen differently” (Elisa, final meeting, L185) 
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which could subsequently affect the way they would use children from other cultures and 

religious groups.  They found out that some of the pupils who were from different 

backgrounds preferred to fit in the dominant norm rather than attract attention to their 

difference. In this regard, teachers were aware that asking pupils to explain different 

beliefs could “backfire” (Final meeting, L209) as they would be perceived “as completely 

weird” (Final meeting, L216) compared to those taught about the Catholic religion.  This 

led them to reflect critically on the provision of intercultural teaching within their own 

professional context. 

 

Critical reflections on the current provision of IU teaching 

The findings prompted them to reflect on the provision of IU teaching within their own 

school which they described as “very insular” (Karen). The RE curriculum and teaching 

materials seemed to narrow down learners’ understanding of diverse religious practices 

and home cultures in providing them with just one way of thinking: 

 in RE as an example of children getting on in a warm friendly environment cos it’s 

not always like that (Karen, pre-LS int., L37-38) 

Based on some of the pupils’ comments (see Appendix 7.30, pp.242-243), they reflected 

on the fact that whole school events which intended to provide an experience of another 

culture to children may have inadvertently created or reinforced stereotypical 

perceptions.  This is illustrated by the extract below as teachers report the comments 

written by pupils about the picture of the black woman:  

Elisa: she’s a tea farmer or a banana seller and she’s poor she’s a mother in Kenya  

Sally: but they didn’t say why she’s poor  

Elisa: no and she’s a dancer/ so whether when we’ve had African dancing they’re 

associating that kind of traditional costumes as that (Post-lesson meeting, L143-

146) 

In the final evaluation meeting, all three teachers concluded that they did not “give them 

enough exposure every day” (post-lesson meeting, L242) and needed “to do quite a lot on 

intercultural” (L796). They discussed how they could improve their own practice in order 

to redress children’s misconceptions of other cultures and faiths.  They emphasised the 

need for learners to have intercultural interactions and “talk to real people from different 

cultures” (Sally, post-LS int, L341) which would include exposure to different accents and 
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dialects. They also pondered whether in their teaching, they should explore differences 

rather than commonalities between people: 

Elisa:  we’ve always gone there (Link school through community cohesion link) to 

look at the similarities (…) but actually should we be exploring the differences (…) 

are we closing them if we don’t (post-LS int, L382-396) 

By the end of the study, Sally claimed that the findings had changed (her word) her “to 

have a think about how we introduce that difference into what is predominantly a samey 

type of environment” (Final meeting, L342-343) and Karen wondered what she “could 

perhaps do with them next term some kind of homework activity next term to prepare 

them to talk about themselves and the things they believe in” (L111-115).  In order to 

compensate for their limited understanding and the lack of easy access to people who 

represent different cultures and faiths within the local context, teachers mentioned using 

videos and authentic materials.  However, as is seen in the next section, they mentioned 

further barriers in making IU a systematic part of their practice.  

This section reported on the evidence which demonstrates that specific features of LS e.g. 

research component, collaborative lesson planning and joint discussions about pupils’ 

learning, have helped teachers develop their professional learning in IU teaching. 

However, in the final evaluation meeting and particularly in the post-LS interviews, 

individual teachers report on factors which hinder the provision of quality IU teaching, 

and highlight further challenges in conducting IU-related LS. 

4.2.6 Barriers to IU teaching within LS 

By the end of the study, teachers have gone full circle as they reflect on their experience 

of Lesson Study and report on the findings from their research. Several challenges which 

they had mentioned in the early stages of the research process are reiterated in the final 

interviews as well as new issues which emerged over the course of their inquiry; these 

have become more tangible as teachers can relate them to a lived experience. 

4.2.6.1 Limitations within LS 

Although findings from the thematic analysis suggested that teachers’ professional 

learning had improved, in the post-LS interviews teachers express several reservations as 

to whether participation in LS has enabled them to develop their professional learning in 
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IU. This point was corroborated by Karen who wondered whether she had acquired any 

transferable skills and knowledge:  

.hhmmmm  I’m not sure whether we were looking at I suppose we were looking at 

learning but it was more attitudes …) do you know what I mean so I don’t know I 

don’t know whether I’ve picked something from it that I can take to another 

learning environment  (L12-16) 

This contrasted with her previous engagement in LS which had transformed her practice 

in the teaching of mathematics.  In this regard, she expresses a preference for traditional 

forms of professional development e.g. external courses which are more expedient in 

providing concrete, ready-to-use teaching ideas and resources and talking and sharing 

ideas with colleagues during “coffee breaks and lunch breaks” (Karen, L55).  Since courses 

are delivered by experts who have had the time to research “maths problems or 

intercultural education” (L335), they can pass on their knowledge as opposed to non-

specialist teachers engaging in LS who may only scratch the surface of the subject:  

you’re somebody who spend all their time then saying have you tried that try that 

we’re trying to come up with ideas just from the three of us (…) without the in-

depth knowledge/aren’t we (Karen, L336-339)  

Although there is evidence that the three teachers collaborated effectively throughout 

the process, they reported on several features of LS which they found unnerving.  They 

felt the pressure as the designated teacher “to deliver what the group had planned” 

(Sally, L263-264). Normally, within LS observers should not “help” the students or the 

teacher during the lesson, as the purpose is to observe the implementation of the lesson 

as planned. This was recognised as a challenge by teachers who were eager to intervene 

in their pupils’ learning when they could see them struggling or when the activity did not 

go as anticipated, as stated by Elisa: 

 it was still quite hard not to be tapping ((tapping noise on table)) into the group I 

did find myself saying but why then why but I thought no you’re not supposed to 

be involved you’re supposed to be on the periphery so it was kind of quite hard to 

shut myself off (…) cos I was thinking I’m not getting anything here so (L282-287) 

Not supporting pupils’ learning as the lesson unfolded proved challenging as this 

approach runs counter to teachers’ standards and the performative culture of schools 

which require that teachers offer timely and appropriate feedback so that the majority of 

pupils have made progress by the end of the lesson. Therefore, teachers felt under 



 
 

136 

pressure to support learners rather than let them develop at their own pace. Additionally, 

they were unsure whether the teaching had made a real difference to their pupils’ 

learning or whether they had been successful in teaching “them anything about each 

other” (Sally, L55) or moving them “on from point A to point B” (Sally, L21). Teachers 

were aware of the need to make guarded speculation about some of their pupils’ 

comments in the interviews, and wondered whether children in the class had taken the 

task seriously since some of their comments were flippant and contradictory as 

illustrated by Elisa’s question to her colleagues: 

so do you think our lessons had an impact on them or do you think they’re just 

saying what we want to hear from them? (Final meeting, L295-296) 

A further challenge pertained to the fact that the quality of pupils’ interviews varied 

considerably and one of the 3 case study pupils they had selected had little to contribute 

in the interview about the lesson. The child may have felt intimidated in being singled out 

especially since he was not interviewed by his regular teacher.  

Therefore, several factors limited both teachers’ learning and that of their pupils.  Other 

issues which they had mentioned in the pre-LS interviews also remained unresolved by 

the end of the study. 

4.2.6.2 Unresolved issues related to the subject matter 

Although participation in the project encouraged the three teachers to reflect on the 

meaning of IU, they were aware that the density and breadth of the subject matter 

required “a set plan for a good few weeks to develop this” and they “kind of jumped in (…) 

at one level as well” (L83-86).  This was also mentioned by Sally: 

“the topic matter was quite challenging to us in terms of trying to work out what 

we were actually teaching the children as opposed to what we were learning from 

them as opposed to assessing what their thoughts and feelings were about other 

cultures” (L7-10) 

The lack of specificity of the subject matter resulted on their IU lesson developing 

organically which seemed to create further insecurities as explained by Karen: 

  “There’s a lot (…) you don’t know where it’s going til it’s got there so we didn’t 

know how it was going to turn out from the first lesson to the second lesson (L67-

69) 
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Teachers pointed out a dearth of specific guidance in relation to “multicultural education 

for children” (Karen, L458-459) and that the suggestions they did find tended to be 

superficial and tokenistic in focusing on festivals e.g. Diwali. They commented that the 

information “was very general and (…) covering all age groups” (Karen, L446); that it 

could help them teach “children about other cultures” (Sally, L104-105) but did not 

provide guidance on how to encourage children to change their views or develop 

intercultural attitudes, which was most important in their view. 

4.2.6.3 Competing pressures 

The fact that teachers have to cover an already overloaded curriculum means that they 

have little time to devote to IU. This was cited as a major barrier by all teachers and is 

captured in Karen’s explanations.  She feels that “there are so many issues that you’d like 

to tackle in the classroom that it’s one tiny little thing it’s one small element of/our 

teaching” (post-LS int, L38-39) and pointed out that they: 

 “are very much led by the curriculum and the curriculum focuses aren’t we/and so 

you tick off your French you tick off your science  (…) and oh we’re doing RE and 

now we’ve got to do Judaism it becomes just things that you do (post-LS int, L219-

223) 

The focus on one religion in the school also seems to limit opportunities for teachers to 

explore topics in more depth. Although the RE curriculum contains units of work on world 

faiths, they state that the study of other religions is “slightly watered down because you 

don’t go into depth” (Elisa, pre-LS, L49). This has a detrimental effect on teachers’ 

competence as illustrated by Karen and Elisa who were able to compare their current 

experience with working in non-faith schools.  They explain that not teaching about other 

faiths over a sustained period of time leads to them feeling de-skilled: 

 “I’ve not taught it for quite a while probably I remember doing the Rama Sita and 

all the Hinduism stuff so I feel I’ve lost some of that experience because we don’t 

teach this in as much depth” (Karen, pre-LS int, L113-116) 

 

4.2.6.4 Contextual barriers 

In the post-lesson discussions, teachers shared a lot of reflection about the formal and 

informal learning processes that are involved in the development of Intercultural 
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Understanding.  They reflected on the socialisation process (Byram, 1997; Byram et al, 

2002; Byram, 2008) and the external influences which can impact negatively or positively 

on pupils’ Intercultural Understanding - the power of the media and of significant others 

e.g. parents, grandparents, as well as the school context and curriculum.  They 

commented that these are powerful influences even though as stated by ST, attitudes 

seemed to have improved compared to previous generations: 

ST: I don’t know with older generations as well especially grandparents I 

find some can be more racist in terms of feelings towards other cultures or 

other where they’re from 

Karen: hm  

Elisa: because it was acceptable wasn’t it? 

ST: yeah  

Elisa: wasn’t it? (Final meeting, L328-334) 

They reflected on the impact of being brought up in a predominantly white environment 

where opportunities to see and interact with people from different ethnicities are 

limited.  As well as restricting their experience of difference which can lead to 

stereotypical views e.g. Sikh men being market stall holders, the negative effects can 

result in a “fear” of the other, as illustrated by the following excerpt: 

I remember xxx ((teachers’ own child)) being quite scared sitting next to a 

black person on a bus (Post-lesson meeting, L219-220) 

 

4.2.7 Recapitulation on the findings from school A 

This section reported on the evidence which demonstrates that engagement in 

collaborative LS has impacted positively on teachers’ professional knowledge of IU 

teaching.  Every teacher gave positive feedback about their participation in Lesson Study, 

which resulted in “quite deep discussions among the group (…) about the process of 

teaching” (Sally, post-LS int, L42) and “good ideas on how to get children to empathise 

with how it would feel to be different” (L36).  More particularly, they valued the 

opportunity to involve case study pupils in the learning process and the way it formalised 

the observations of key members of the class. In shedding light on pupils’ thinking of 

other cultures and in throwing into relief the dynamics within pupil interactions, the 

findings were particularly useful in informing teachers’ practice.  It also raised their 
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awareness of the complexity and sensitivity involved in tackling IU at a deeper level and 

the need to use suitable pedagogical strategies. On a more negative level, it made them 

aware of several barriers within the broader context which may hinder future 

developments and efforts in IU teaching.  They were also cautious in their evaluation of 

LS and its effectiveness in supporting their professional learning for reasons which are 

revisited and discussed further in the discussion chapter.  The findings from the second 

case study school, School B, which are reported in the next section, will be interesting in 

illuminating the similarities and differences between the two LS teams as they approach 

the intricacies of IU teaching.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 
 

140 

4.3 Findings from the second case study school - School B 

I start this section by providing information about the school and the two participants, 

Kayla and Zoë, in order to set the scene for the second case study. This is followed by a 

section on the influences which have shaped their intercultural competence and their 

current practice in IU teaching. The third part reports on the steps the two teachers have 

taken within LS to design a stand-alone IU lesson and highlights some of the challenges 

that they have encountered during the planning process.  Section 4.4 focuses on aspects 

of teacher learning which have been enhanced by their engagement in the research 

project and LS process in relation to IU teaching.  In the last section, the factors which 

were reported by the two teachers in the post-LS interviews as facilitating or hindering 

their professional learning and IU teaching are presented.   

 

4.3.1 Setting the scene 

Description of the school 

The second case study school is located in the same town as the first case study school.  It 

is a mainstream state community school with 407 pupils on roll from the ages of 4 to 11 

making it a larger than average primary school; it has a two-form entry per year group, 

with 30 to 34 pupils per class.   The school is non-denominational, with a below average 

number of pupils who qualify for Pupil Premium, that is “additional funding for those 

pupils who are known to be eligible for free school meals, children from service families 

and those children who are looked after by the local authority” (DfE, 2014). The children 

are mostly from white British backgrounds and the number of pupils who speak English as 

an additional language and/or come from other countries accounts for less than 4% of 

the school population, which is well below the national average (DfE, 2018).  The head 

teacher supported this research into IU on the premise that fostering Intercultural 

Understanding in pupils can make a positive contribution to the school ethos (School B, 

Q1; personal communication Nov. 2013).  The questionnaire and interview data indicated 

that intercultural aspects of the curriculum are addressed in day-to-day teaching, in a 

range of subjects e.g. music and languages and in whole school events e.g. assemblies, 

cross-curricular events as well as homework assignments; this is much in line with the 

way other schools in the area promote IU as was explained in section 4.1. 
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The LS team 

The LS team comprised two qualified primary teachers. When the research was launched 

in January 2013, Kayla was in her second year of teaching with a responsibility for ICT 

(Information and Communication Technologies) whilst the other, Zoë, was a Newly 

Qualified Teacher (NQT) in her first year of teaching.  They both taught parallel year 4 

classes in lower KS2 comprising pupils who are 8 and 9 years of age and shared the same 

PPA (Planning, Preparation and Assessment) time on Thursday afternoon, in order to 

mark pupils’ work and discuss weekly plans.  This facilitated the implementation of the 

project since they could plan and review the LS lessons during their working day. The two 

teachers completed the questionnaires in their own time; these were followed by the 

pre-LS interviews which took place in their non-contact time.  The two teachers taught 

the same lesson to each of their year 4 classes within a single LS cycle (Dudley, 2011) and 

their post-lesson discussions centred on reporting their observations of one case study 

pupil from their own class.  

In order to build a more holistic profile of the two participants, the next section examines 

the influences which impacted on their intercultural competence. These have emerged 

from the thematic analysis of the pre-LS interviews which encouraged teachers to share 

autobiographical information and describe episodes which had been significant in 

shaping their intercultural conceptualisation and orientation (Council of Europe, 2009).    

 

4.3.2 Influences on teachers’ intercultural-teaching-competence 

The next section reports on the information teachers shared about their own lives and 

experiences which have shaped their intercultural competence and dispositions towards 

IU teaching.   

4.3.2.1 Intercultural competence of individual LS team members 

Zoë 

As well as having received a “white Irish Christian Catholic upbringing” (pre-LS int., L55-

56), Zoë reports on several significant experiences that have affected her intercultural 

competence.  The first pertains to going to New Zealand over a period of 4 months as an 
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independent traveller prior to embarking on her university studies; she claims that “being 

immersed in a completely different culture meeting people from all over the world (…) 

was a shock to the system initially” (L61-64) but that it had enabled her to develop her 

understanding of other cultures as well as to increase her confidence to ask questions 

and talk about difference. The second event is related to her moving from Ireland to a 

diverse community in northern England where she attended teacher training and worked 

as a youth worker with teenagers who were mostly from African backgrounds. Although 

she assumed that talking “about differences (…) (was) an elephant in the room” (L68-69) 

when she first moved out of the area where she was brought up, she states that having 

the opportunity to interact and communicate with people from different cultures had 

changed her way of thinking and had given her confidence.   

 

Kayla 

The biggest influence on Kayla’s intercultural competence is linked to her early schooling 

experience as she attended a multicultural primary school located within a very diverse 

community.  In the extract below, she reflects on the impact of being a white British child 

who was immersed in a multicultural environment where different cultural practices 

constituted a normal part of day to day school life: 

 so in primary school I was one of the few white children at my school and I think 

while other children had potentially dressing up boxes with princess dresses and 

stuff like that I dressed up in saris and those kind of things and learnt how to do 

traditional Indian dances rather than folk dancing and things like that and it’s just 

(…) I used to be able to speak Hindi (pre-LS int.; L123-128) 

She is able to contrast her primary school years with her secondary education which took 

place in a predominantly white British rural area. In the following extract she reflects on 

her level of intercultural competence which has changed as a result of having less 

intercultural interactions: 

I guess (…) the only thing I ever thought was sadness about losing the touches; as I 

said I used to have a basic understanding of Hindi it was completely gone having 

being part of that world and having all those different cultures open to me there 

was a sadness that those doors were shut (L170-175) 
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In her new school setting, she also witnessed incidents that opened her eyes to the 

existence of prejudice and commented that “racism was quite rife” (L135): 

it was such a no what that’s ridiculous why would you even think because you’re 

white that you’re superior or anything like that so I do remember having that 

moment when I went off to high school (L138-140) 

In this section, I have reported on several events in Kayla and Zoë’s lives which explain 

how they have developed their intercultural competence and positive attitudes towards 

IU teaching as is evidenced in the next section.  

4.3.2.2 Impact on teachers’ intercultural teaching practice 

Both teachers are keen to address IU in their teaching in order to broaden their pupils’ 

view of the world, especially in an area in which there are low levels of diversity and few 

opportunities to interact with people from diverse backgrounds: 

 I think (…) that is it is important that children especially in small rural communities 

like this that aren’t generally exposed to other cultures and other ideas (Kayla; 

L240-242) 

In their teaching, they describe how IU can fit in different curriculum subjects e.g. 

geography, English and in SEAL (Social Emotional Aspects of Learning) where pupils are 

taught generic values of how “to be accepting of all those we may not agree with but we 

can still be friends with people” (Zoë, L174-175).  They explain how they include an 

intercultural dimension within topics and design “bright and colourful” (Zoë, L222) 

activities in order to present the positive side of other cultures.  This creative approach to 

teaching is illustrated further by Kayla who organised a unit of work on the rainforest and 

life in a South American country, combining ICT with geography. According to them, their 

role in IU teaching is to actively involve the children in their learning and bring 

“experiences to life rather than just (the teacher) telling the children about them” (Kayla, 

L404). IU teaching also relates to dealing with pupils’ misunderstandings as they arise. 

They are keen to dispel pupils’ negative attitudes about other cultures and beliefs and 

provide reassurance to those who have been offended by other pupils.  They view using 

pupils from different cultural backgrounds in the class as a rich source of information not 

only in order to make the learning more genuine to other learners but also to 

compensate for gaps that they may have in their subject knowledge as is evidenced in the 

next extract: 
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“we also did a poetry unit around Diwali which was really nice for the Hindu girl in 

my class who was able to contribute everything to that lesson cos we said I don’t 

know that much about Diwali certainly not as much as you would have been 

taught at home so she brought in her Mum let her bring in lots of things from 

home and candles that they’d made photos of the celebration that they went to” 

(Zoë, L188-193) 

Both teachers have developed a vision of IU teaching and are keen to stimulate pupils’ 

interest about other cultures.  According to Kayla, teachers’ own Intercultural 

Understanding has to be quite high and they should not have “any pre-conceived notions 

about where that child was coming from what their religion would be just have an 

awareness of what their society used to be like” (Kayla, L151-153).  For Zoë, this entails 

helping pupils to understand that talking about differences does not mean “pointing out 

that they’re negative” (Zoë, L295); it involves normalising diversity in children’s lives as is 

illustrated in the excerpt below in relation to the characters from a story:  

 the girl from our story had a complicated name  they sort of giggled nervously 

about it to start because it’s a different name (…) and then after two days they 

were just using it was just the girl’s name from the story the same as Kate and Jo 

or Bill so they did get used to it” (Zoë, L368-373). 

However, they also mentioned areas of IU teaching where they feel more challenged: Zoë 

explains that she is less confident teaching “about the religious diversity” (L260-261) and 

Kayla describes how she lacks the knowledge and the resources to apply IU to every area 

of the curriculum: 

So Diwali and poetry was a lovely link to make anyway but if somebody said to me 

my next literacy unit is stories with issues and dilemmas now I wouldn’t think to 

make that story from another culture but actually that’s because I don’t know any 

(L385-388) 

The evidence which was presented in this section shows that both teachers have 

developed good levels of intercultural competence and view IU teaching as essential in 

order to foster pupils’ Intercultural Understanding.  They state that they feel confident 

and competent in tackling IU formally and informally with their pupils in their daily 

practice.  As they engage in the next stage of the research, they have the opportunity to 

carry out more targeted research into this aspect of the curriculum and to design a lesson 

that specifically focuses on IU as an object of learning (Lee, 2008). 
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4.3.3 Preparing to teach IU within LS 

The two teachers met as an LS team on three separate occasions in order to plan their 

first IU lesson for their pupils who are 8 and 9 years of age.  They followed the stages 

expounded within Dudley’s LS framework (2011) and completed a cycle of two lessons. In 

this section I report on the steps they took in order to create an IU lesson from scratch.  

4.3.3.1 Setting the rationale for the IU lesson 

The rationale for the IU lesson emerged over the course of teachers’ planning discussions.  

There seemed to be a tacit understanding between the two teachers about the 

underlying principles of IU teaching which were related to tackling learners’ 

misconceptions and stereotypical perceptions of people from different ethnic, religious 

and cultural backgrounds. The impetus to engage in more targeted research into IU came 

from noticing that some of her pupils were uncomfortable talking about difference e.g. 

using the word “black”, and pupils not being “entirely sure what they were allowed to ask 

or allowed to say” (Zoë, pre-LS int, L338-339) about different cultural traditions e.g. 

Diwali.  Both teachers agreed that their IU lesson should aim to encourage open 

mindedness and critical thinking about stereotypes e.g. “everyone in Africa (was) starving 

poor” (Kayla, 1st PM, L64). These aims are encompassed in the extract below: 

maybe we can attempt to eliminate many of the preconceived notions that these 

kids come to any kind of projects like this with and emphasise the idea of having 

an open mind when you go into this and don’t think that you know everything 

about it because you’ve seen some TV programmes about one place in one of 

these countries (Zoë, 1st PM, L447-451 ) 

These initial thoughts guide the decisions they make about the lesson content which is 

described in the next section. 

4.3.3.2 Planning the Lesson content 

The teachers’ first step into the lesson planning consists of finding a teaching idea that 

would be “a good introduction to cultural understanding” (Zoë, L4-7) since their pupils are 

new into Intercultural Understanding. They use the document “Intercultural Education in 

the Primary School” (NCCA, 2005) and review several activities. With regard to the first 

suggestion linked to the story of Pocahontas, the two teachers have different views in 

how it can be taught to the class; according to Kayla, it is “one of the most harrowing 
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stories” (L10) that she has ever heard whilst for Zoë, the theme has potential in terms of 

exploring pupils’ perceptions of native Americans. Since Kayla prefers to project a positive 

image of diversity from the stand point of “one happy culture” (1st PM, L86) because of 

the young age of their learners, Zoë refers to another teaching idea from the document. 

This entails comparing countries which would give them an opportunity to address a lot 

of learners’ misconceptions of other cultures. On Zoë’s further suggestion that they could 

link this activity to what other countries have given them, Kayla expands on the idea as 

shown in the excerpt below: 

we could look at how to start off with this we could think about how the countries 

how our English traditions are affected erm by other cultures so we could look at 

like to start off with like a normal child’s day they wake up they get changed from 

their pyjamas - pyjamas is like an Indian word (Kayla, L88-91) 

The learning objective becomes more focused and relates to helping pupils understand 

how different cultures have influenced British culture.  They decide to devise practical 

hands-on activities using real objects that children would plot on a world map according 

to their origins. They are keen to make the learning fun for their learners and for 

themselves as is illustrated by the extract below:  

Zoë: we could bring some food in because you did that oh what was it called/ the 

Indian sweet  

Kayla: oh erm barfi 

Zoë: yeah we could do stuff like that because they’d really enjoy that I’d really 

enjoy that (1stPM, L132-136) 

 

Once they have produced an outline of the first lesson, they explore other teaching 

activities which could be used for the second lesson.  Because they did not have any 

previous experience of using LS and only a short induction into LS in a meeting, they 

started to plan three separate lessons.  However, the three different lessons were 

organised within a sequence and shared an overarching goal which in this sense, 

constituted a cohesive unit of work2. The lesson planning process was supported by 

teachers’ use of the Irish document (NCCA, 2005) which contained a wealth of teaching 

ideas and pedagogical approaches, as well as by Internet searches.  In order to make the 

                                                           
2 In order for them to adhere to the LS format which entails focusing on a single lesson in more depth, I sent 
them a reminder (quick guide to Lesson Study – Appendix 7.18, p.222) to put them back on track along with 
the suggestion that they could teach the revised lesson to the parallel year 4 class.  
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learning focus relevant and accessible they used children’s daily routines as a starting 

point (Appendix 7.31, p.244, 1st lesson plan) and devised age-appropriate activities in 

order to make the learning interactive. Another integral aspect of planning within the LS 

process is the selection of case study pupils who help teachers focus intensely on the 

teaching and learning rather than the individual teacher. 

4.3.3.3 Selection and interviews of case study pupils 

Both Kayla and Zoë placed their pupils at the centre of the planning process from the 

outset. In the pre-LS interviews, they referred to the knowledge that they had acquired 

about the learners in the school as well as their individual classes which helped them set 

a rationale for their lesson and guided their decisions in terms of the content. Within LS, 

following Dudley’s model (2011), this focus on pupils is strengthened further based on 

the premise that teachers can gain a clearer view of the impact of the teaching on 

learning.  In order to achieve this, they have an opportunity to predict, observe and 

evaluate case study pupils’ responses and learning behaviours to the taught lesson.  Once 

the two teachers, Zoë and Kayla, had recorded the information about the lesson in the 

planning grid (p.244), they went through a stage of selecting a case study child for each of 

the two lessons to be completed within the LS cycle. The criteria for selection were 

related to the children’s academic ability i.e. middle to higher ability, level of articulacy as 

well as their personal qualities.  For the first lesson they chose a girl called Lily and for the 

second a boy called Jordan3. They then made predictions about her/his reactions to the 

teaching activities which they recorded on the plan; this stage ensured that not only did 

the designated teacher have a clear understanding of the lesson sequence but also that 

the teacher-observer knew exactly what to observe during the taught lesson. As each 

teacher taught their own class, their colleague annotated the lesson plan (see Appendix 

7.32, p.246 for example of annotated plan) and gathered individual pupils’ feedback in 

the interviews. This constituted valuable data which guided their post-lesson discussion 

and helped them adjust their practice accordingly.  

The LS process also entails that they conduct interviews with each case study pupil in 

order to gain learners’ thoughts on the lesson. As well as “forcing” teachers to view the 

lesson from the child’s perspective, preparing the pupils’ interviews encouraged them to 

                                                           
3 Pseudonyms were used for the two case study pupils 
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examine their lesson plan closely and to bring precision to what they wanted their 

learners to achieve. The following extract from the discussion between Zoë and Kayla 

exemplifies this point:  

it depends our objective is to recognise the diversity and influence (…)/ it’s just to 

show an awareness (…) that things in our culture are not necessarily from our 

culture, we’re impacted by other cultures (Preparation of pupils’ interviews) 

 

After each lesson, teachers had access to ample data which enabled them to evaluate the 

extent to which their teaching had impacted on learners’ learning. Before developing this 

point further in section 4.3.5, the next section reports on some of the challenges that the 

LS team encountered as they engaged in the planning and teaching of an intercultural 

lesson.   

4.3.4 Challenges in planning and teaching IU 

The stanza analysis indicates that the planning of a discrete IU lesson took place quickly 

and swiftly and that both Kayla and Zoë “were pretty confident rolling with it” (Zoë, post 

LS int., L380-381).  However, the thematic and discourse analyses uncovered a few issues 

that they had to overcome. 

4.3.4.1 IU as a teaching object 

Since it was the first time that teachers planned a lesson which specifically contained an 

intercultural learning objective, they stated that they “both sort of felt in the dark” (Kayla, 

post-LS int, L70) in relation to the concept of IU. At various points in the planning process, 

they express uncertainties with regard to the concept of IU.  One of the queries related to 

whether IU could stand on its own as a discrete object of learning or had to be integrated 

within other curriculum subjects:  

Is it interculturalism or more Geography? I guess it’s the culture embedding in our 

culture isn’t it? (Kayla, 1st PM, L209-210) 

This was further confirmed as being an issue in the post-LS interview when Kayla 

explained that the “initial idea of teaching Intercultural Understanding as a thing on its 

own was challenging and figuring out what that meant” (L131-132). She explained that 

this was linked to the fact that they had “never specifically taught children that with an 

Intercultural Understanding lesson objective” (Kayla, post LS int, L72-73).  Moreover, this 
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challenge became apparent in the video footage of the meetings as they had to devise a 

lesson which was unique to their pupils. They hesitated in formulating a learning 

objective since the lesson was inspired by but was not a replication of a plan which was 

suggested in the NCCA document (2005).  Another issue which caused them a challenge 

was the fact that they participated in a formal research project.   

4.3.4.2 Participation in a research project 

Perhaps the most difficult challenge was not so much related to planning lessons for their 

pupils but seemed more to do with taking part in a research project.  Even though they 

were very interested in the subject matter, the formality of the research process which 

involved being “observed” as they were recorded seemed to cause them some anxiety. 

Indeed, both teachers reported that they felt nervous in the post-LS interviews. 

Consequently, the recordings include a lot of laughter as well as dramatic interludes and 

voices which could indicate that teachers needed to release some tension.  This may be 

due to the fact that both teachers were quite new into teaching at the time of the study 

and had been volunteered by their head teacher which made it difficult for them to 

refuse.  

However, as is shown in the next section, this issue did not impair their engagement in a 

process which triggered deep reflections about IU and their intercultural teaching 

practice. 

4.3.5 Impact of LS on teacher professional learning 

This section focuses more specifically on what teachers have gained from participating in 

LS and the research project.  Drawing on the thematic analysis of the evaluation meetings 

and post-LS interviews, I report on the extent to which principles of LS have been applied 

and aspects of teachers’ professional learning which have been impacted upon (Lewis, 

2009).  

4.3.5.1 Supporting conditions for teacher learning 

Research into IU 

Prior to planning their first lesson jointly, there is evidence that teachers have read some 

of the documentation which had been provided in the induction meeting in order to 

clarify their understanding of the meaning of IU and find teaching ideas.  During their first 
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planning meeting, they refer continually to the document on intercultural education 

(NCCA, 2005) which is a good source of information and ideas; they also use the Internet 

in order to fill gaps in their factual knowledge e.g. cultural origins of different types of 

food.  Reading the literature on IU seems to have impacted positively on their conceptual 

understanding of IU which they try to make clearer. Zoë’s suggestion that IU is 

recognising how cultures have been shaped by other cultures prompts Kayla to explain 

the terminological distinction between “intercultural” and “multicultural” where “the 

cultures live side by side intercultural is sort of one happy culture” (Kayla, 1st PM, L85-86). 

In the post-LS interview, Zoë explains how making this distinction has been instrumental 

in guiding their IU planning:  

 there was the multicultural understanding well we knew the phrase multicultural 

(…) so we thought it must be different to that (…) and we said because of the inter 

it has much more to do with erm interacting with other cultures which is where 

we’d gone for (L383-389) 

Another aspect which supported their learning is that they had a clear understanding of 

the underlying principles of LS which enabled them to focus on the learning and work as 

equals as professional learners.  

 

Understanding the principles of LS 

In the post-LS interviews, both teachers were complimentary about LS and that it can be 

used as a problem-solving tool (Dudley, 2011) in relation to a specific teaching and 

learning issue.  Kayla developed an appreciation of its “value in terms of a subject” and 

“in terms of fixing a problem” (Kayla, post LS int, L492-493). The two teachers also 

demonstrated that they understood the principles of LS which focus on the learning and 

teaching and not on the individual teacher.  This was evidenced strongly in the lesson 

preparation and teachers’ feedback in the post-LS interviews. Although Kayla explained 

that she found it interesting to watch her colleague, she was quick to point out that she 

was focused on the case study child. This was corroborated by Zoë who added that 

observing a single case pupil made her focus more on the learning process and deflected 

attention away from the teacher’s performance in delivering the lesson.  In this regard, it 

“felt a lot less pressure in that way” (Zoë, post-LS int., L187) compared to a more formal 

observation situation.  Working within a team also impacted positively on her 
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organisational skills and the pace of her teaching since she had to ensure that “everything 

was laid out” (L111). She also reports that it was useful to “work together that intensely 

on something” (L84-85) and that their planning was in greater depth compared to their 

usual practice of planning a rough outline for the lessons. Another positive aspect of 

working as a team within LS is that it has helped them overcome the challenge in 

teaching IU which could represent a source of anxiety as is illustrated by the excerpt 

below:  

but I think because we were in agreement that helped with that which is where 

the Lesson study side of things was really helpful  (…) because if I had done that by 

myself I would have been a nervous wreck but having that reassurance of we both 

agree was really helpful (Zoë, Post-LS int; L368-374) 

Another condition which was fulfilled was that they worked effectively as a team. 

 

Effective Collaboration within LS 

Throughout the LS process, the two teachers demonstrate that they have a close 

professional relationship which had been established prior to their involvement in the 

research.  Some of the reasons that they collaborate well together may be that they are 

of similar age and teaching experience. They teach the same year group and have the 

same weekly non-contact time which makes shared planning a regular feature of their 

work. A lot of laughter can be heard on the recordings as they share continually jokes 

(Parks, 2009) with each other.  This was confirmed by Zoë in the post-LS interview:  

if you’ve got a close relationship with the other teacher it’s hard not to have a little 

personal joke across the classroom (L135-136) 

The respectful relationship between the two teachers is also visible linguistically in the 

dialogues and the use of the pronoun “we” which reflects the fact that the research 

process is collective.  It also comes through in the questions they ask, “What do you think 

of that?” (Zoë, 1st PM, L9) which invite their colleagues’ views and is also reflected in the 

use of modality; the first planning meeting included 63 instances of “could” and 29 

“perhaps; maybe”.  Although these modal forms may have reflected a degree of 

tentativeness on teachers’ part, it was also an effective cooperating strategy in inviting 

the other team member’s opinions and thoughts.  
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Zoë: because actually what we could look then is to link it to what they’ve given us 

like an African or Indian country what have they given us? (L79-80) 

Kayla: we could do it with food so rather than food tasting in the lesson maybe we 

could-(L255-256) 

Towards the end of the first planning meeting teachers take longer turns as they 

comment on stories and events which they have seen on the news and social networks. 

These “off piste” conversations about intercultural incidents are important in ensuring 

that they are on the same page with regard to the research topic.  This information 

combined with lesson artefacts constituted valuable data for teachers to evaluate the 

quality of their teaching.  This point is expanded on in the next section which focuses on 

how teachers’ professional learning and practice have been impacted from taking part in 

this LS research project. 

4.3.5.2 Outcomes of teacher learning within LS 

By the end of the LS cycle there is evidence that both teachers’ professional learning has 

been enhanced. 

 

Increased understanding of instructional practice 

By the end of each lesson, the LS team had gathered ample evidence that the strategies 

they had used in the lessons had impacted positively on pupil learning.  The organisation 

of the class in mixed ability groups had been effective in enabling pupils to learn from 

each other; more specifically, it had helped the case study child, Lily, to articulate the key 

message of the lesson: 

 “She heard a conversation around her and put ‘oh we rely on other countries’ ” 

(Post-lesson meeting, L46-147)  

Both teachers reported that there was a buzz in the class as they were teaching and how 

their learners were experiencing a sense of awe towards a topic which grabbed their 

interest; this is illustrated by Zoë’s description of Lily’s behaviour, who “got really over 

excited taking her shoes off and (…) trying to find out where everything was from going 

“oh where’s that” (Post-lesson meeting, L82-84). In this regard, they expressed surprise at 

learners’ “strong level of engagement” (Kayla, L197) and their “passion for finding out 

about Intercultural Understanding because it’s so different” (Kayla, L205-206) which 

carried on for several weeks after the lesson had taken place.  
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Increased knowledge of pupils  

As the teacher delivered the lesson, the second teacher acted as an observer and 

recorded the child’s behaviour and comments on the lesson plan (Appendix 7.32, p.246).  

She also gathered the child’s feedback after the lesson had been taught. As they report 

on the case study child data, and the contributions of other pupils in the class, there is 

evidence that teachers’ understanding of their learners has increased. At the beginning of 

the LS process, the two teachers “were not sure how much the children were aware of 

other cultures” (Zoë, post-LS int., L56-57). In the first lesson, their initial predictions that 

there were gaps in their pupils’ cultural knowledge were confirmed as Zoë reported that 

the case child, Lily, “did not have a great knowledge of countries and continents” (Post-

lesson meeting, L108-109). They observed how their pupils were more familiar with 

countries in Europe and big countries around the world e.g. China, USA, but when “it 

came to something like Bangladesh or Laos or Vietnam (…) they were hesitant on the 

atlas to look it up (…) “I don’t know, it’s a bit alien to me” (Post-lesson meeting, L193-

195). The activity also raised their pupils’ awareness that things were not only “made in 

England” (L200) or “China”.  They also noticed how some children, including the case 

study child, had difficulties in using the atlases and reading the maps. Levels of 

understanding varied significantly amongst pupils as Kayla reported on the contributions 

of another pupil in the class who offered particular “mind blowing answers” (Post-lesson 

meeting, L156-157) as shown in the excerpt below: 

Zoë: it’s a shame it wasn’t picked up on the video his answers of his definition of 

the learning objective of this lesson “how’s your understanding of the objective 

has changed over the lesson” his response was “We need other cultures” 

Kayla: yeah 

Zoë: and we need 

Kayla: I think it was pretty much we’re supported by other cultures and that we 

are/ 

Zoë: we benefit from them all  

Kayla: yeah and that we couldn’t survive or something  

Zoë: I can’t remember the exact phrasing 

(post-lesson evaluation, L158-166) 

 

Another child in the class attributed a deeper meaning to the activities as she 

commented on the fact that people in England got “so much from other countries” and 
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“needed to give something back.” Hence, teachers were able to gain a more in-depth 

view of their pupils’ understanding of other cultures which they used in order to develop 

their practice of IU teaching; the data also triggered reflections on the pedagogical 

implications of their inquiry. 

Impact on teachers’ practice 

Although the outcomes from the first lesson had been mostly positive, they felt that it 

could be improved in several regards in order to be re-taught to a parallel year group. 

One of the issues which impaired pupils’ work to some extent related to the quality of the 

teaching resource (copy of the world map) which made it more difficult for them to 

locate the countries. Therefore for the second lesson they improved the quality of the 

map in order “to get the resources to flow towards that objective” (Zoë, post-LS int., 

L421).Because Zoë had observed that the case study pupil was not sure where to find the 

information on items and in atlases, she suggested providing “more direction more active 

questions at the beginning” (L248). They also decided to extend pupils’ learning in 

prompting them to reflect on their own and close relatives’ cultural origins.  This was 

helped by the fact that the second class included more of “an international spread”, 

hence suggesting that having a diverse classroom can facilitate the development of IU.  

Another issue which they addressed related to the case study child’s ability (or lack of) to 

articulate her learning in the post-lesson interview.  Zoë, the teacher-observer, reported 

that although there was evidence that Lily had been very interested in the topic and had 

grasped the overarching goal of the lesson, she found it more challenging to explain the 

reasons why it was important to learn about other cultures. This led teachers to choose a 

case child (Jordan) for the second lesson whom they knew to be more articulate and 

confident. In the interview, Jordan was able to explain very clearly the focus of the lesson 

and what he had learnt as shown below:  

we learnt about what came from our culture and what the influence was from 

different countries. 

He also found the extension activity particularly useful and interesting as it enabled him 

to find out the place of birth of some of his peers. 

Hence, the observation data which was collected during the first lesson as well as the 

pupil’s feedback led the LS team to make important revisions to the second lesson which 
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would not only enhance their knowledge of their pupils’ thinking but also their own 

pedagogical skills. The similarities and differences between lesson 1 and 2 are outlined in 

the grid below: 

Same in both lessons Changes in second lesson 

• Pedagogical approach: talk 
partners/Mixed ability group 
work 

• Teacher input: Modelling 
activity to whole class 

• Resources: Powerpoint; 
photocopied maps; atlases; 
everyday items 

• Case child: Higher ability vs 
middle ability 

• Resource: Coloured photocopy 
with names of countries 

• Pedagogical approach: More 
specific instructions and 
questioning  

• Lesson content: Extension 
activity 

Table 4.2: Similarities and differences between lessons 1 and 2 

 

Another positive impact of teachers’ participation in IU-related LS relates to how it 

encouraged them to reflect on their own beliefs as well as their motivation to teach IU 

more systematically. 

 

Increased motivation to teach IU 

In the initial stages of the research, both teachers showed that they were already highly 

interested in the subject focus.  They stated that they enjoyed having the opportunity to 

teach a lesson whose aimed was “to have a better understanding of cultural diversity “ 

(post-LS int., L45) which is “very different to any of the lessons they had” ( L111). They 

both enjoyed teaching a lesson which focused on an “outcome (which) is more of a 

personal development (…) rather than (to) have complete proof that this child had learned 

this thing” (Kayla, L40-42).  

As a result of witnessing their pupils’ strong engagement in their learning in the two 

lessons, the two teachers were jubilant, and both remembered being like “tick tick tick” 

(Zoë, Post-lesson meeting, L168) in fulfilling the criteria of a successful lesson.  Positive 

feedback from their pupils contributed strongly to their enthusiasm and seemed to 

impact favourably on their motivation to teach IU more systematically - Kayla made plans 

to teach a cross curricular unit on the “Global Village” where she could fit different 

subjects “into the broader understanding of interculturalness” (post-LS int, L396) whilst 
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Zoë explained how it should be embedded within the whole school PSHE programme of 

study. They also wanted to broaden it to the whole school as suggested by Kayla below: 

I went to a festival where they had a big map of the world and people had to put 

pins in where they were from so if we wanted to make this a bit bigger they could 

do it as a school (Final meeting, L89-91) 

They also mentioned that a good way to make the learning more meaningful for pupils 

would entail involving the families: 

we can push them a little bit further and look at specific cultures and look at how 

they’ve influenced us possibly get parents in erm look at different aspects of 

society and look at how it’s been influenced (2nd EM, L149-151). 

Kayla reflected on the fact that teaching IU should involve drawing attention to the 

diversity and wide range of cultures within the UK: 

Kayla: well one of the things that we said that the diversity in our culture we’ve 

got the influence of other cultures on ours or we rely on other cultures but perhaps 

not this understanding of other cultures existing in this country it almost seems 

like a country that’s supported by other cultures rather than maybe I didn’t help 

that you remember I said “you can look at a culture that’s small like xxx((local 

town)) or big like the UK” (1st evaluation meeting, L289-293) 

Engagement in LS prompted teachers to reflect more broadly on the impact of the 

socialisation process i.e. parental influences, and the media e.g. images on social 

networks, Red Nose Day, in shaping stereotypical views of other cultures.  They 

wondered how and why their own beliefs had changed over their life time and the extent 

to which their own cultural identities seemed to still be closely linked to the places they 

had lived in:  

 Kayla: Russia (…) it’s such a huge country they must have different cultures within 

each little village 

Zoë: well we do don’t we? Like your northern ways and your southern ways don’t 

mix 

Kayla: I’m not from the south (sounding outraged) 

Zoë: I’m from the north although one of the kids went “are you from the south?” 

the other day and I was really outraged (1st PM, L406-412) 

 

Thus, teachers have enjoyed the opportunity to plan and teach a lesson in an aspect of 

the curriculum which is not routinely tackled as a discrete learning object in practice.  
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However in the post LS interviews, they highlight issues which may hinder future efforts 

to teach IU (Peiser and Jones, 2013). These are reported in the next section. 

4.3.6 Barriers to teacher learning within LS 

This section reports on the thematic analysis of the final evaluation meeting and the post-

LS interviews which prompted teachers to reflect on the process they had gone through.  

Engagement in the research has highlighted factors which are both internal and external 

to the study which could hinder further progress in IU teaching and teachers’ professional 

learning. 

4.3.6.1 Limitations within LS 

Although teachers reported gains in their understanding of how to teach IU and their 

enjoyment, several limitations were highlighted by the thematic analysis and by teachers 

themselves.  One major limitation is the fact that they only engaged in a single LS cycle 

(Lewis et al, 2009) which has been too short to impact on their practice as is illustrated by 

the quote below:  

It is not something that has impacted on my practice because it wasn’t long 

enough (Kayla, post-LS int., L479-480) 

Moreover, Zoë reports that “focusing on one child was quite intense” (L151) and that it 

would have been better “to dip round and speak to all the children” (L148). She explains 

how Lily “wasn’t the easiest child to engage with” (L141). Consequently, the pupil 

interviews “were quite painful” (L190) as “it was difficult to get a conversation out of her” 

(L198-199). This aspect led them to choose “a bold character” (L223) for the second 

lesson since they wanted to use “the first session as an evaluative” (L232-233) in order to 

improve the teaching in the second lesson. She also found it a challenge not to intervene 

in the case pupil’s learning and ask prompting questions because she was “quite eager to 

make sure that she progressed through the lesson” (L153). In spite of the first lesson 

being refined, Kayla reports that the lesson has not worked as well as the first.  She 

explains that because “the class had started further on in their sort of understanding of 

Intercultural Understanding” (Kayla, L8), “it sort of felt all backwards” (L137) since less 

progress was achieved by the pupils.  This seemed to cause her some frustration as she 

was not able to delve deeper into the issue, which remained unresolved: 
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it was just challenging to start to think about why (…) why there was a difference 

her lesson should have worked better because we’d adapted it (…) because of 

improvement we’d made from my lesson (…) but then it hadn’t worked as well 

(L151-158) 

Although they appreciated the potential of LS, they also mentioned the time that was 

involved in “meeting up planning lesson re-planning lesson changing it after the lesson” 

(Zoë, post-LS int, L638-641) which they can ill-afford to do in their normal teaching. This 

lack of time is linked to having to deal with issues which are addressed in the next 

section. 

4.3.6.2 Competing pressures 

The demands teachers have to deal with in their day to day teaching mean that they have 

little time to devote to a subject area which is not viewed as a priority.  They have to fulfil 

curriculum expectations which according to Zoë are very much driven by “ways of 

carrying writing” (post LS int., L17-18).   This issue was also expressed by Kayla’s 

comment: “it’s hard to fit in the statutory stuff (…) let alone those kind of things” (L353-

355)   

Although they mentioned the value of using authentic resources e.g. videos and 

establishing school links through Skype, they also describe the pressures that affect the 

head teacher of their school who cannot always support new initiatives:  

 It was about to go ahead and then everything else just piled on top and it’s just 

got pushed down her list (Kayla, pre-LS int., L418-419) 

This issue is exacerbated by the fact that they noticed a lack of guidance and resources in 

order to teach Intercultural Understanding. 

4.3.6.3 Lack of ready-made teaching resources 

Although they referred mostly to the Irish document on Intercultural Education (NCCA, 

2005), Kayla points out that they had to form their own objective before they could 

create their lesson because “the age-related stuff was not included in it” (post-LS int., 

L84). The lack of access to a ready-made framework put extra pressure on them as they 

designed a lesson from scratch, and this was not helped by their Internet searches.   
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4.3.7 Recapitulation of the findings from school B 

Participation in the LS study granted Kayla and Zoë the opportunity to design a lesson 

which brought IU into focus. Although they experienced an initial nervousness at being 

involved in a research project, this did not seem to reduce their enthusiasm and interest 

for the subject matter.  Key features of LS - particularly the focus on pupils, the 

opportunity to plan a lesson jointly in more depth and to spend time in one another’s 

classrooms, impacted positively on their view of this model of professional development. 

However at the end of the study, they described several barriers within the broader 

context and culture of the primary school, including curriculum pressures, which could 

impede future efforts to embed both LS and IU more systematically in their practice. 

 

4.4 Summary of the findings chapter 

This chapter reported on the analysis of the questionnaire data and the two case studies 

of teachers’ involvement in a Lesson Study in Intercultural Understanding. The findings 

suggest that to some extent IU is an integral part of the primary curriculum and of the 

broader life of the school.  Primary practitioners view the increased diversity within their 

schools and the community as a curriculum opportunity rather than a threat (Maylor et 

al, 2007) and claim that IU is an essential aspect of a well-rounded education in making 

pupils more open-minded and less judgemental of difference.  Teachers adopt a broad 

view of diversity which is not only restricted to pupils who are from ethnic minority 

backgrounds. Instead they want to explore a conceptualisation of diversity in relation to 

the economic, social and cultural mix of Britain’s population.  This involves taking into 

consideration the multiple and complex experiences and identities of their pupils and 

more generally of the individuals who compose British society (Maylor et al, 2007). 

The findings also illustrated the extent to which the success of IU teaching is contingent 

on teachers displaying favourable intercultural dispositions (Sercu, 2006).  These were 

also essential for them to engage in a very intense research process and inquiry of their 

practice. Using LS as a framework enabled each team to focus on IU as a discrete object 

of learning (Lee, 2008) and to follow a similar sequence which is shown in figure 4.1 

(p.161).  Each group of teachers set ambitious learning goals.  In School A they focused on 

exploring and challenging their pupils’ preconceptions of people from different cultural 
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backgrounds whilst in School B, teachers wanted to raise pupils’ awareness of the 

contribution of other cultures to their own (Driscoll and Simpson, 2015).  They designed 

age-appropriate content (Doyé, 1999; Liddicoat et al, 2003) and demonstrated sensitivity 

to the well-being of their pupils.  Although all 5 teachers were complimentary about LS, 

by the end of the study they reported on several constraints – the intensity of focusing on 

one case study child rather than on several pupils within the class; not being able to 

intervene in pupils’ learning; their uncertainty as to whether they could deviate from the 

plan that the group had devised. Additionally, the findings highlighted discrepancies 

between teachers’ visions of preparing intercultural citizens and in dealing with broader 

contextual factors.  These points are revisited in the next chapter, which aims to answer 

the three main research questions and sets the findings within the broader literature on 

IU teaching within the English school environment. It also critically reviews the potential 

of Lesson Study in highlighting teachers as interculturally competent practitioners.   
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Figure 4.1: LS teams’ lesson planning steps

1.

A Lesson Study group is formed 
with teachers reviewing their 

own understanding of IU gained 
through individual rreading and 
reflection on their personal life 

and work experience

2

The group identifies  an 
intercultural  learning objective 

e.g empathy; respect, which 
they would like to tackle based 
on  their current knowledge of 

pupils

3 

The group plans  a lesson in 
detail; the plan includes a clear 
intercultural learning objective  
and predictions about the class 

and  case study pupils.

4  

The first lesson is taught by one 
member while the other 

members gather data; these 
include observation notes and 

feedback from pupils' interviews.

5 

The group evaluates the lesson 
based on evidence gathered 

during  the lesson. It is  either 
amended to improve its quality 
(School B) or built on (School A) 

to be taught a second time.

6

The second  lesson is delivered 
and evaluated colllaboratively in 
the second post-lesson meeting.

7.

The group reflects on the 
implications of their findings and 
on the steps needed to enhance 

the provision of IU teaching.
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5 Discussion 

The previous chapter has presented the findings from the questionnaire data and the two 

case studies in relation to how IU is taught to primary school pupils through teachers’ 

involvement in collaborative LS. This chapter aims to offer a critical perspective on the 

findings in relation to the research questions. It is divided into 5 main parts:  the first 

three sections focus on answering the three main research questions.  In answer to the 

research question “What factors affect teachers’ understanding and teaching of IU?”, the 

first section explores the extent to which the primary school context constitutes an 

intercultural learning environment, and the barriers that have been highlighted by 

teachers which explain why the teaching of IU tends to be haphazard and tokenistic.  The 

second part focuses on the second research question “How do teachers prepare to teach 

IU through collaborative planning within Lesson Study?” and describes the conditions 

which were required for the two teams to engage successfully in the LS process in order 

to produce a stand-alone IU lesson. Section 5.3 demonstrates the potential of LS in 

supporting teachers’ professional growth in relation to IU teaching; it also reviews the 

reasons why the impact of the study on teacher learning was limited. In the final sections 

of this chapter several recommendations which could facilitate teachers’ professional 

learning in IU and increase its visibility in the curriculum are put forward. 

5.1 What factors affect teachers’ understanding and teaching of IU? 

This section explains the extent to which the primary school context is conducive to the 

development of IU, which is currently promoted both informally through the broader 

ethos of the school and formally through the curriculum.   

5.1.1 The primary school context as an intercultural learning community 

A sense of community 

In primary schools in the UK, staff (head teachers, teachers, teaching assistants, etc.) 

often operate in tight communities which emphasise supportive relationships through 

the creation of shared norms and values. Central to this primary educational context is an 

ethic of interpersonal caring (Hargreaves and Giles, 2003; Louis, Kruse and Bryk, 1995, 

cited in Stoll et al, 2006, p.225) which attempts to avoid friction, a necessity because of 

the close working conditions of teachers and their pupils (Hammersley-Fletcher and 
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Kirkham, 2007). Generally, there is an on-going concern towards establishing effective 

working relationships based on mutual trust (Gonzalez, 2005) and to nurture a culture of 

openness and responsiveness towards parents as well as outsiders e.g. volunteers, 

visitors (NCCA, 2005).  The need to build and sustain positive relationships with colleagues, 

pupils and their families is viewed as essential to the good running of the school in order 

to optimise the well-being, welfare and academic achievement of learners (NCCA, 2005). 

This is facilitated by the setting of clear ground rules and whole school mission statements 

(Perry and Southwell, 2011) which are practised and communicated on a daily basis by all 

members of staff. These are viewed as key figures in the learners’ developmental process 

and should behave as positive role models at all times (Council of Europe, 2008).  A 

supportive ethos also manifests itself in the strong and continuous concern in increasing 

pupils’ social and emotional competencies, which are considered as equally important as 

academic skills in contributing towards children’s success at school and positive life 

outcomes. The fact that teachers demonstrate a genuine interest in nurturing the social 

and emotional qualities of their learners was evidenced in both schools; in how teachers 

take an interest in their pupils’ lives and encourage them to talk about their experiences 

in class; in recognising the importance of taking time out of subject teaching in order to 

mediate disagreements between pupils and help them understand each other’s positions 

when breakdowns in communication occur (CEFR, 2017). On a more formal level, one of 

the main aims of primary education is to develop effective communicative skills; from the 

beginning of their school life, pupils are taught how to listen to each other without 

interrupting, to take turns in conversation and to be polite. The place of speaking skills 

was evidenced in the video footage of the taught lessons which showed children slipping 

seamlessly from partner talks, to group discussions, to whole class debriefing in an 

organised manner.  Thus, primary teachers have many opportunities to treat their pupils 

as unique individuals who have feelings and emotions. Establishing close emotional bonds 

in this way can facilitate higher attainment in pupils’ classroom work (Hargreaves, 1998; 

Hargreaves et al., 2001). Hence, the ethos of the primary school can be qualified as 

intercultural to the extent that it is child-centred and fosters values of understanding, 

respect and empathy continuously (Driscoll et al, 2013). This is an aspect that primary 

teachers are also willing to develop more formally through the primary curriculum and 

embed more systematically in their practice.   
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The formal primary curriculum 

Primary schools have to provide a broad and balanced curriculum in order that pupils 

receive a rich and varied experience that goes beyond the minimal entitlement of the 

National Curriculum (DCSF, 2003).  In order to achieve this goal, the primary curriculum is 

often extended through the integration of an intercultural dimension within foundation 

subjects, which are not as target or test-driven e.g. music, art as well as cross-curricular 

topics which are multidisciplinary and connect different areas of the curriculum (Byram et 

al, 2002; Driscoll et al, 2013).  This cross-curricular approach to topics has been put 

forward in the literature on intercultural education as most effective in supporting pupils 

on their intercultural journey (Byram, 2008; Deardorff, 2009). It fits with one of the 

principles which underpins primary education in its promotion of pupils’ enjoyment for 

learning which is espoused in many documents e.g. Excellence and Enjoyment (DfES, 

2003). Over the last two decades, education policies have stressed the need for young 

people to learn to become accepting of other cultures through the school curriculum in 

general, and through the primary languages curriculum (DfES, 2002, 2005; DfE, 2013) in 

particular (Peiser and Jones, 2015, p.364). The role that languages can play in fostering 

pupils’ intercultural skills (Walton et al, 2013) has been recognised through the 

implementation of the primary language strategy (DfES, 2002, 2005; DfE, 2013). Indeed, 

in Cable et al’s longitudinal study (2010), IU was found to be part of the overall vision in 

over half of the schools, driven by a clear set of values underpinning what was important 

in the curriculum. As has been pointed out by Byram and Doyé (1999) and other authors 

– Driscoll, Earl and Cable (2013) - primary schools are ideal sites for cultivating attitudes 

of openness and curiosity (savoir être), and preparing students for global citizenship, as 

they are microcosms of society (Mansouri and Jenkins, 2010). Even in predominantly 

monocultural contexts, “schools and classrooms often intentionally display images that 

reflect different cultures and ethnicities and comprise individuals who represent different 

or divergent affective, cognitive, and behavioural orientations to the world” (Spitzberg 

and Chagnon, 2009, p.7).  As was shown in this study, whenever they can, teachers 

incorporate cultural elements in their practice in order to ensure equality of access and to 

allow participation by all pupils (NCCA, 2005). They creatively devise materials and 

curriculum content that reflects the students’ backgrounds and wider community and are 

keen to incorporate their life histories as tools for learning (Norton, 2000).  
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Therefore, the development of Intercultural Understanding seems to be a natural 

extension of what primary schools do; it can take place informally through the internal 

cultural context or ethos of the school and also more formally through the curriculum. 

However, there is a danger that IU is not addressed fully if a ‘social relations’ approach 

with an emphasis on general differences is adopted across the school rather than a 

critical approach which takes account of “cultural political issues and of inequalities based 

on ethnicity in the socio-economic structure” (Leeman and Ledoux, 2003, p.280; Sleeter 

and Grant, 2009). It will also be affected by the wider context such as the community 

where pupils and teachers live, as well as the more subliminal messages passed on by the 

images they are exposed to. In this regard, although primary schools have the flexibility 

and freedom in designing their own curriculum (Driscoll et al, 2013), teachers have drawn 

attention to several barriers which can be detrimental to the teaching of Intercultural 

Understanding within the current educational climate.  

 

5.1.2 Factors adversely affecting IU teaching in the primary school 

As well as the advantages of the English primary school context in supporting learners’ 

Intercultural Understanding, the study has shed light on curriculum pressures and 

challenges if teachers were to move towards a more systematic implementation of IU.  

Competing pressures 

The findings highlighted an area of tension between teachers’ vision for their learners 

and the management of curriculum expectations which puts pressure on schools to fit 

within normalised performative discourses (Cullingford, 1997; Wilkins et al, 2012). The 

constraints of normal school routines and especially those imposed by National 

Curriculum and related assessment disciplines, can make the more open, pupil-

responsive approaches problematic for teachers.  These are closely linked to the 

performative culture and regulations permeating teachers’ work (Wilkins et al, 2012) 

which can deny emotionality and the caring aspects of teaching (O’Connor 2008).  The 

emphasis on academic attainment creates difficulties for teachers’ “professional 

commitment to developing the whole child” (Alexander, 2010, p.452). Teachers and head 

teachers in the study were no exception as they mentioned the need to abide by 

curriculum prerogatives and fulfil the learning objectives of core subjects which impacted 
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on the amount of time and energy they could devote to planning and teaching creative 

activities for the personal development of their pupils (Driscoll et al, 2013).  Teachers 

provided a few examples of the curriculum priorities they had to fulfil. This fits an 

educational system where increasingly all teaching has to lead to tangible proofs and 

records of academic progress. A further aspect which leaves little time and freedom for 

teachers to explore topics in more depth is ensuring coverage of the curriculum. In School 

A which is a faith school, the curriculum is perceived as being even more overcrowded 

than in a non-denominational school as it includes RE as a core subject.  Teachers in this 

school were particularly concerned that their knowledge as well as their learners’ 

understanding of other world faiths was not developed in as much depth.  Teachers in 

school B thought that there was too much emphasis on using the study of religions as a 

vehicle to teach children about other cultures; that “within schools the different cultures 

are always tied in the different religions and actually sociology is different to theology” 

(Kayla, pre-LS int, L251-252).   

 

Challenges in integrating IU  

Although teachers claimed that many curriculum subjects lend themselves to the study of 

other cultures, they were conscious that they had to take deliberate steps in order to 

design multicultural lessons (Huang, 2002).  In teaching through cross-curricular topics, 

there is a risk that the cultural element may be lost.  This was confirmed by the teachers 

who pointed out that opportunities to explore topics from a multicultural perspective 

within the curriculum were “not always taken” (School B, Q6; Sally, School A).  As an 

illustration of this issue, a literacy unit involved comparing the similarities and differences 

between different versions of Cinderella without making any reference to their cultural 

origins; or in School A, in not taking advantage of visits to the school by people from 

other countries. Teachers also referred to the contextual challenges inherent in providing 

“vicarious experiences of ‘real life’ intercultural experiences” (Driscoll and Simpson, 2015, 

p.7).  Although new technologies can facilitate contact between schools both from within 

Britain and from other countries, head teachers and teachers mentioned issues relating 

to child safety, sustainability and cost especially within a predominantly monocultural 

environment where diversity is not on the doorstep. One of the key findings from 

teachers in school A was that using the cultural diversity within the classroom as a 
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teaching and learning resource (Byram, 2012; Hélot and Young, 2005) posed a challenge.  

Teachers were confronted with the fact that learners who had a different religious and 

cultural heritage did not want to be seen differently.  In preferring to fit into the 

dominant norm, they chose to be culturally invisible. In this instance, it highlighted the 

sensitivity needed in encouraging pupils to share different home and family practices and 

beliefs; the challenge in teachers managing their pupils’ reactions and creating an 

environment which recognises and values the diversity of their learners. This issue is 

exacerbated by a dearth of readily suitable teaching materials i.e. lesson plans with age 

related expectations, and supporting resources which would facilitate the planning and 

teaching of IU. Because designing IU lessons takes conscious effort as well as 

imagination and creativity, teachers may only add an intercultural dimension if it 

makes minimal demands on their time, effort and resources. They recognise that good 

teachers should create learning opportunities to understand the social and cultural 

contexts which their students come from.  However, in order to avoid teaching from a 

monocultural perspective in a multicultural world (Darling-Hammond, 2005), teachers 

have to overcome several obstacles.  

 

In conclusion, context specific factors encourage or inhibit pedagogical attention to IU 

(Peiser and Jones, 2013).  On the one hand, primary schools provide an ideal context for 

developing IU in a creative, dynamic and holistic way (Driscoll et al, 2013).   On the other, 

there seems to be a mismatch between the clearly articulated importance of the cultural 

dimension stated in policy documents, and in the statements made by head teachers and 

teachers in the study and actual practice. In this sense significant inconsistencies emerge 

between what teachers are expected to do officially in delivering a scripted curriculum 

and what they feel is the right thing to do.  This is due to several factors within the macro 

and micro-educational context which echo findings in other research studies (Byram, 

2014; Sercu et al, 2005).  These indicate that the commodification of the curriculum along 

with its narrow learning objectives and associated methodologies can be disempowering 

and deskilling for teachers; it can also impact negatively on pupils if they do not recognise 

themselves in the content and processes of their mainstream classrooms (Conteh and 

Kawashima, 2008). 
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Therefore, teachers’ efforts to make IU more explicit in their teaching are stifled and a 

dissonance with their personal and professional values may emerge (Wilkins et al, 2012). 

In this regard, as is discussed in the next section, participation in this research project and 

particularly in LS, enabled teachers to put all the tensions aside e.g. lack of time, content-

heavy curriculum, in order to focus intensely on IU and to address a significant learning 

challenge (Desforges, 2015).  

 

5.2 How do teachers prepare to teach IU within Lesson Study? 

Through participation in LS, teachers were given the opportunity to treat their classrooms 

as sites for investigations (Cochran-Smith and Lytle, 1999) and to work collaboratively 

towards enacting their vision of teaching and learning (Prawat, 1992; Solomon and 

Perkins, 1998) in IU.  However as is shown in the next section, optimal conditions had to 

be gathered within the two case study schools for teachers to be able to engage 

successfully in LS.  

5.2.1 Pre-requisite conditions for effective collaborative planning in IU 

The two primary schools where the case study research took place were communities of 

practice to the extent that their members did not only share the same school culture but 

were also willing to engage in collective learning (Wenger, 1988) in order to fulfil their 

vision of IU teaching. The respective head teachers provided their full support; in giving 

the LS teams time in lieu, in covering classes and taking a close interest in how the 

process and research was unfolding (Dudley, 2014).  This indicated that they award a lot 

of importance to IU as well as support innovation and experimentation in teacher 

development. The fact that they did not involve themselves directly as participants 

removed formal lesson observation overtones and hierarchical power relations which can 

stunt teachers’ discussions (Saito and Atencio, 2013). Furthermore, teachers did not have 

to put up with any resistance as parents and pupils complied and seemed to take the 

research seriously.  During the taught lessons, pupils did not seem to be fazed by the 

presence of audio-equipment and by observer-teachers making notes on clipboards. 

Although the research did not investigate the type and effectiveness of CPD that teachers 

had access to prior to the LS study taking place (and perhaps it should have), there 
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seemed to be a concerted effort within the two LS teams to develop shared practice 

through engaging in collaborative professional learning activities (Hammersley-Fletcher 

and Kirkham, 2007). This was evidenced by the fact that teachers did not need to 

establish a protocol prior to embarking on the research implying that the rules of LS and 

team work were understood tacitly.  Although members of the LS teams occupied 

different hierarchical positions within their schools (in School A particularly), equitable 

relationships were established which enabled them to take on a shared responsibility and 

joint ownership of the lesson; they felt supported by colleagues who listened to and took 

their views on board. As observers of the taught lessons reported, they did not criticise 

the designated teachers’ practice at any point and if they did comment it was generally in 

praise of the good lesson they had jointly planned and delivered. They found it easy to 

work together and felt comfortable discussing curriculum matters without the fear of 

judgement from their peers (Saito and Atencio, 2013).  This was perhaps facilitated by the 

fact that all teachers were on an even stand-point with regard to the subject matter and 

IU is not an area of the curriculum which is scrutinised by Ofsted. Another factor 

pertained to teachers having the opportunity through participation in this project to 

focus specifically on designing a research lesson in IU, as is shown in the following 

section. 

5.2.2 Philosophical underpinnings to an IU lesson 

A lesson has been described by Desforges (2015) as “an organisational device used by 

teachers to bring students into contact with the curriculum in order to advance their 

development and achievement” (pxvi).  Even though teachers had not chosen the subject 

matter, as it had been set by the researcher, they had autonomy in deciding the learning 

goal and the means by which this was to be achieved (Desforges, 2015; Driscoll et al, 

2013). In order to formulate an intercultural learning focus for the lesson, the two LS 

teams worked hard in the early stages of lesson planning to develop a common 

conception of the overarching purpose of IU teaching. They were conscious that teaching 

IU warranted a more exploratory and open-ended approach, which they described as 

“philosophical” (teachers’ own word). Focusing on the “intercultural” rather than the 

“multicultural” dimension helped the two LS teams think “of how to achieve the deeper 

aspects of cultural learning” (Barrett, 2013; Driscoll et al, 2013, p.146). They were more 
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interested in providing learners with experiences, rather than simply passing on factual 

knowledge about a country and/or culture (Bryam et al, 2002), which “is easy to do but 

would it change anything” (Sally, school A). Both teams wanted to devise lessons which 

would have a significant impact on their pupils’ attitudes towards other cultures. 

Therefore, they chose ambitious learning goals which coincided more with “savoir être” 

(Byram, 1997, 2008) in promoting empathy (in School A) and ethnorelative views 

(Deardorff, 2006) in terms of raising pupils’ appreciation of other cultures in shaping their 

own (School B).  In giving prominence to the attitudinal dimension and critical cultural 

awareness, teachers showed that they wanted to challenge essentialist views and 

particularly, the positioning of Others as deficient.  Kumaravadivelu (2008) mentions the 

development of a cultural global consciousness to deal with the issues associated with 

globalisation.  According to him, “such a consciousness requires the cultivation of a 

critically reflective mind that can help learners change their basic attitudes toward their 

own culture and toward other cultures” (p.178).  It corresponds to a process of cultural 

transformation in order to move away from content-based information about other 

cultures, which depicts them as static and possibly maintains stereotypical 

generalisations about ethnic groups as well as a false sense of superiority 

(Kumaravadivelu, 2008).  They showed an awareness that simply presenting facts can be 

reductionist by depicting over-simplistic differences (Hood and Tobutt, 2009); this does 

not build more contemporary and dynamic understandings of culture (Sleeter and Grant, 

2009). Yet this can be an issue in primary schools if other cultures are put on show. 

Indeed, in Byram’s view, the kind of engagement which corresponds to a tourist approach 

“where the interest is in collecting experiences of the exotic” (2008, p.231) is not 

conducive to intercultural competence. In order to achieve these learning goals, 

teachers selected a range of content and pedagogical strategies which were suited to 

the subject matter and closely matched to the pupils they taught. 

5.2.3 Planning processes 

Once teachers had established the rationale for their research lessons within Lesson 

Study and selected a learning objective, they reviewed a range of pedagogical approaches 

which had the potential to deepen engagement and produce longer-lasting learning 

effects on pupils’ attitudes (Curtain and Pesola, 1994). They chose age-appropriate input 
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materials which would not only hook their pupils’ interests but also challenge any 

erroneous perceptions of people from other cultures or countries which learners may 

have had (Sercu, 2002). They structured situations for pupils to be able to talk and/or 

write freely about their thoughts.  They also recognised that aspects of IU which are 

related to an “intercultural personality” (openness, empathy, curiosity, respect) can raise 

ethical and pedagogical issues to the extent that they expose private feelings and 

identity-related personal characteristics (Borghetti, 2017). In this regard within School A, 

due to the sensitivity of the topic focus and teaching activities, the LS team had to go to 

great lengths to create a safe space for pupils to voice potentially controversial thoughts 

and feelings in group and class discussions. This was facilitated by the use of anonymous 

activities and by combining written and verbal discussions in pair and group work, which 

not only encouraged learners to co-operate and learn from one another but also 

provided a sense of safety. In order to make the learning more authentic and 

experiential, teachers devised simulation activities i.e. hot seating, discrimination activity 

which provided pupils with the opportunity to reverse roles and to “step into another’s 

shoes” (Cable et al, 2002).  Learners could experience what it was like to be different and 

to be on the receiving end of criticism and negative judgement (CoE, 2014). The teachers 

kept the activities open-ended so that pupils could form their own opinions and 

spontaneously re-think their initial beliefs. This also enabled teachers to adopt a non-

judgemental and neutral stance towards their pupils’ reactions and minimise their own 

influence on pupils’ ways of thinking. In school B which involved younger learners, 

teachers made the learning concrete and interactive and included hands-on activities and 

authentic realia (Curtain and Pesola, 1994); the tasks had to be completed in mixed ability 

pairs and groups so that pupils could gradually develop their own knowledge and 

understanding in interaction with their peers.  

In both schools, teachers contextualised the learning in appropriate ways by devising 

learning tasks which connected new ideas with things that were familiar to children in 

order to make them memorable and to facilitate understanding (McIntryre, Pedder and 

Rudduck, 2005). They used mixed-group cooperative learning which can be effective in 

developing children’s intercultural competence irrespective of the content (Byram et al, 

2002; NCCA, 2005) as it involves listening and responding to different viewpoints. More 

particularly, the LS teams paid close attention to instructional strategies in their planning, 
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to their questioning, and to the degree of intervention in pupils’ learning as well as the 

lesson sequence.  This ensured that the entire lesson flowed smoothly towards the 

learning goal (Sims and Walsh, 2009). In this regard, the next section describes how 

primary school teachers demonstrated that they have the intercultural teaching 

competencies and the skills to teach IC (Byram, 2012).   

 

5.3 To what extent has engagement in Lesson Study impacted teachers’  
       professional learning of IU? 

Participation in LS provided teachers with a professional learning opportunity which 

pulled on their cognitive resources (knowledge, pedagogy, Pedagogical Content 

Knowledge), their affective dimension (dispositions, motivation, emotions) as well as 

their ability to critically examine their own preconceptions (Scarino, 2014).  Engaging in a 

process of collaborative planning and teaching within LS allowed teachers’ own 

intercultural knowledge, skills and qualities or personal and professional capabilities 

(Sercu et al, 2005) to be brought to the surface. 

 

5.3.1   Primary teachers as effective IU lesson designers 

There was evidence in teachers’ planning and teaching that tackling the intercultural 

dimension does not require another method of teaching but is a natural extension of 

what teachers already do (Byram et al, 2002). With regard to the “know how” to teach IU, 

the LS teams did not need to be told what made a good (IU) lesson as they already had 

developed this understanding through previous training and primary teaching experience 

across a wide range of subjects. This was evidenced in the lesson planning as teachers 

collectively reviewed resources and pedagogical approaches and adjusted them to a new 

situation. In this regard, the process they went through is reminiscent of Bricolage, 

whereby they reviewed the tools and materials they had at hand and considered how 

they would be used in order to complete the project (Hatton, 1988). Teachers brought in 

their experiences, ideas, and methods which they then jointly pieced together to create a 

strategy on which all could agree. By engaging in collaborative LS teachers were able to 

practise overtly what they knew intuitively (Schön, 1986) and work out jointly how to 

turn a complex construct such as IU into a teachable learning object (Lee, 2008). 
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The LS teams adopted learner-oriented methods of teaching and learning which are 

commonplace in primary schools in England in all subjects. Through placing their learners 

at the centre of the planning process they were able to take key complexities into 

consideration in planning and teaching their IU lessons e.g. knowledge of their pupils; the 

learners’ age; the children’s prior experience of other cultures. They adhered to principles 

which have been shown to foster motivation for learning by setting clear goals and 

success criteria, in reflecting genuine commitment to the learners, and in promoting 

higher self-esteem (Dornyei, 2001).  Teachers also showed a concern for the well-being of 

all their pupils by taking steps to create a safe learning environment which showed regard 

for children who had different religious, cultural and social backgrounds within their 

classes (Barrett, 2013; UNESCO, 2006).  They brought attention to the fact that in learning 

in general and in the acquisition of intercultural competence in particular, affective 

factors are fundamental (Deardorff, 2006).  This principle shares a similar premise to the 

“Affective Filter Hypothesis” posited by Krashen (1986) in second language acquisition 

theory, which claims that learners with high motivation, self-confidence, a good self-

image, and a low level of anxiety are better equipped for success. In order to arrive at this 

goal, the teachers relied on their professional knowledge of their pupils and the context, 

about pedagogy, about teaching and, above all, about learning (Dudley, 2015; Peiser and 

Jones, 2014).  

Moreover, in both case study schools, the LS teams demonstrated the need to go beyond 

observable and tangible surface markers of culture such as the 5 Fs - festivals, flags, food, 

famous people, fashion (Kramsch, 1998), which have been dismissed as a “beads and 

feathers approach” (Amanti, 2005, p.131). They showed awareness of the importance of 

drawing on children’s own knowledge and experiences in order to inform their teaching 

practice and pedagogy. They positioned themselves as facilitators or learning “assistants” 

(Murata and Takahashi, 2002) who endorse a constructivist approach which emphasises 

dialogue and reciprocity between pupils as well as between teachers and pupils.  

Learners were positioned as key informants within the LS process as teachers skilfully 

sought their views (McIntyre, Pedder and Rudduck, 2005), and opened up a constructive 

space for students to discuss their thoughts (Walton et al, 2013).  
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As well as teachers’ professional competence, engagement in LS illuminated several 

intercultural qualities that they also brought to the process which highlight their potential 

to develop into interculturally competent teachers. 

 

5.3.2 The primary school teacher as an interculturally competent practitioner 

The skills and attitudes that teachers brought to the LS process have been labelled by 

Dusi et al (2016) as “first level” intercultural competencies since they fall into the skill set 

traditionally expected of a professional teacher even in monocultural classrooms.  They 

hinge on selfhood factors which are connected with teachers’ individual personalities 

combined with their knowledge of teaching and learning. One of the factors which 

facilitated teachers’ engagement in IU-related LS is that at an individual level they 

displayed favourable predispositions towards IU teaching and in researching their 

practice. In the interviews, each teacher asserted that preparing competent intercultural 

citizens (Guilherme, 2002) was one of their responsibilities, and they did not question at 

any point whether IU could be taught or not. In their view, fostering IU fits the holistic 

approach advocated in primary education, which should focus as much on the personal 

development of pupils as their academic achievement. Research has shown that these 

attitudes influence the amount of attention teachers are willing to pay to intercultural 

issues in their planning and teaching (Driscoll et al, 2013; Sercu et al, 2005) and this was 

confirmed in this study.  As they launched into the project, they treated IU teaching as a 

complex endeavour which could be tackled at a deeper level within the context of LS 

(Dudley, 2014).  Individual teachers’ intercultural qualities and competencies were 

uncovered further as they engaged in the team planning and teaching of an IU lesson; 

these included cognitive and behavioural flexibility, openness to new experiences, a 

sense of humour, and ethical behaviour (Sercu, 2006). Throughout the different stages of 

the LS project, they demonstrated that they viewed each other as equals as professional 

learners (Dudley, 2011).  As well as being an essential philosophical underpinning of 

Lesson Study, this is also a key quality within intercultural competence.  Although the 

study was not focused on gender issues, the fact that the teachers involved were all 

female was possibly a determinant factor in their commitment to a research which 

“cohered with their philosophical or humanistic beliefs about the teaching role” 
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(O’Connor 2008, p.117).  Women teachers have been shown to opt positively for 

classroom teaching as they derive a sense of satisfaction from pupil achievement, and 

from establishing positive relationships with pupils and colleagues (Smith, 2011). The fact 

that they espouse values relating to the ethic of care (Vogt, 2002) was also evidenced in 

the culture they created in their classrooms and the choices they made in their planning 

and teaching. Broadly speaking, they showed themselves as individuals who possessed a 

genuine emotional understanding and empathy towards others in creating a nurturing 

learning atmosphere, which is central to the act of teaching (Hargreaves, 2001). 

Although teachers had an agenda as to what they wanted to gain from the LS research, 

they were open-minded and willing to re-think their views in the light of their colleagues’ 

ideas. In agreeing to take part in a research study which dealt with a less familiar 

curriculum area and a novel form of CPD, teachers showed willingness to step out of their 

comfort zone in order to improve their teaching practice.  Conducting IU-related LS could 

be said to be low risk (Cerbin and Kopp, 2006) since IU is not an area of the curriculum 

which is inspected; however, engaging in a joint planning and teaching experience with 

close colleagues and the researcher had the potential to be face-threatening (Guskey, 

2002).  Indeed, one of the biggest concerns faced by teachers in the context of Lesson 

Study is the fear of observations by their peers (Saito and Atencio, 2013). Joint planning 

and teaching can trigger a certain amount of anxiety in teachers who may have to own up 

to their vulnerabilities with regard to their subject and pedagogical knowledge.  In the 

case of this study, they also ran the risk of uncovering their own conscious and 

unconscious cultural biases and attitudes. Moreover, the designated teacher had to try 

hard to decentre and not to think of the lesson observation from their colleagues as 

being evaluative. This was helped by the fact that the observations were of case study 

pupils and not the teachers themselves (Dudley, 2011). Therefore, to some degree 

participation in IU-related LS also illuminated teachers’ second level intercultural 

competencies (Dusi et al, 2016) in showing an open attitude to inquiry and learning, in 

how they handled a new situation, in their personal qualities e.g. respect, empathy and in 

the adoption of culturally inclusive approaches in the classroom.  
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5.3.3 LS as an effective vehicle to build up teachers’ capacity in IU teaching 

Prototypical LS involves a group of teachers working on a learning-focussed question in a 

collaborative and supportive way, in order to improve the quality of teaching (Stigler and 

Hiebert, 1999).  As they focused on IU as a discrete aspect of the curriculum, participation 

in the LS process was not only a source of new knowledge for teachers (Cajkler et al, 

2014) but it assisted them in building up the capacity to act on their knowledge base in 

order to enhance their classroom practice (Gonzalez, 1995). In the first instance, this 

involved raising awareness of gaps in their conceptual and pedagogical understanding 

which triggered attempts at remedying a problematic situation through collaborative 

work or through drawing on external sources e.g. Internet, documents. They drew on 

their prior knowledge and understanding, which had been informed by their individual 

personal and professional experiences.  In the joint discussions, each teacher had the 

opportunity to share their stories and make their tacit knowledge visible to their 

colleagues (Dudley, 2014) as they articulated their thinking out loud and opened up 

about their beliefs and feelings with regard to the what and the how of IU teaching. 

Through sharing and pooling ideas, they created a collective resource which they dipped 

into in order to identify a research problem and which influenced their decisions for the 

lessons (Schön, 1986). Engagement in the research also gave teachers the opportunity to 

test out strategies in relation to a new topic of inquiry as well as to reflect critically on the 

curriculum content (Stenhouse, 1975) and how it affected current teaching of IU.  

One of the key elements of Lesson Study is that it separates the teaching from the 

teacher since it includes predictions and focused observations of specific learners. In this 

regard, teachers were aware that the primary purpose of Lesson Study is not linked to 

what students learn, but rather how they learn from the lesson (Cerbin and Kopp, 2002). 

Traditionally when working in isolation, teachers have to manage the demands of the 

complex and unpredictable context of a large classroom (Pedder, 2015). An important 

contribution of LS is the fact that members of the team are available to observe the 

teaching from the perspective of learners. Through focusing intensely on a single pupil in 

the class, aspects of pupil learning which would have otherwise been filtered out (Dudley, 

2011a) became visible. Equivalent to a zoom lens, it enabled a group of teachers to look 

simultaneously at what happened in the classroom both in detail and in general (Dudley, 
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2011a). Since teachers in the study wanted to increase their own knowledge of their 

pupils’ understanding of diversity, they actively set out to use their learners as main 

sources of information. This enabled them to increase their knowledge of the diverse 

experiences and frames of reference which learners bring to the teaching and learning 

process (Darling-Hammond, 2005). The main trigger for teacher learning stemmed from 

having access to concrete evidence that their teaching had impacted positively on pupil 

learning (Guskey, 2002), although they were aware that the teaching had not impacted 

on learners in the same way. In a nutshell, LS provided participants with “a true glimpse 

of what it means to learn from teaching” (Sims and Walsh, 2009, p.732).  In making the 

connection between teaching and learning more salient through its focus on case study 

pupils, LS gave them the opportunity to learn as well as to teach, and students to teach as 

well as to learn (McIntyre, Pedder and Rudduck, 2005). In this regard, LS highlights IU 

teaching as a reciprocal, interpretive meaning-making learning process (Peiser and Jones, 

2014; Scarino, 2014) since the diverse biographies and trajectories of experience, 

knowledge, language and culture interact. 

In conclusion, the last three sections have put forward several arguments in answer to 

the three main research questions.  Collaborative planning and teaching within LS 

enabled teachers to maximise the intercultural development of their pupils (Driscoll et al, 

2013) as they were able to focus intensely on an intercultural object of learning (Lee, 

2008).  Teachers in the study demonstrated that they had the competencies to deal with 

the complexity of the subject matter and gather data upon which they could have 

substantive conversations about pedagogy and content (Cajkler et al, 2014; Dudley, 2013; 

Fernandez et al, 2003). Participation in LS and more generally in the research project 

enabled them to put aside the tensions between their educational philosophies and the 

constraints under which they work. They were able to “walk the walk” rather than “talk 

the talk” (School B, Q1) resulting in a full realisation of their vision (Driscoll et al, 2014; 

Sercu et al, 2005). In this regard, Lesson Study provides a platform for teachers to pose 

questions, share resources and reflections as well as to develop the understanding of 

their teaching through close examination of pupil learning. On completion of the LS 

process, rather than radical changes in the teachers’ thinking about the importance and 

practice of IU teaching, it was shown that their intercultural dispositions and 
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competencies (Sercu et al, 2005) are closely linked to and interact with their identities as 

teachers and also as global citizens (Deardorff, 2015). However, although teachers 

demonstrated that they had the necessary professional capital (Fullan and Hargreaves, 

2012) to be effective intercultural practitioners, the impact of their involvement in IU-

related-LS on their learning was limited for reasons which are explained in the next 

section. 

5.3.4 Limitations on teacher learning within the study 

At the end of the study, teachers reported positively on both the potential of LS as a 

model of professional development and also focusing on IU as a discrete element of the 

primary curriculum. Although the evidence suggested that their learning had been 

enhanced, the feedback provided by individual teachers was more cautious. They 

reported that the main limitation was linked to the short time-span of the project which 

was a one-off event in both schools (Guskey, 2002; Lewis, 2006, 2009).  Because IU and 

teacher learning are incremental and never complete, this warrants a longer-term view 

being adopted. This point is captured by one of the participants who commented that “in 

order to change anything and professionally develop wouldn’t you have to go through lots 

and lots and lots of it?” (School A, Karen).  Because LS is not systemic in the English 

educational context and IU is not statutory, teachers stated that it would be unlikely that 

they would have subsequent opportunities to engage in another deep inquiry into IU 

teaching which could have triggered lasting changes or re-shaped their practices (Guskey, 

2002). Therefore, the effect of this research is most likely to remain “a memory as a 

special case without being integrated into any general theory of practice” (Eraut, 2000, 

p.10) and is unlikely to lead to any long-term substantive changes in teachers’ practice. 

Unless teachers are offered subsequent structured professional opportunities to develop 

their practice in IU teaching and have access to materials so that they do not have to plan 

IU lessons from scratch, their competence in teaching IU is likely to either never develop, 

to stagnate, or even to regress (Fantini, 2000).   

However primary practitioners often cite IU as an aspirational educational goal (Driscoll 

and Simpson, 2015) which they are willing to improve in practice, as was evidenced by 

this study.  Therefore, practical measures should be explored in order to facilitate IU 
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teaching and ensure that pupils have access to regular intercultural learning 

opportunities.  Several suggestions are put forward in the next section. 

 

5.4 Implications of the study: Future directions for CPD 

The study provided evidence of the potency of LS in supporting teachers’ inquiry into 

teaching and learning, and in increasing the visibility of IU in practice. Several concrete 

suggestions are put forward in this section in order to facilitate teachers’ CPD in IU.  

5.4.1 Enhancing teachers’ experience of IU-related LS 

Because the development of intercultural competence may not be a naturally occurring 

phenomenon in teachers’ professional and personal lives, it needs to be addressed more 

explicitly and systematically in staff development.  Teachers highlighted several practical 

issues related to the complexity of the subject matter, the dearth of teaching resources 

containing clear intercultural learning goals, and more generally the lack of time to 

engage in research into their own practice. In this regard Lesson Study, which adds to 

teachers’ workload, may not be sustainable in its traditional form within the current 

educational context.  Moreover, CPD needs to match the expectations of the teachers 

(Guskey, 2002). They recognise the importance of professional development in order to 

expand their knowledge and skills, thus enhancing their effectiveness with students. 

However, they tend to be pragmatic and hope to gain specific concrete, practical ideas 

that directly relate to the day-to-day operation of their classrooms (Fullan and Miles, 

1992). Development programmes that fail to address these needs are unlikely to succeed. 

Hence, it has been suggested that teachers who take part in LS should always have the 

support of more knowledgeable others who have deep content knowledge, much 

experience in LS as well as expertise in teaching (Lewis et al, 2006; Takahashi and 

McDougal, 2016).  The role of these advisors is not to take over the work of a group, 

which is meant to always remain teacher-led and responsive to the needs of particular 

children (Fernandez, 2002).  Instead, they bring research-based knowledge, including 

"conceptual inventions, clarifications, and critiques" (Shulman, 1986, p.27) which can be 

combined with teachers’ craft knowledge about pedagogical practices, their own 

students, and the cultural and instructional contexts of their classrooms (Putnam and 
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Borko, 2000). Knowledgeable others can speed up the LS process in expediting the teams’ 

access to information (Fernandez, 2002; Lewis et al, 2006).  They can signpost teachers 

and schools towards high-quality resources which are widely available but not easily 

accessible, or help teachers exploit materials more effectively (Asia Education 

Foundation, 2005; Barnes-Karol and Broner, 2010). They can also give advice on how to 

embed IU within a wider range of curriculum subjects such as Mathematics and Science 

(Maylor et al, 2007); moreover, many familiar themes e.g. sport, famous people, have 

unfamiliar dimensions when looked at from a global perspective (Kumaravadivelu, 2008). 

Furthermore, the findings suggest that teachers would benefit from more theoretical 

input about IC and IU. This point is addressed in the next section. 

5.4.2 Providing teachers with a theoretical grounding in IU  

Because IU and IC are complex concepts, more formal input should be offered in order to 

increase teachers’ knowledge of their components. This is based on the premise that 

increased understanding of what needs to be developed in themselves and their learners 

can support the teaching-learning process.  Theoretical underpinnings to IC and IU should 

be made accessible to mainstream teachers in recognition of the “dynamic relationship” 

between theory and practice (Conteh, 2003, p.3) which can lead to transformative 

teaching and learning.  In the field trial in Australia (DEECD, 2012), a large-scale field 

study which took place across many levels of education, teachers reported that having a 

clear understanding of IU and the goals of IU teaching were an important facilitator when 

planning a project.  A theoretical grounding in IC or IU could involve exploring different 

frameworks – Byram’s (1997, 2008) and Deardorff’s (2006) - as well as differentiating 

“central concepts such as “culture”, “stereotype”, “own/foreign”, racism, etc.” (Hu, 2011, 

p.131).  It may also be important to learn the names of ethnic groups, and to recognise 

the differences between culturally diverse white groups (Byram et al, 2002). The 

exploration and inclusion of subject specific vocabulary would also help teachers and 

learners articulate their understanding of cultural diversity. As well as theoretical input 

which would support the development of an intercultural metalanguage, teachers and 

pupils could have access to pedagogical tools which have been specifically designed to 

raise awareness of their own value systems (Byram, 2012).  



 
 

181 

5.4.3 Tools to make teachers’ implicit knowledge explicit 

Since individualised factors have been shown to facilitate or constrain teachers’ 

commitment to and practice of IU (Peiser and Jones, 2014; Sercu et al, 2005), they should 

have opportunities to reflect on their own identities as cultural beings; in how their life 

experiences and aspects of their cultural background have shaped the worldview they 

may have (Banks et al, 2005). They need to consider their own stereotypes and prejudices 

which may influence their teaching and their learners in unconscious ways. In this regard, 

several authors including Cochran-Smith (1995) and Ladson-Billings (1995a, 1995b) 

consider autobiographical reflection to be the most important issue in intercultural 

competence (Leeman and Ledoux, 2003).  Tools can be used in professional training 

sessions and in their classrooms in order to help teachers identify and analyse: 

• the motivators and inhibitors in developing IU (Peiser and Jones, 2014); 

• their own intercultural competence;  

• which competences (and to what extent) are appropriate for the learners and  

the contexts in which they are teaching; 

• the principles of the teaching process which will help them to achieve these aims 

(Byram, 2012). 

Although the use of self-analysis tools in the assessment of IC has been criticised for 

providing an insufficient story (CEFR 2001, 2017; Deardorff, 2015), they can provide 

useful prompts for teachers and learners to engage in discussions about their 

intercultural experiences. In order to illustrate this point further, three examples of tools 

are reviewed: 

Firstly, the resources “Autobiography of intercultural encounters” and “Images of others” 

(Byram et al, 2009) are available in 6 languages and in two versions, for adults and 

younger learners.  They encourage teachers and students to take a retrospective view on 

events and encounters which have made a strong and lasting impression; these could 

have taken place face to face or through visual media on television, films, Internet, books, 

music or art.  The aim of these resources is to help teachers and students to reflect 

critically on their own responses, behaviours and attitudes to manifestations and 
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experiences of other cultures4 in order to learn about IC in more depth (Byram, 2012). 

These reflections and experiences are documented in portfolios which are used to collect 

rich and detailed evidence of learning over time whilst being ethical and sensitive in 

carefully managing students and teachers’ privacy (Borghetti, 2017).  Another 

professional learning strategy aimed at developing IC involves reflecting on critical 

incidents (Spencer-Oatey, 2013). 

Secondly, “critical incidents” are defined by Wight as “situations in which there is a 

misunderstanding, problem, or conflict arising from cultural differences between 

interacting parties or where there is a problem of cross-cultural adaptation” (1995, 

p.128). Providing brief descriptions of such incidents can form the basis of an exercise 

which aims to raise participants’ awareness of their own culturally determined 

interpretations and explanations of others’ behaviours (Spencer-Oatey, 2013). Another 

approach could also include reflection about positive intercultural encounters or 

experiences. A third tool refers to the Iceberg analogy. 

Thirdly, since a risk in teaching IU is that learners’ stereotypical attitudes are reinforced if 

only superficial aspects of culture are explored (Lawes, 2000), the “iceberg analogy” is 

another tool which would encourage teachers and pupils to consider the many facets of 

culture. It could prompt teachers to decide how they could move from teaching about 

the visible aspects of cultures to their many “invisible” dimensions which relate to values, 

beliefs, conceptions and ideals.   

Several practical suggestions and tools have been put forward in this section which can 

help teachers address the complexity of the subject matter and maximise the impact of 

Lesson Study on their professional learning.  Effective intercultural training for teachers 

should involve an all-encompassing and holistic approach in order to ensure that both 

personal and professional competencies are developed, a point which is expanded on in 

the next part of this chapter.   

 

                                                           
4 The activities proposed in these resources are similar to the activities designed by teachers for their pupils 
in both case study schools within this project. 
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5.4.4 Towards a holistic view of CPD  

Theoretical and practical input can be combined with in-situ coaching or collaborative 

forms of CPD such as Lesson Study (Desforges, 2015; Dudley, 2014) which allow teachers 

to test out new subject knowledge content and pedagogical strategies. However, because 

IU presents significant challenges and few clear-cut answers for teachers, LS may need to 

be combined with other approaches to CPD in order to develop interculturally competent 

teachers. In this regard, “situating learning experiences for teachers outside of the 

classroom may be important - indeed essential - for powerful learning” (Putnam and 

Borko, 2000, p.5).  

As has already been explained in section 5.4.1, they also need access to expert IU 

knowledge i.e. guest speakers who provide practical strategies, in order to set up 

activities that celebrate and exploit the linguistic and cultural diversity available in and 

outside their classrooms.  Teaching IU within a Funds of Knowledge approach could be 

used as a way to redress the balance; this would involve following recommendations of 

good practice in working with families belonging to different ethnic and social groups 

(DfES, 2004).  This would fit more closely the view of the ideal intercultural teacher 

described below: 

Ideal teachers are reflective practitioners who take the social and political 

implications of their actions into account. This involves their identity, 

autobiography and political orientations on the multicultural society; not only 

cognitions, but also attitudes and emotions are involved (Leeman and Ledoux, 

2003, p.282) 

Taking it a step further, Sercu (2006) proposes that teachers should develop a new 

professional identity. In this sense, intercultural knowledge has to be blended more 

explicitly and effectively with the life-worlds of the teachers and of the students in order 

to become a part of who they are.  Becoming fully fledged intercultural practitioners 

requires that teachers’ professional identities are viewed as a “reflexive project” that 

needs to be continually “remade and reaffirmed” (Woods and Jeffrey, 2002, p.90) as they 

integrate this element in their habitus (Bourdieu, 1977). This is characterised by sets of 
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gradually acquired and long-lasting dispositions which are manifested in skills, know-how, 

and competences.  

As well as favourable dispositions and competencies which need to be fostered 

continuously, the findings from the two case study schools highlighted other factors 

which can jeopardise the sustainability of IU within the current context.  The visibility of 

IU is compromised by the fact that it is not a priority or mandatory even though “the 

National Curriculum seeks to enable schools to deliver a diverse curriculum and one that 

promotes and supports pupils’ spiritual, moral, social and cultural development” (DfE, 

2013).  For teachers to fully realise their vision of IU teaching takes more than individual 

skills and intentions. Therefore, the study also has implications in relation to curriculum 

and material development in order to make IU more prominent within programmes of 

study in primary schools in England. 

 

5.5 Implications for curriculum and material design   

5.5.1 Improving the curriculum in primary schools 

In the study, one component of Lewis’s framework could not be fulfilled as teachers were 

not able to link their IU lessons to long-term goals (Lewis et al, 2006), although they made 

suggestions as to how the provision of IU teaching could be improved within their school 

context. Thus, so that their planning and teaching of IU did not take place in a vacuum 

and opportunistically, a first step would involve administrators and teachers making a 

school-wide effort to include IU in the schools’ action plans and curriculum planning.  If a 

long-term strategic plan was put in place, this would ensure that specific cultural themes 

were revisited in increasingly sophisticated ways over the primary school years; the 

programmes would also include clear learning intentions which made connections 

between different curriculum subjects including languages i.e. English, foreign, 

community and heritage languages (Driscoll and Simpson, 2015; Hood and Tobutt, 2009).   

A joined-up and coherent educational programme needs to be tailor-made to pupils’ ages 

and maturity levels as well as their interests (Curtain and Pesola, 1994; Driscoll et al, 

2013; Driscoll and Simpson, 2015); it needs to contain a clear pedagogical sequence in 

order to ensure progression through topics and reduce the risk of pupils “becoming 
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bored” through the repetitive study of the same cultures and religions (Maylor et al, 

2007, p.77). In this regard, the primary language framework had potential in supporting 

teachers to implement IU more systematically not only within foreign language learning 

but across the whole curriculum (DfES, 2005).  It provided a loose structure for 

progression allowing broad cultural concepts to be revisited at increasingly complex 

levels (Driscoll and Simpson, 2015) (Appendix 7.2, pp.201-202). A further suggestion 

made by teachers in school B is that all teaching could take place under the umbrella of 

IU.  Some schools have opted into the International Primary Curriculum (IPC) as a 

complementary vehicle to the National Curriculum in England (Bunnell, 2010); this is 

characterised by an explicit inclusion of intercultural objectives in the primary curriculum, 

CPD provision for teachers and links with other schools to create an online international 

community.  Another aspect which could be improved is IU teaching materials. 

 

5.5.2 Improving the teaching and learning materials 

Intercultural education is adopted at the official curriculum discourse level as has been 

explained in the introduction chapter, but it is not always supported by teaching 

materials and pedagogies.  Although teachers in the study felt supported in their efforts 

to develop their pupils’ IU within their schools, they had to plan lessons from scratch due 

to the dearth of curriculum guidance and high-quality resources. The Internet searches 

which were carried out did not always yield very good results in terms of answering their 

questions or providing explicit guidance that they could directly transfer into their 

teaching.  Consequently, they had to draw on curriculum documentation which had 

been published in other countries, most notably Australia (Asia Education 

foundation, 2005; ACARA, 2012) and Ireland (NCCA, 2005) in order to get teaching 

ideas. Even then, resources including lesson plans with age-related expectations 

were not ready made. This meant that teachers had to spend a lot of time designing a 

single lesson - time they can ill-afford to give in their normal working day. So that they 

do not have to “re-invent the wheel”, programmes of study should be published with 

supporting resources as well as accurate assessments of learning outcomes in relation to 

IU (UNESCO, 2006).   
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In this chapter, I have endeavoured to answer the three research questions which guided 

my research project. The first part reviewed the factors which can promote or hinder the 

development of pupils’ Intercultural Understanding in primary schools.  The second 

section shed light on the nuts and bolts of IU teaching which were uncovered through 

teachers’ participation in LS.  It reviewed the steps which each LS team took in order to 

design a discrete IU lesson for their young learners; the process involved disentangling 

the concept of IU, selecting the most appropriate lesson content for their learners as well 

as reviewing in detail the impact of their teaching on pupil learning (Saito and Atencio, 

2013).  In answer to the third research question, I explained the extent to which Lesson 

Study supported teachers’ professional learning and enabled them to gain a sophisticated 

view of their practice in IU.  The final sections discussed the implications for teacher 

training, curriculum and material design in order to help practitioners to view primary 

education through an intercultural lens. 

Although this research study has brought IU into focus and showed this aspect of the 

primary curriculum as a worthy area of inquiry, the responsibility for the development of 

intercultural teaching and CPD in primary education in England does not only lie with 

individual teachers and schools, but also with the Government, Department for Education 

and teacher training institutions. Therefore, the findings have implications for policy-

makers and teacher training institutes (Byram, 2014). The lack of access to expertise in 

intercultural pedagogy was mentioned as being a potential issue by one of the teachers 

as she commented about her teacher-training course:   

I think part of it was that they (teacher educators) didn’t have all the answers 

either (…) they were not sure how they would deal with it so they just said just be 

aware and maybe pick up tips on how to deal with it (…) they’ve never taught us 

those tips (School B, pre-LS int., L146-151) 

In the final chapter of this thesis, I provide a recapitulation of the study and its findings 

before providing more personal reflections on the future of IU teaching within the 

current educational and societal climate. I also put forward suggestions for future 

research. 
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6 Conclusion and Final Reflections 

6.1 Review of the study 

This qualitative research study set out to explore how Intercultural Understanding was 

taught in primary schools which are located within a predominantly white British area of 

central England.  The intention was to shed light on current teaching practices and to 

offer an in-depth view of how primary practitioners - head teachers, teachers and 

teaching assistants - conceptualised and operationalised IU with young learners. This was 

enabled through the analysis of questionnaire data which was gathered from several 

primary schools and two case studies of teachers who engaged in collaborative Lesson 

Study.  In this regard, the two LS teams provided live examples of how intercultural 

learning goals are played out in actual primary classrooms (Murata and Takahashi, 2002). 

The research was carried out in recognition of the fact that as societies are increasingly 

multilingual, multicultural and the world is becoming more interconnected, fostering 

intercultural skills is essential in order to prepare young people for their future lives 

(Alexander, 2010; Barrett, 2018; Guilherme, 2002). Valuing different languages and 

cultures is a first step towards Intercultural Understanding and in this regard, the 

curriculum content and policies highlight the importance of plurilingualism and 

intercultural awareness particularly within foreign language teaching and learning 

(Byram, 2008).  Although this project was conducted at a time of flux in the English 

education system due to the multiple curriculum reforms (DfEE, 1999, 2007; DfE, 2013) 

and the introduction of new initiatives, the status of IU has been relatively unaffected; it 

is still posited as an important aspect of the curriculum which can be fostered formally 

and informally within mainstream education. A citation in Scarino’s article (2014) in 

relation to the importance of language learning which “is not isolated but totally 

enmeshed with all the important issues of the future (… and of) humanity” (p.387) 

could be said to have equal validity for Intercultural Understanding, which should not 

be “an optional extra” (DfES, 2002, p.5).  Central to these concerns is the need to give a 

voice to individuals including children who belong to minority social, linguistic and 

cultural groups who tend to be silenced by institutional practices within schools and 

society.  However, although many educators are in favour of interculturalising their 

teaching (Byram, 2008; Sercu, 2002; Sercu et al, 2005), IU lacks official visibility and is not 
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often researched formally within mainstream primary education in England.  In 

embedding LS which focused teachers’ attention on their intercultural practice, this 

research project yielded several interesting and promising results. 

 

6.2 Recapitulation of the research findings 

One of the key findings from the study is that primary school teachers work in a 

professional context which could be described as intercultural to the extent that 

respectful attitudes and behaviours are continuously promoted amongst staff, pupils and 

the wider community.  An intercultural dimension forms part of the general curriculum 

and the ethos of the schools.  

The LS study was useful in illuminating teachers’ resourcefulness, resilience, and 

positive predispositions towards IU teaching as well as knowledge of primary pedagogy 

(Byram, 2012). The outcomes of this research study showed them as competent 

professionals who do not perceive their role as technicians implementing scripted 

guidelines (Moll et al, 2005).  Instead, they have a deep commitment towards 

developing their pupils’ IU, which is perceived as essential for living harmoniously 

with others in a diverse world (ACARA, 2012).  They view the development of their 

pupils’ personal skills and intercultural qualities (Byram, 2008; Deardorff, 2006; Driscoll et 

al, 2013) as one of their main responsibilities and recognise pupils’ families as major 

stakeholders in the children’s developmental and learning process.   

The study also demonstrated the potency of Lesson Study in enhancing teachers’ 

professional learning.  In focusing intensely on IU as a discrete element of the curriculum, 

on pupil learning and case study pupils, teachers gained a clearer understanding of 

suitable instructional strategies as well as an in-depth view of their pupils’ thinking and 

experience of diversity. In this regard, the two LS teams provided plentiful evidence that 

IU can be taught effectively (Borghetti, 2011) within the confines of the classroom. They 

showed that pupils enjoy learning about intercultural topics, and that most learners have 

the required levels of maturity and reflection to tackle complex issues. Therefore, IU 

teaching does not have to focus solely on the fun factor of celebrations and festivals but 

can also aim to raise their critical cultural awareness.  However, the findings highlighted 

several areas of conflict and barriers to a systematic implementation of IU teaching.  
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Although promising insights into teachers’ and pupils’ learning about IU have been 

uncovered, cautious conclusions should be drawn from this case study research for 

reasons which are expounded in the next section. 

 

6.3 Limitations of the study 

One of the issues pertaining to this study is its generalisability and the fact that the data 

which is highly contextualised cannot be used to reach generic conclusions about 

teachers’ work in all English primary schools (O’Connor, 2008).  To some degree, the 

results could be generalised to primary schools which expound similar features to the 

case study schools – principally in their ethos and levels of collegiality; in the way they 

attend to the intercultural component of the curriculum; in the vision which is endorsed 

by the leadership team and staff to create an inclusive environment which is respectful of 

difference.  However primary schools are all different and unique in their cultures 

(Hammersley-Fletcher and Kirkham, 2007), which are to a large extent dictated by their 

size and also in the way they implement the National Curriculum (DfE, 2013).  Teachers’ 

sense of self efficacy, motivation and enthusiasm in specific areas of the curriculum can 

be reinforced or constrained by the practices and values of the schools in which they 

teach (O’Connor, 2008). In this sense, the study may not be easily transferable to primary 

educational contexts which have set different priorities in terms of pupil learning - 

perhaps because they do not meet the standards in pupils’ progress in core subjects.  

More broadly, implementing a research study which relies on a constructivist view of 

professional learning would be challenging in contexts which expound more traditional 

and hierarchical school cultures and where lesson observations reflect the power of 

“surveillance” e.g. Indonesia, Vietnam (Saito and Atencio, 2013).  I personally think it 

would be difficult to implement in France, my home country, where there is not a sense 

of community in schools.  Although evidence in this regard is lacking, this may be 

reflected by the lack of literature on “Communauté de pratique dans l’enseignement” 

and of Lesson Study publications, even if the name “Étude collective de leçon” is starting 

to be used in teacher training institutions (Eduveille, September 2017).  

Moreover, the sample was restrictive and non-representative of the wider teaching 

profession in including an exclusively white, female sample of teachers who had positive 
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intercultural predispositions (Sercu et al, 2005).  Less encouraging results may have 

perhaps been generated if this research project had involved teachers who had negative 

or ambivalent predispositions towards IU. This was pointed out as a potential issue by 

one of the teachers who stated that “you can be taught how to teach it (IU) but I don’t 

know if making somebody want to teach it can be taught (Kayla, School B).  In this sense, 

it would have been interesting to gather contributions from more resistant teachers who 

thought that IU should not or could not be taught to young learners (Byram, 2008, Sercu 

et al, 2005) and to see whether their attitudes had changed by the end of the study.   

As well as acknowledging the limitations of this study and its findings, I had to reflect on 

several methodological shortcomings in the research design and the implementation of 

the project. 

 

6.4 Methodological Considerations 

This research project could have benefited from improved research methods.  Interviews 

could have been conducted with teachers who completed the questionnaires in order to 

obtain more in-depth information about IU teaching in a range of contexts. The 

interviews would also have been useful in eliciting more personal details about their 

backgrounds since teachers’ personal intercultural competence has been shown to be 

determinant in their conceptualisation and practice of IU. During the LS research, 

additional methods may have enhanced the quality and depth of the data; these include: 

- diary entries and personal notes which would have encouraged teachers to record 

thoughts and reflections at different stages of the process;  

- video-stimulated recall, whereby teachers watch salient episodes of the meetings and 

lessons and on which they comment.   

However, although these strategies were considered, they would have placed unrealistic 

demands on teachers who carried out research which was tagged on top of their teaching 

duties.  

Furthermore, there were methodological issues in using Lesson Study as a research tool 

which were largely linked to my lack of experience and knowledge in its use. As a model 
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of professional development, LS is a relatively recent innovation in England and the body 

of research on LS is at a nascent stage. However more recently, a number of issues have 

been highlighted in ensuring that engagement in LS is beneficial to both teachers and 

pupils (Godfrey et al, 2019).  Within this study, there was a concern regarding the 

effectiveness of involving a dyad of teachers (two members in the LS team) as in school B 

versus a triad - three in a team (Dudley, 2011); this caused an initial dilemma since the LS 

literature states teams should comprise three or more practitioners. Thus far little 

research literature is available on the difference the size of a team makes on teacher 

learning.  However, logically it could be said that “three heads” in a team could be better 

than two, as this reduces the ideas and the knowledge that teachers can share and jointly 

construct. In the case of this study, one should consider that to a large extent the efficacy 

of LS depends more on the quality of the interactions and shared commitment between 

group members rather than the size of the group. A larger group which did not cooperate 

well would not be as effective as a smaller one that did.  Since the dyad of teachers in 

School B worked effectively as a team within a supportive professional context, their 

involvement in the research was optimised. Furthermore, one size LS does not fit all, and 

variations in the format of Lesson Study are commonplace in order to fit the context and 

needs of staff and learners (Murata and Takahashi, 2002).  The other issue related as to 

whether my advice to teachers in school B to repeat the same lesson was necessary. 

According to Japanese Lesson Study, lessons should not be replicated as they have to be 

designed to fit pupils’ specific characteristics and needs.  Hence, as my knowledge of LS 

increased through keeping up to date with the research literature, I reflected on the fact 

that my decisions and interventions may not always have been most beneficial to the 

participants. Furthermore, since interviewing pupils is not a regular feature of teachers’ 

practice in English schools, power differentials have to be acknowledged and better 

preparation and support for teachers and pupils on how to take part in interviews may be 

needed.     

In spite of the limitations and shortcomings which have been reviewed in this section, my 

research study has been successful in providing detailed and interesting insights into a 

complex aspect of teaching and learning within the primary curriculum. Researching this 

topic over the last 7 years has been challenging and has prompted me to reflect on the 

place of IU in the current educational context and how its visibility could be increased. 



 
 

192 

6.5 The future of IU in the primary curriculum in England 

The findings from this research could suggest that it would not be such a big leap to 

make IU a more central component of the primary curriculum; it is an important 

aspect of the National Curriculum (DfEE, 1999, 2007; DfE, 2013) which awards 

schools the freedom to design their own programmes of study as long as the learning 

objectives in core subjects are fulfilled. Fostering pupils’ IU constitutes an 

aspirational goal for many teachers who show both a dedication and professional 

competences, and this could be further developed. As stated by one of the LS team 

members, teaching IU in the broad sense of taking into account the diverse needs of the 

pupils and recognising the linguistic and cultural resources children bring to the 

classroom is part of being a “good teacher” (Karen, School A) and is the feature of a good 

school according to Ofsted. This fits within the broader purpose of education, which pays 

heed to issues of equality and social justice in order to combat discriminatory practice 

which can jeopardise children’s development and future prospects. However, the non-

statutory status of IU means that there will continue to be discrepancies between 

schools in the amount of attention they are prepared to devote to it.  

A first step to increasing its visibility could consist in making “Intercultural 

Understanding” a higher frequency collocation at all levels of education in England - in 

curriculum materials and policies, as well as in teachers’ discourse and training 

programmes - instead of removing it as it has been the case in the new primary 

curriculum documentation (DfE, 2013). There is also a need to make intercultural learning 

goals within different subject areas more prominent. A key change in teacher 

professional training could involve raising their awareness of materials which have been 

extensively published, particularly by the Council of Europe, and to help schools create a 

cohesive programme of study for Intercultural Understanding. A more radical 

transformation in policy would be to make IU a mandatory part of the curriculum as in 

Australia (ACARA, 2012); this would ensure that IU is allocated time and is planned for as 

carefully and as in great detail (Curtain and Pesola, 1994) as any other subject; it would 

also include intercultural training for teachers and the producing of resources to support 

teaching and learning.  



 
 

193 

However, as is suggested in the next section, the lack of focus on IU may reflect a 

political stance towards diversity within the broader context.  

 

6.6 Intercultural understanding within the broader context: Room  
       for optimism? 

In primary schools, the implementation of an international dimension relies mostly on the 

enthusiasm and goodwill of individual teachers. Head teachers are unlikely to take a 

gamble and radically change their practice as schools are competing against one another 

through securing good places in league tables based solely on achievements in English 

and Maths.  Schools may enjoy organising international events as a celebration of other 

cultures, but this is simply a means of bringing diversity to the curriculum rather than a 

way of tackling issues of diversity.  Thus, although theories and recommendations 

recognise the need to prepare pupils for an international global society and to make 

them more open-minded about Otherness, in practice the current system tackles issues 

at a superficial level and is unlikely to challenge the status quo.  In addition, the reluctant 

attitude towards the teaching and learning of foreign languages may contribute towards 

asserting further the monolithic status of English and is failing to recognise the potential 

of a plurilingual society. The lack of emphasis on intercultural learning within the 

curriculum in England could reflect the more subversive and insidious impact of a 

negative political stance towards interculturalism. Several events which have 

occurred in recent years could indicate that a retrograde step has been taken in this 

regard: these include aspects of the campaign on Brexit, the handling of the 

migration issue illustrated by the “regaining control of our borders” rhetoric in 

England, as well as the rise in hate crime, anti-globalisation and far right extremism or 

populism in several nation states such as the USA, Brazil, France, Germany, Hungary, The 

Netherlands etc. These are worrying trends especially if they set the curriculum against 

a climate of fear; fear of terrorism, of the Other, and of Islam etc. In this regard, Walton 

et al (2012) stated that the media may contribute to the relative ineffectiveness of 

intercultural programmes. 

However, in recent years there have also been several positive shifts in education and at 

societal level in England and in countries around the world. In England, a positive shift has 

taken place amongst the younger generation in their acceptance of people from diverse 
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ethnic groups, and in attitudes towards racism.  This shows “an optimism and idealism 

that might be useful in developing teaching strategies that encompass diversity and 

identities” (Maylor et al, 2007, p.9).  Languages from other countries are playing a 

growing role in European societies e.g. Chinese, Arabic, Russian, Urdu, and this is 

reflected in the range of foreign languages on offer in the English educational system, 

particularly in secondary schools (Hu, 2011).  It is also reflected in more positive trends 

towards multilingualism and multiculturalism which are viewed as an asset in schools. 

Perhaps a further shift in educational and curriculum priorities will be triggered by the 

fact that “Global Competence” has been included on the PISA 2018 (Programme in 

International Student Assessment) as a world-wide measure for 15-year olds (Deardorff, 

2015). New guidelines published by the Council of Europe (2018) suggest that the 

teaching of intercultural competence should be expanded.  This is exemplified by the 

Council of Europe’s new education campaign “Free to speak, Safe to learn” launched in 

November 2018, which focuses on the development of democratic and inclusive schools 

(CoE, 2018).  Intercultural competence, which was a feature in the Pestalozzi project 

which ended at the end of 2017, will continue to be a key aspect of the new “Council of 

Europe Reference Framework of Competences for Democratic Culture” (CoE, 2018). 

Interventions which overlap with citizenship have been designed in order to deal with 

new complexities which have emerged as societies and the world continue to evolve. 

They aim to: 

• Make children and students’ voices heard in practice; 

• Deal with controversial issues; 

• Deal with propaganda, misinformation and “fake news” in democratic societies; 

• Develop resilience against violent behaviour; 

• Prevent bullying, cyber bullying and any violence against girls, children with 

disabilities, children with special educational needs, as well as children belonging 

to minority groups; 

• Promote a healthy life style and children’s wellbeing. 

In this regard, although teachers still need intercultural competence for managing 

increasing levels of diversity within their schools and to help learners develop an 
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understanding of their place in the world, their roles and responsibilities have also 

changed, and new training needs to be provided. 

 

6.7 Final Reflections 

This study aimed to plug a gap in the research literature whilst setting out a case for more 

systematic teaching (formal) and fostering (informal) of Intercultural Understanding.  It 

was driven by my motivation to increase the saliency of IU in teachers’ minds and 

practice based on the premise that all learners should be equipped with the knowledge, 

skills and attitudes to be effective intercultural citizens (Guilherme, 2002). This study is 

also founded on the belief that teachers have to be aware of biases in their own practice, 

since these can lessen children’s academic success. In order to be better equipped to 

cope with the challenge of cultural diversity in the classroom and also in the community 

and the wider world, teachers need to have easy access to support which ultimately 

should help them develop more equitable teaching practices. However, it also recognises 

that the responsibility for preparing intercultural citizens does not only belong to 

teachers but also lies with everyone who has contact with and has an influence on pupils. 

This may include factors both in and out of school, and particularly significant others e.g. 

parents, family members, positive role models both real or virtual; for example, club 

leaders, friends, sports personalities, media etc.  Although several lessons have been 

learnt, there are still many challenges ahead in order to achieve more systematic and 

effective implementation of IU teaching within the English educational context.  To some 

extent, this study opened a Pandora’s Box by drawing attention to the unfulfilled 

potential which seems stunted as a primary school teacher’s work is never done.  The fact 

that teachers are often overwhelmed by the demands that are placed on them is a feeling 

that I can remember all too well as a former primary school teacher.  Therefore, teachers 

have to be skilled at deploying strategies in order to get the work of teaching done rather 

than research the deeper aspects of teaching and pupil learning. This issue could be 

addressed through teachers having regular opportunities to engage in Lesson Study 

which I personally regard as the most valuable professional development experience I 

have been involved in since qualifying as a teacher.  At the risk of idealising the outcomes 

of this Lesson Study research project, the depths of teachers’ discussions about 
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intercultural teaching and learning was in my view extraordinary. However, although LS 

has enjoyed increased popularity its future may be uncertain in an education system 

which does not provide the resources, despite the Department for Education in England 

emphasising the central role of collaborative teacher development (DfE, 2010; DfE, 2016). 

This difficulty is illustrated by the fact that Lesson Study trials were not pursued in either 

of the case study schools.  Moreover, when I left in 2016, after 15 years of primary school 

teaching, the curriculum seemed to be evolving in a knowledge-based direction and 

continues to contain high-stake statutory tests where teachers are under constant 

pressure to demonstrate “good progress”. This approach runs the risk of further 

marginalising pupils’ personal, social and cultural development as an educational goal. In 

focusing intensely on IU over the last 7 years as part of this research, it has been easy for 

me to lose sight of the fact that IU teaching is, in the words of one of the teachers in the 

study “one small element of our teaching” (Karen, School A). Nevertheless, there are ways 

which could help teachers embed IU more systematically in their practice.  In this regard, 

much inspiration can be drawn from the Australian educational system where IU is a key 

capability in the curriculum.  Curriculum designers, researchers, and policy makers have 

wisely taken a long-term view of IU teaching; they have recognised the need to support 

teachers in their professional training as well in providing teaching resources and 

assessment tools, and its implementation is evaluated continuously. These are 

developments which I will continue to follow closely in years to come, and which could be 

supported by research. In order to build on these initial understandings of how IU should 

be taught by primary school practitioners, further school-based interventions (Walton et 

al, 2013) and research involving Lesson Study are needed. 

 

6.8 Directions for future research 

This project has pioneered research into the teaching of Intercultural Understanding 

through Lesson Study in English primary schools, and both have great scope for future 

research.  Although my project was focused on the effectiveness of LS on teacher 

learning, the effects were limited due to time constraints.  Therefore, future case studies 

would benefit from being longitudinal, in order to measure the effects of participation in 

collaborative LS on teachers’ professional learning and on their practice in the long term. 



 
 

197 

Similar case studies using IU and LS could be carried out in different school contexts e.g. 

rural, multicultural, urban, and could also focus on specific groups of participants. These 

could include teachers of foreign languages, or British Minority Ethnic practitioners. The 

case studies could also involve pupils from different backgrounds and who are newly 

arrived in England in order to reflect the diverse composition of the school population 

and bring to light a wider breadth of knowledge and experience. In having different tales 

to tell, these groups of individuals would bring new perspectives on how Intercultural 

Understanding should be conceptualised and tackled in practice.  

The study offered glimpses into the potential of LS in promoting collaborative 

relationships where the “funds of knowledge” (Gonzalez et al, 2005) are equally valued; 

this could be explored in more depth.  Further research could investigate how It can be 

used by teachers to create more personalised and motivating contexts for teaching 

(Banks et al, 2005) where new knowledge can be constructed and shared in mutually 

empowering ways (Conteh, 2018, p.9). One of the strengths of Lesson Study is related to 

the structured opportunities it affords in focusing on case study pupils and pupils’ 

learning.  With its tight contextualisation in classroom lessons and clear collaborative 

procedures, LS provides a powerful tool for practitioners to involve pupils as full partners 

in the process of teaching (Pedder, 2015).  The focus on specific learners can help 

legitimatise students’ individual identities and voices in order to enhance teachers’ 

understanding of the reasons why pupils do not feel comfortable expressing different 

views as well as their feelings and perceptions of their place in the world. It can be used 

by teachers and researchers to unlock and capitalise on the knowledge students already 

possess (Gonzalez, 2005). Future research could involve more in-depth and thorough 

pupil consultations (Rudduck and McIntyre, 2007) which would not only focus on 

teaching and how it can be improved (Pedder, 2015), but also would aim to understand 

what the students bring to the context in terms of their personal, social and cultural 

histories (Conteh, 2018). This would ensure that learning is recognised fully as a social 

process which is bound within larger contextual, historical, political, and ideological 

frameworks which affect students and teachers’ lives.  This practice would also create 

new ways of supporting classroom learning through making the encounter between 

teachers and students more transparent (Pedder, 2015). This type of research could also 

help to make the links clearer between teachers’ intercultural practice and students’ well-
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being and performance, and illuminate the range of external influences i.e. significant 

others, media etc. which impact pupils’ thinking.  

Lesson Study has potential as an ethnographic tool in order to gain further evidence-

based information about teachers’ intercultural competence as they enact their personal 

and professional identities. This approach would focus more deeply on individuals’ 

different pathways for acquiring intercultural competence as well as personal 

development levels (Deardorff, 2015) including their belief systems, histories of 

experiences, memories and tacit understandings. In this regard, future research in IU-

related LS could contribute to the changing paradigm in the assessment of IC, which 

places a greater “emphasis on more observable behavioural assessment, including the 

ability to work successfully in a diverse team and subsequent relationship development” 

(Deardorff, 2015, p.4).  Since the efficacy of formal methods for assessment of 

intercultural competence has been questioned, the adoption of a more holistic 

framework of lifelong learning has been recommended.  In combination with other 

methods mentioned in section 6.4, more focused and thorough analyses gained through 

formal projects could enhance understandings of the processes involved in the 

acquisition of intercultural competence (Borghetti, 2013) in both adults and children.  

The study also highlighted a dearth of curriculum materials needed to teach IU in primary 

schools, and particularly the absence of age-related expectations and an assessment 

framework.  Therefore, further LS trials could make a valuable contribution to the 

creation of a resource bank for primary teachers which has been designed and tested by 

LS teams (Murata and Takahashi, 2002). These efforts could take place within more 

formal research studies in collaboration with practising teachers, in order to facilitate the 

publication of new and revised materials and further the development of a specific 

assessment framework for primary school learners. If teachers had access at their finger-

tips to the appropriate resources and strategies, they could embed an intercultural 

dimension in all lessons (Huang, 2002). Since valuable lessons were learnt from this 

research project, future publications are possible in order to disseminate the results. 

 

 



 
 

199 

6.9 Future publication of this research 

It is hoped that the information collected, and the findings of this research project will be 

used to form the basis of further academic writing and possible publications in order to 

share good practice in the field of intercultural education. This could also raise awareness 

of avenues for future research.  Engaging in PhD research and producing a thesis through 

the university has laid the foundations for developing me into a researcher; more 

specifically it has raised my understanding of research protocols and the need to abide 

closely to ethical regulations. However, because the readership of a thesis is very limited, 

further measures have to be taken before reporting the research to a wider audience. On 

a practical level, I would need to familiarise myself with the research ethics and policies 

of the academic journal where the publication may appear.  I would ensure that any 

manuscript abides to the style and format requirement of the target journal as well as 

dealing with issues related to copyright and self-plagiarism. Because a journal article has 

word limits, converting my thesis into an academic article would require that I select a 

specific aspect of the research to be revised and edited accordingly. Future publications 

would focus on specific aspects of the thesis; how Lesson Study assisted teachers’ 

pedagogical practice in IU teaching; on the role of case study pupils in informing teachers’ 

practice.  Due consideration would need to be awarded to ethical issues which were 

increased due to the sensitivity of the subject matter and the involvement of younger 

learners. In future publications, all participants and quotes would be carefully 

anonymised as they were in this thesis in order to protect the sites of the research as well 

as the identity of teachers and pupils. In any future publications in academic journals, I 

would need to be particularly cautious and selective about which contextual details to 

reveal in order to provide a coherent piece of academic writing which would make a 

valuable contribution to the broader body of literature on LS and intercultural 

understanding in primary education. Some of the pupils’ comments would need to be 

reported sensitively and carefully.  Although they could be viewed as non-politically 

correct, they are important in justifying the need to teach IU more systematically and 

effectively in primary schools. Therefore, the comments would need to be highly 

contextualised in order to reduce the risk of them being misinterpreted, which could be 

the case if they were taken out of context. 
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7 Appendices 

Appendix 1 - Figures 1 and 2: Percentage of “minority pupils”  

Definition of the term “minority pupil”: Minority Ethnic Origin Those pupils of all school 

age who have been classified according to their ethnic group and are of any origin other 

than white British are defined as being of minority ethnic origin (DfE, 2018) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Percentage of pupils who speak languages other than English. 
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Appendix 2 - Learning objectives for primary languages extracted from the KS2 
framework for Languages (DfES, 2005) 

Year 3 IU objectives at a glance 

3.1 Learn about the different languages spoken by children in the school 
•increase awareness of linguistic and cultural diversity. 
3.2 Locate country/countries where the language is spoken 
• identify some of the countries where the language is spoken. 
3.3. Identify social conventions at home and in other cultures 
• know some facts about one country, e.g. climate, main towns, famous 
landmarks, produce. 
3.4 Make indirect or direct contact with the country/countries where the language 
is spoken 
• have contact with a native speaker 
• view a video or media resource about the country 
• send an e-mail, letter or postcard to a partner school. 
 

Year 4 at a glance 

4.1 Learn about festivals and celebrations in different cultures 
• learn how children of different cultures celebrate special days 
• identify similarities and differences 
• learn simple phrases to celebrate festivals. 
IU 4.2 Know about some aspects of everyday life and compare them to their own 
• compare pastimes of children of different cultures and countries 
• exchange information with a partner school, e.g. sports, hobbies. 
IU 4.3 Compare traditional stories 
• compare characteristics of simple stories between cultures 
• look at the writing system of the language. 
IU 4.4 To learn about ways of travelling to the country/countries 
• revise the location of country/countries where the language is spoken 
• identify a route from own locality to specified destination 
 

Year 5 at a glance 

IU 5.1 Look at further aspects of their everyday lives from the perspective of someone 
from another country 
• consider aspects of everyday life of children in their own and different countries 
• reflect on cultural issues using empathy and imagination to understand other 
people’s experiences. 
IU 5.2 Recognise similarities and differences between places 
• identify geographical features of contrasting locality 
• learn about buildings and places in different countries. 
IU 5.3 Compare symbols, objects or products which represent their own culture with 
those of another country 
• learn about symbols representing their own country 
• learn about symbols and products from another. 
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Year 6 at a glance 

IU 6.1 Compare attitudes towards aspects of everyday life 
• recognise similarities and differences in attitudes amongst children in different 
cultures 
• learn about role models for children in different cultures. 
IU 6.2 Recognise and understand some of the differences between people 
• discuss similarities and differences between the cultures they have learned about 
• recognise and challenge stereotypes. 
IU 6.3 Present information about an aspect of culture 
• perform songs, plays, dances 
• use ICT to present information. 
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Appendix 3 - Intercultural Understanding assessment tool extracted from the Junior 
Language Portfolio (National Centre for Languages, 2001) 
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Appendix 4 - Curriculum for Excellence Scotland: 4 Capacities 
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Appendix 5 - Curriculum for Excellence Scotland: Developing the global dimension 
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Appendix 6 - Learning Continuum Grid For Intercultural Understanding in the Australian Curriculum (ACARA, 2012)
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Appendix 7 - First draft teachers/teaching assistants’ questionnaire 

First pilot teachers’ questionnaire  

My name is Elodie Walsh and I work as a primary school teacher.  As part of a 

postgraduate course at the University of Leicester, I am carrying out some exploratory 

research into the place of Intercultural Understanding in the primary curriculum. The 

purpose of the questionnaire set out below is to discover information about your 

understanding of the concept of “Intercultural Understanding”, and to explore if and how 

Intercultural Understanding is taught in your school.   

It should take around 30 minutes to complete and as the research is exploratory, full 

responses would be greatly appreciated. There are no right or wrong answers and you 

can answer the questions in any order. The findings will provide a basis to conduct a 

more in-depth investigation into Intercultural Understanding in primary schools, and 

interviews will be used as follow-up.  All of the information provided by you, including 

your personal details, will be treated in strict confidence and will remain anonymous. 

Thank you for taking the time to answer this questionnaire and for supporting my 

research. 

 
 

Section A 
Conceptualisations of Intercultural Understanding 

 
1. What is your understanding of the concept of “Intercultural Understanding”?  

. 

2. What does “developing Intercultural Understanding” mean in a primary 

classroom?  

 

3. Please comment on whether you think that young learners’ Intercultural 

Understanding should be promoted in primary schools. 

 

4. To what extent do you think your circumstances and experiences - academic, 

personal, professional - may have contributed towards developing your own 

Intercultural Understanding/competence? 
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Section B 
The teaching of Intercultural Understanding. 

 
1. How would you say “Intercultural Understanding” is currently addressed within 

your school? To what extent is it made visible? 
 
 

2. Could you describe 3 intercultural activities that you have planned and taught to 
your class in the last year?  

 
3. What were the learning outcomes in terms of pupils’ Intercultural Understanding? 

 
 

4. How easy and/or challenging do you find it as a teacher to promote pupils’ 
Intercultural Understanding in your primary school? 

 
 

5.  Do you have any other comments on this topic? 
 
 
 
 
Your contribution and your cooperation in answering this questionnaire are greatly 
appreciated.  In order to explore some issues in greater depth, I would like to carry out 
some interviews.  If you would be willing to participate further in this research project, 
could you please leave your contact details below?  Many thanks. 
 
Name:_________________________________ 
 
School:_________________________________________ 
 
Email:__________________________________________ 
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Appendix 8 - Final draft teachers/teaching assistants’ questionnaire 

Dear Teacher, 

My name is Elodie Walsh and I work as a primary school teacher.  As part of a 

postgraduate course at the University of Leicester, I am carrying out some exploratory 

research into the place of Intercultural Understanding in the primary curriculum.  The 

initial stage of my project aims to gather some general information on how Intercultural 

Understanding is addressed in your primary school.  

The questionnaire set out below should take around 15 minutes to complete and as the 

research is exploratory, full responses would be greatly appreciated. There are no right or 

wrong answers and you can answer the questions in any order. All of the information 

provided by you will be treated in strictest confidence and will remain anonymous. Thank 

you for taking the time to answer this questionnaire and for supporting my research. 

If you do not wish to complete this questionnaire, please feel free to leave it blank. 

 
 

Intercultural Understanding in your school 
 

1. What does “Intercultural Understanding” mean to you?  

 

 

2. How would you say “Intercultural Understanding” is currently addressed within 

your school?  

 

 

3. Are there any signs around the school and the classrooms that aim to promote 

Intercultural Understanding? 

 

 

4. How easy and/or challenging do you find it as a teacher to promote pupils’ 

Intercultural Understanding in your primary school? 

 

 

5. Do you have any other comments on this topic? 

 

 
 
Your contribution and your cooperation are greatly appreciated.  Your consent to take 
part in the research will be implied from you returning the questionnaire. 
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Appendix 9 - Covering letter to head teachers sent with questionnaires 

Dear Head Teacher, 

Thank you for agreeing to support my research project and to administer the 

questionnaire to your teaching staff. It should only take 15 minutes to complete. 

However, teachers are welcome to spend more time on their answers if they wish. All 

questionnaires including those left deliberately blank can be returned in the SAE that I 

have provided.  If you have any queries regarding this project, please do not hesitate to 

contact me at school (name of school, name of town) or via email: 

   eyw1@leicester.ac.uk 

 

 

The Ethical Application Reference number for my research project is: eyw1-b663. 

 

Many thanks again; your help is very much appreciated. 

 

Kind regards, 

 

Elodie Walsh 

 

 

 

 

 

 

 

 

 

 

 

 

 

mailto:eyw1@leicester.ac.uk
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Appendix 10 - Head teachers’ questionnaire 

Head teacher’s questionnaire 

Dear Head teacher, 

My name is Elodie Walsh and I work as a primary school teacher.  As part of a 

postgraduate course at the University of Leicester, I am carrying out some exploratory 

research into the place of Intercultural Understanding in the primary curriculum. The 

initial stage of my project aims to gather some general information on how Intercultural 

Understanding is addressed within your school. 

The questionnaire set out below should take around 15 minutes to complete and as the 

research is exploratory, full responses would be greatly appreciated. There are no right or 

wrong answers and you can answer the questions in any order. All of the information 

provided by you will be treated in strictest confidence and will remain anonymous. Thank 

you for taking the time to answer this questionnaire and for supporting my research. 

If you do not wish to complete this questionnaire please feel free to leave it blank. 

 
Intercultural understanding in your school 

 
1. What does “Intercultural Understanding” mean to you in your role as a Head 

teacher? 

 

2.  Are you aware of any policy documents and initiatives which can encourage 
teachers to develop Intercultural Understanding in your school? 

 

3. Do you think it is important for you as a Head teacher to promote Intercultural 
Understanding in your school? Why/why not? 

 
 

4. Do you think your school environment promotes Intercultural Understanding? If 
so, how? 

 
 

5. What do you do as a Head teacher to develop an intercultural ethos within your 
school? How challenging/easy do you find it? 

 
 

6. Do you have any other comments on this topic 
 
 
 
 
Your contribution and your cooperation are greatly appreciated.  Your consent to take 
part in the research will be implied from returning this questionnaire. Many thanks 
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Appendix 11 - Pre-LS interview schedule 

 

Date:___________________________ 

Starting time:_____________________ 

Finishing time:____________________ 

Candidate:_______________________ 

School:_________________________ 

Interview questions (Final) 
 

 Questions Follow up 
questions/notes 
about questions 

1.  Can you tell me about your school and your role in the 
school? 
 
 

 
 

2.  Do you think your role has changed over the last few 
years? 

 
 

3.  How would you describe your level of Intercultural 
Understanding? 

 
 
 

4.  How did it come to be? What experiences have forged 
it? 
 
 

 
 
 

5.  Have you received any training related to teaching 
Intercultural Understanding? 

 

6.  What have you gained from these experiences?  

7.  Do you think it is important to teach Intercultural 
Understanding to young learners?  

 
 
 
 

8.  How do you tackle IU in your teaching?    

9.  How would you describe your level of competence to 
teach Intercultural Understanding to your pupils? 

 
 
 
 

10.  In what way would you like your teaching to impact on 
your pupils? 

 
 
 

11.  In your experience how do pupils respond to the 
teaching of IU? 
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12.  How do you think the curriculum currently supports the 
teaching of Intercultural Understanding? 

 
 
 

13.  Is Intercultural Understanding an area that teachers 
should develop in more depth? 

 
 
 

14.  Have ever heard of Lesson Study? 
Have you ever used the Lesson Study process? 
What would you say you gained from it?  
 

 

15.  Do you have any comments? Any questions? 
Thank you for your time 
Transcription (email) 

Do you have any 
comments? 
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Appendix 12 - Post-LS interview schedule 

Post-Lesson Study interview Schedule 

First would you mind sharing some of your thoughts about the process you have just 

been through? How do you feel about it all? What do you think has worked well? 

Can you recall anything specific that prompted you to select this focus? (Refer to lesson 

plans) 

How different from was the process compared to lessons that you have planned and 

taught in the past? How similar? 

What was the biggest surprise for you now that you can look back on the work you have 

done?  

Before you met to plan the first RL, do you remember what you did?  

What did you do during the week between the first and the second lesson? 

Was there anything within the structure of LS that you found helpful? (research, case 

pupils, collaboration etc)  

How did you feel your team worked together?  

Did you talk to each other between lessons, off the record about this? 

How did it feel like being the designated teacher/one of the observers? 

What impact did the case pupils had on developing your own understanding of what 

works? 

Your discussions focused a lot on religion and the ethos of the school?  (school A only). 

Why was that?  

Would you be willing to share your findings with the staff? What would you like to say?  

 What could be the next step? (embed in creative curriculum?)  
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Appendix 13 - Research Ethics approval certificate 

 

University of Leicester Ethics Review Sign Off Document  
To:  ELODIE WALSH   
Subject: Ethical Application Ref: eyw1-b663 
 
  (Please quote this ref on all correspondence) 
 
 

 
08/11/2012 16:49:48 
 
 
School of Education 
  
Project Title:  Primary School Teachers and the teaching of Intercultural Understanding: 
What lessons can be learnt?  
 
 
          
 
Thank you for submitting your application which has been considered. 
  
This study has been given ethical approval, subject to any conditions quoted in the 
attached notes. 
  
Any significant departure from the programme of research as outlined in the application 
for research ethics approval (such as changes in methodological approach, large delays in 
commencement of research, additional forms of data collection or major expansions in 
sample size) must be reported to your Departmental Research Ethics Officer. 
  
Approval is given on the understanding that the University Research Ethics Code of 
Practice and other research ethics guidelines and protocols will be compiled with 
 

•  http://www2.le.ac.uk/institution/committees/research-ethics/code-of-practice 
 

• http://www.le.ac.uk/safety/ 
  
The following is a record of correspondence notes from your application eyw1-b663. 
Please ensure that any proviso notes have been adhered to:- 
 
Nov  7 2012  9:41AM    Please address the following:<BR>Section 3: You need to 
find your course organisers name which should be available in your Course handbook or 
on Blackboard. If you are working with a member of academic staff who is organising 
research (Lesson Study) you should give their name in this section  

http://www2.le.ac.uk/institution/committees/research-ethics/code-of-practice


 
 

216 

  
Nov  7 2012  8:14PM    My two supervisors, Mr Wasyl Cajkler and Dr Julie Norton, 
are also involved in the Lesson Study research.<BR>(I was not able to add their names in 
Section 3)  
  
--- END OF NOTES ---  
 

 

Appendix 14 - Teachers’ consent letter 

Dear Teacher, 

 

My name is Elodie Walsh and I am a teacher at a local primary school.  As part of a PhD 

research project in education based at the University of Leicester, I am carrying out 

research into the teaching of Intercultural Understanding in the primary curriculum.  Part 

of this study is founded on an exploration of the impact of the Lesson Study process on 

teacher learning.  

Your head teacher has agreed to support this study and is willing to have some Lesson 

Study trials taking place within your school.   If you agree to support my research, you will 

be required to audio and video-record at various points of the lesson study process, and I 

will need to interview you at the beginning and the end of the Lesson Study cycle. The 

transcripts of the recordings will be analysed, and some of the results from the data will 

be used in the final report.  All personal details and information gained will be kept 

strictly confidential (no names or personal information will be disclosed) 

If you would like to support my research, please read and sign the attached consent form.  

You are welcome to contact me on eyw1@leicester.ac.uk if you have any queries 

regarding this matter. 

Many thanks. 

Yours sincerely, 

 

Elodie Walsh 

 

 
 
 

mailto:eyw1@leicester.ac.uk
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Consent to Participate in LS Research  
 

1. I agree to participate in the Lesson Study (LS) research initiated by PhD candidate 
Elodie Walsh from the University of Leicester. I understand that this research is 
exploratory and is about gaining a deeper understanding of how Intercultural 
Understanding is taught within my primary school. 

2. I understand that my participation in the study involves taking part in two 
interviews: one before the start of LS, and one at the end of the LS cycle. Each 
interview will last for 20 minutes and will be audio-recorded. I will be able to read 
and review the transcripts of the interviews. 

3. My participation in this study involves audio and video recording the planning and 
evaluation meetings.  The research lessons will also be video-recorded using a 
static camera.  

4. I will record case study pupils’ interviews.  I will design interviews related to the 
content of the lesson and will use materials produced during the lesson as 
prompts. I understand that parents’ consent has been obtained from the 
researcher. 

5. My participation in this study is voluntary and I understand that I have the right to 
withdraw or discontinue participation at any time.  

6. I understand that if I feel uncomfortable in any way during any of the interview 
sessions I have the right to decline to answer any question or end the interview.  

7. I understand that the researcher will not identify me by name in any reports using 
information obtained from this study, and that my confidentiality as a participant 
in this study will remain secure. Subsequent uses of records and data will be 
subject to standard data use policies which protect the anonymity of individuals 
and institutions. 

8.  Colleagues and administrators from my school will neither be present at any of 
the interviews nor have access to raw notes or transcripts. 

9. I have read and understand the explanation provided to me. I have had all my 
questions answered to my satisfaction, and I voluntarily agree to participate in 
this study.  

10. I have been given a copy of this consent form.  
 

 
____________________________                         ________________________  
              My Signature                                                                  Date  
 
____________________________                         ________________________  
             Signature of the Researcher                                            Date  
 
 
For further information, please contact: 
 
Elodie Walsh 
eyw1@leicester.ac.uk 
 
 

mailto:eyw1@leicester.ac.uk
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Appendix 15 - Parents/Guardian’s consent letter 

 

Dear Parents/Guardians, 

 

As part of my PhD studies in Education at the University of Leicester I am carrying 

research on teacher learning in relation to the teaching of Intercultural Understanding in 

the primary curriculum. A group of three teachers will engage in Lesson Study, a form of 

professional development which focuses on pupil learning and will entail that I have 

access to several audio and video recordings of teachers and two case study pupils.  All 

personal details and information gained will be kept strictly confidential in the transcripts 

and the final report (no names or personal information will be disclosed) and the 

research will not interfere with any aspect of your child’s school work. 

The head teacher has agreed to support this project and your child’s class teacher will be 

a member of the Lesson Study team.  Your co-operation in supporting my research would 

be greatly appreciated, but if you would prefer your child not to be chosen as a case 

study pupil, please return the form below to your child’s class teacher by …...   

 

Yours Sincerely, 

 

 

-------------------------------------------------------------------------------------------------------- 

 

I would prefer my son/daughter not to be involved in the research project. 

 

Child’s name:__________________________       Class: _____________________ 

 

Parent’s signature:____________________________   Date:__________ 
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Appendix 16 - LS research step by step guidelines 

 Induction meeting: Lesson Study briefing 

Research steps Details about the data collection 

Answer questionnaire and arrange pre-LS 
interviews 
 
Interview LS team members prior to starting 
LS cycle to gather information about their 
experience of IU and LS: Interviews to be 
audio-recorded 
 
Opportunity for LS members to read and 
review draft interview transcripts 
 
 

Collect questionnaire 
 
 
Participants can have access to interview 
schedule before interview 

Meeting –teachers and EW- to explain project 
and discuss guidelines 
Give and refer to Dudley’s handbook (2012) 
 
The Lesson Study Process (from Pete Dudley 
http://lessonstudy.co.uk/the-lesson-study-
process/)   
 
Teachers sign consent forms  
 
EW to send documents to support research 
 

 
 
 
 
 
 
 
Copies to EW 

LS team first planning meeting 
Identify a learning challenge in relation to 
Intercultural understanding in the primary 
curriculum 
Identify case study pupils in relation to 
learning goal 
 
Create a timetable of meetings/lessons in 
order to organise cover (by HT, TAs and PGCE 
student) 
 

Setting up video and audio-recording 
equipment and collecting it shortly after the 
end of the session 

Second planning meeting 
Plan content of lesson and make predictions 
about case study pupils 
(See proposed template for lesson planning: 
can be adjusted) 
Prepare resources and decide who is going to 
teach and observe 

 
Audio and video record planning meeting 
 
EW collects equipment and data 
 
School to send parents’ consent forms to 
pupils 

http://lessonstudy.co.uk/the-lesson-study-process/
http://lessonstudy.co.uk/the-lesson-study-process/
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One LS member teaches Lesson 
Observers to annotate lesson plan about case 
study pupils;  
Can you ensure case study pupils sit in 
proximity to each other to make observations 
easier? 

Video: static video-camera 
 
 

Observers to interview case study pupils (you 
can use work completed by pupils as prompt 
and aspects of the lesson) 
 
See template from LS handbook 

Audio record on MP3  
 
 

Evaluation meeting: report on findings 
(teaching, observation, pupils interviews) 
 
Plan Second Research lesson 
 
(decide: same class/same case study pupils or 
different class/different case study pupils) 
 

Audio and video record 
 

 Audio and video record 
 

Email communication? In between lessons 
 

Copy EW in emails 

Teach second RL 
Annotate plans with observations and pupil 
contributions 

Audio and video record 
 
 

Interview case study pupils (use work done in 
class to be discussed) 

Audio record 

Evaluation meeting Audio record/video record 
 
 

Individual post Lesson Study interviews; 
reflection on process 

Audio record 
 
Transcripts to be reviewed by LS team 
members 
 

As a team you may want to present findings to 
the staff  
 

 

A few weeks later could view footage of 
lessons and take part in a focus group 
discussion (EW + LS team) 
 

Initial suggestion: not completed 
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Appendix 17 - LS Lesson planning template 

Case study pupil … 

Name: _______________________ 

Class:____________________________ 

Observer:__________________________ 

 

What is the lesson study objective in relation to Intercultural Understanding? 

 

What is the anticipated learning outcome/final product? 

 Success criterion for this focus 

Lesson sequence/ 
tasks 

How you hope pupil …. will 
respond? 

How pupil ….  is observed to 
respond? 

 

 

 

  

Comments  

 

 

 

Guidelines when planning research lesson 
Teach and jointly observe the study lesson 

 Focus on the case students’ learning and progress.  

 Think about and agree key points you want to gather data on. Record this.  

 Think about and plan who will be doing what and when.  

 What questions do you plan to ask?  
One of the principles of lesson study collaboration is “unconditional positive regard” so 
there is no “performative” agenda in lesson study.  
You might use the three guide questions to guide what to look for during the observation: 
a) what are the “observe”' students doing/learning? 
b) in the plan what are they intended to be doing/learning? 
c) how do you account for any difference or success? 
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Appendix 18 - Quick guide to Lesson Study 

Quick guide to Lesson Study (2014) 

1. Identify a learning challenge related to Intercultural Understanding (Ideas are 

suggested in the documents and books that I have provided) 

2. Select one case study pupil (choose someone who you think will be good at 

informing your teaching and subsequent planning) 

3. While planning, focus on the case study pupil and make notes about the kind of 

evidence of learning you wish to gather (what key points do you want to gather 

data on?) 

4. Sort out who is going to teach and when/who is observing and interviewing pupil? 

5. During lesson, observer focuses on case study pupil but is also encouraged to 

zoom out on occasion and record any significant event, behaviours and 

contribution of other pupils  

6. The observer interviews the case pupil; you can ask general questions and also 

make more specific reference to some of the “behaviour” observed in the lesson (I 

noticed that …/ I wonder why you…)  

7. Try to meet very soon after the lesson has taken place (either straight after or on 

the same day) 

8. Post lesson discussion: teacher may report on how the lesson went and observer 

reports on case pupil and any other significant events: what happened? Did it 

match your predictions? Were they any surprises and discrepancies? Did the 

teaching impact on the learning? What evidence have you got that it did? If it did 

not have an impact, why do you think that is?  

9. If you decide to teach the same lesson to a parallel year group, think how your 

plan will need to be changed and/or refined (or not) before the second lesson. If 

you are going to build on the first lesson, how will you do that?  

10. Repeat stages 3-8; the very last meeting is just an evaluation and how the findings 

will impact on future practice. 

 

I hope this quick guide helps. Remember that my research is exploratory and aims to 

identify the extent to which Lesson Study can assist teachers in their planning and 

teaching.  Do not worry if things do not quite go as planned - it is all part of the process.  
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Appendix 19 - Questionnaire data return information 

 

 

 

 

 

School 
label 

School 
Code 

School size Number of 
teachers/TA 
Qs 

Number of 
HT Qs 

Date returned Pilot studies 

School A PSH1 Medium 10 0 November 2012 Pilot head 
teacher’s 
questionnaire 

School B PSH6 Large 7 
 

1 March 2013 to 
January 2014 

 

School C JSH2 Large 3 1 20 February 
2013 

 

School D PSSG3 Medium 2 1 18 February 
2013 

 

School E PSH4 Large 2 0 20 February 
2013 

 

School F PSHH5 Small 3 1 March 2013  

School G ISB8 Medium 5 1 March 2013 Pilot teacher’s 
questionnaire: 
Oct 2012 

School H PSES11 Medium 4 1 March 2013  

School I PSES9 Medium 0 0  Pilot teachers’ 
questionnaire: 
Oct 2012 

School J PSH10 Large No return No Return   

School K JSB7 Large No Return No Return   

School L PSL12 ?  1 05 April 2013  

Total 
involved 

 12 36 7   

Total 
Schools 
included in 
final 
analysis 

 8 36 6 Nov 2012-April 
2013 

 

Reasons for 
exclusion 

  No return 1 school 
out of 
catchment 
area 
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Appendix 20 - Sample coding questionnaire data: Question 1 

Categories Code Explanation 

Knowledge kn Knowledge of self and other; of cultural practices  

Attitudes:  at. Qualities that should be fostered through IU 
teaching 

Outcome oc. Goals of IU teaching 

Skills sk Skills which are called upon in interactions 
 
 

 

 

 

 

 

 

1. How this understanding can support us 
all in living together in harmony 

outcome oc. 

2. Good understanding of other cultures 
and beliefs breeds tolerance and lifts 
ignorance 

outcome oc. 

3. Giving children an understanding of the 
world beyond their doorstep, either 
nationally or globally 

knowledge kn 

4. An understanding of the lives of others 
from different backgrounds to their 
own 

knowledge 
 

kn 

5. Often more about similarities than 
difference 

knowledge kn 

6. Developing an understanding of the 
range of cultures within the UK and 
outside the UK 

knowledge kn 

7. Looking at similarities and differences knowledge kn 

8. Developing children and staff 
understanding of different 
races/beliefs/ language and culture 

knowledge kn 

9. More than a basic understanding but 
more in depth 

knowledge kn 

10. Understanding of each other’s cultures knowledge kn 

11. How different cultures are entwined in 
society 

knowledge kn 

12. Empathy attitude at. 
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Appendix 21 - Sample coding questionnaire data: Question 2 

Categories Codes Explanation 

Subject teaching st IU is incorporated within individual curriculum 
subjects 

Cross curricular topics ct IU is part of broader topics which link different 
curriculum subjects 

Schemes and initiatives  si External initiatives in which schools participate; 
Schemes which are supported by external 
agencies British Council and specific guidance 
from Department for Education e.g. community 
cohesion scheme 
These are offered to all schools 

School Ethos se IU is tackled informally through displays; signs; 
pictures; books diversity in school; school rules-
all that contribute to creating an “intercultural” 
ethos; the influence is covert to some degree 

Whole school events ws Special events which are organised by 
individual schools in order to foster IU: visits; 
festivals; special days; visiting speakers-
educational visits to places of worship  
The learning is explicit and experiential 

 

Sample of analysis: This school returned 3 teachers/TA’s questionnaires and 1 HT’s 

questionnaire 

    Statements                              School C        code: JSH2 Label Codes 

1. Through having links with other ethnic groups 
within our area 

schemes and 
initiatives 

si 

2. Through having links with other countries China 
and France 

schemes and 
initiatives 

si 

3. We achieved the International award in 2010 schemes and 
initiatives 

si 

4. There are documented links in our creative 
curriculum 

cross-curricular 
topic work 

ct 

5. We have also sent staff to China, Slovakia, USA, 
Colombia, and Ukraine through the British 
Council to have a look at education systems 
there 

schemes and 
initiatives 

si 

6. Our children visit the Jain and Sikh temples in 
xxx  

whole school 
events 

ws 

7. We have Sri Lankan dance classes whole school 
events 

ws 

8. The music teacher uses musical instruments to 
show off other cultures 

subject teaching st 
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9. All pupils learn French for the 4 years they are 
with us; includes aspects of French life; 
landmarks; history; cuisine; one of the strands 
in French studies IU is one of the three core 
strands in the KS2 framework 

subject teaching st 

10. The art teacher has used African themes to 
show tribal customs 

subject teaching st 

11. Our geography includes intercultural themes subject teaching st 

12. through RE subject teaching st 

13. PSHE subject teaching st 

14. Through history  subject teaching st 

15. Multilingual signs/French displays/posters-
positive role models -covert 

school ethos se 

16. Underpinning all areas of the curriculum and 
school life: taught to be tolerant and open-
minded towards people from different ethnicity 

school ethos se 
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Appendix 22 - Sample coding questionnaire data: Question 3 

Codes 

Category Code Explanation 

Teacher cultural knowledge tckn Issues pertaining to teachers’ own 
knowledge and experience of other 
cultures/concerns regarding 
passing on their own 
misconceptions 

Low diversity in area ldi The impact of having low diversity 
in the school and the community 
which does not reflect the wider 
world 

Home influences hi Negative home influences-
stereotypical views passed on by 
parents and family 

Teacher foreign language 
knowledge  

tflkn Issues pertaining to teacher 
knowledge and confidence in 
teaching French at KS2 

Resources res Lack of availability of resources to 
teach IU  

Curriculum issues cur Pressures experienced by teachers 
to deliver an overcrowded 
curriculum 

Pupils’ knowledge pkn Lack of pupils’ knowledge and 
experience of other cultures which 
make IU teaching more challenging 

 

Sample of analysis across schools 

Challenge/issues Label code 

1. Subject knowledge 
deficit: about other 
cultures 

teacher cultural knowledge tckn 

2. IU not evident in 
community 

low diversity in area ldi 

3. Difficult to get parental 
support for visits 

home influence hi 

4. Pupils’ experience and 
understanding of other 
cultures is limited 

pupils’ knowledge pkn 

5. Subject knowledge 
deficit in French 

teacher foreign language knowledge tflkn 

6. Finding information 
about other countries 

resources res 



 
 

228 

7. IU work fall from the 
edge 

curriculum issue cur 

8. Ensuring they have a 
broad understanding 

pupils’ knowledge pkn 

9. Small cultural mix locally low diversity in area ldi 

10. Struggle to find time to 
fit it in: curriculum 
pressures 

curriculum issue cur 

11. Opportunities are not 
always taken in the 
curriculum 

curriculum issue cur 

12. Access to resources 
showing multicultural 
Britain 

resources res 

13. Parents holding 
prejudiced views that 
they pass on 

home influence hi 

14. Predominantly White 
British area 

low diversity in area ldi 

15. Challenging due to low 
level of diversity 

low diversity in area ldi 

16. Strong views from 
home: lack of racial 
tolerance 

home influence hi 

17. New curriculum moving 
towards a British 
cultural bias 

curriculum issue cur 

18. Lack of interactions with 
people from diverse 
groups 

low diversity in area ldi 

19. Finding age-appropriate 
links 

resources res 

20. Children have little 
experience of different 
cultures 

pupils’ knowledge pkn 

21. We should have more 
opportunities to visit 
places through the 
creative curriculum to 
enhance our 
understanding of our 
culture 

curriculum issue cur 

22. All too easy to fall into 
stereotypes: we are 
“rich” and they are 
“poor” 

teacher cultural knowledge tckn 
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23. Teachers may harbour 
inaccurate and outdated 
notions of what other 
cultures are like 

teacher cultural knowledge tckn 

24. Not sure how to do a 
better job 

teacher cultural knowledge tckn 

25. Difficult if you do not 
have knowledge 
yourself 

teacher cultural knowledge tckn 

26. Lack of knowledge and 
confidence in teaching 
French 

teacher foreign language knowledge tflkn 

27. Difficult not to fall into 
stereotypes 

teacher cultural knowledge tckn 

28. Teaching French when 
you are not a specialist 
teacher 

teacher foreign language knowledge tflkn 

29. Time consuming to find 
inspiring resources 

resources res 

30. Helping pupils 
understand things 
outside of their 
experience 

teacher cultural knowledge tckn 

31. To understand “why” 
(Pupils) 

pupils’ knowledge pkn 

32. To answer the question 
“why” 

(Teacher) 

teacher cultural knowledge tckn 

33. Can be difficult in a 
white British area 

low diversity in area ldi 
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Appendix 23 - Samples of thematic analysis of interview and LS data 

Pre-LS interview: Kayla School B 

Idea unit Category Main concept Notes 

so it’s my second year of 
teaching and I’m in year 4 
 

context description of 
participant: 
teaching 
experience 

second year of 
teaching 
fairly new to 
teaching 

it’s a erm predominantly 
erm white school with a 
generally a high level of 
deprivation but not as high 
as some of the schools in the 
area  
  
 

context school socio-economic 
backgrounds: 
may impact 
teaching of IU if 
school has more 
pressing issues 
to deal with 

we do have a lot of children 
that have special educational 
needs (SEN and our 
deprivation comes more 
from parents who we have a 
low level of parents who 
have gone to university that 
kind of things 

context  school educational 
family 
background 

and free school meals 
children  we’re lower than 
average but not low low low 

context school socio-economic 
backgrounds 

erm it’s a two form entry I 
think we’ve got over 400 
kids ((very hesitantly)) is that 
right is that huge and we’re 
pretty full in every year 
group I think foundation 
stage I teach 33 and then 
our year 3 classes are 
smaller they’ve got 25 so my 
class is 33 kids 
 

context school number of pupils 
per class: uneven 
spread 
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Planning meeting 2: School A: Preparing to teach IU within Lesson Study 

Idea unit Category Main 
concept 

Notes 

okay so lesson 1 and are we happy with the 
children we spoke about being the focus 
children? 

lesson 
planning 

case pupils  

are we going to start by showing that 
photograph? 
yes that was going to be our starter wasn’t it?/  

lesson 
planning 

 content Elisa initiates 
discussion 
a week since 
they met 

and that’s going to be anonymous 
okay hmhm/anonymous comments? 
when you see this picture what feelings do 
you have and what thoughts do you have 
 

lesson 
planning 

pedagogical 
approach 

Elisa reminds 
colleagues of 
what had 
been 
discussed  
and agreed 
on in the last 
meeting 

then we did speak didn’t we kind of spoke 
about having a whole host of pictures 

lesson 
planning 

 content  

pictures  is that a way of breaking into 
stereotypes 

lesson 
planning 

pedagogical 
approach 

 

what do we want to then teach them? what 
are we doing? 

lesson 
planning 

challenge: 
content 

 

that was where we were struggling wasn’t it in 
the first place what is the end result that 
we’re  hoping to get to at the end of the first 
lesson 
 

lesson 
planning 

challenge: 
learning 
outcome 

 

i suppose  to feel like that it is not right to pre-
judge 
yeah it’s not yeah something that is just fine is 
it? to pre-judge in a way that upsets the other 
person 
because as humans we all pre-judge don’t we? 
 yeah it’s learning what to do with that 
judgement 
 

lesson 
planning 

learning 
goal 

 

i mean i found this which is about breaking 
stereotypes it is not particularly fantastic at all 
but there was one aspect of it where they all 
get an attribute to put onto a headband  they 
don’t know what it is  
 

lesson 
planning 

teaching 
idea 

reference to 
Australian 
document for 
teachers 
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Appendix 24 - Number of turns and words in each meeting 

School A 

 

 First PM 2nd PM 3rd EM Final EM Total 
Turns 

Total 
words 

 Turns words turns words turns words turns words   

Sally 165 2324 108 1392 187 2723 90 1744 550 8183 

Karen 91 1520 70 1019 156 2345 67 1516 384 6400 

Elisa 131 2206 122 1793 197 2566 53 975 503 7540 

ST     47 1001   47 1001 

 

School B 

 1st  PM  1st 
lesson 

2nd PM first 
lesson 

3rd Meeting: 
evaluation 
first lesson 

Final meeting: 
evaluation 
second meeting 

Total 
Turns 

Total 
words 

 turns words turns words turns words turns words turns words 

Kayla 145 2454 208 1521 111 1115 46 904 510 5994 

Zoë 154 2620 238 2510 124 2404 49 1005 565 8539 

yeah   42 
Kayla 

 22 
Kayla 

 10 Zoë 
7 Kayla 
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Appendix 25 - Sample discourse analysis:  First planning meeting School A 

Timings Discursive units Big D discourse 
analytic tool 

Paralinguistic cues from 
video footage  

 Sally: will you press “go” 
on that or not 

 Elisa switches audio 
recording device on 
Video is running 
cups of tea and papers on 
table 
Sally with iPad  
All three sitting round 
tables in year 5 (Elisa) 
classroom; triangular 
formation of group; Elisa 
has profile to camera so 
incomplete view of her 
facial expression  

00.36 Elisa: So shall we go 
through our 
understanding of 
Intercultural 
Understanding? 

Elisa launches 
discussion with a 
key question/issue 
for members of the 
group to articulate 
their own meaning 
of IU: open-ended 
question for 
brainstorming 
The use of “so” 
could indicate that it 
seems logical to her 
to start by inquiring 
about colleagues 
understanding of IU  
Elisa positions 
herself as the leader 
and seems to fulfil 
expectation from 
colleagues that she 
would take on that 
role 
Elisa also perhaps 
wants to check her 
understanding is 
shared by the group: 
consideration 
towards others in 
the group=team 
work “shall we, 

Sally facing Elisa across 
table and Karen orients 
body towards Elisa and 
looks at her 
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our”: expectation 
that everyone will 
have a turn  

 Sally: yes encouraging 
response: 
supportive role 

 

 Elisa: would you like to 
start Mrs xxx? 

polite request 
“would you” and 
formal address “Mrs 
xxx” as she is called 
in school 
 

Karen looks at Sally and 
smiles 
Karen had kept quiet in 
response to Elisa’s 
question; she watches 
Sally as she speaks 

00.44 Sally: Well/ okay/ as far 
as I can work out it’s 
linked to understanding 
people groups and their 
activities that are 
different to our own 

feeling unsure-
hesitancy comes 
through in pauses 
and fillers -well, 
okay - used to give 
herself time;  
 Shows awareness of 
her own limited 
understanding “as 
far as I can work out 
lexical choice 
“activities”:  
 

quite slow speech in order 
to give herself time to 
think 

 (2.0) pause allowing 
participants to 
reflect and make 
sense of what has 
been said 

Elisa and Karen nod  

 Elisa: yeah sounding a bit 
unsure 

 

 Karen: yes ditto  

 Sally: in whatever way 
that may be 

finishing off 
statement after 
having had more 
time to think 
also perhaps to fill 
silence as Elisa and 
Karen were not 
forthcoming 

 

 Karen: yes more emphatic 
“yes” indicating that 
perhaps it makes 
more sense to her 
on reflection 

 

 Elisa: okay/   
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1.01 Sally: and so/ go on.  Karen looks at Elisa 

 Elisa: no/ no carry on  back and thro 
between 
interlocutors 
 

 

 Sally: no/I was going to 
move on to a different 
question 

justifying why will 
not carry on as wish 
to change topic of 
discussion? 

 

1.07 Elisa: is that your 
understanding as well?  

Elisa organises turn-
taking in discussion 
reinforcing the fact 
that she situates 
herself as the 
chairperson/leader  

Elisa looks at Karen 

 Karen: yeah I find it hard 
to know the difference 
between multicultural 
and intercultural 
multicultural I felt was 
perhaps more like the 
formalised teaching of/ 
this is multicultural/ 
whereas intercultural is 
perhaps more about the 
understanding within 
your class/ of the 
diversity/ of your class 
perhaps  

Karen says this quite 
tentatively including 
pauses in speech 
and 3 uses of 
“perhaps” and 
reinforced by the 
expression “I find it 
hard”    
Moves discussion on 
to the issue of 
terminology, 
unpicking the 
meaning of the label 
“intercultural” 
Karen seems to have 
reflected on this 
issue before the 
meeting; perhaps 
expects colleagues 
to help her 
understand 

Karen looks down initially 
and then looks at Elisa 
and Sally in turn as she 
speaks 
uncertainty comes 
through in tone of voice 
and facial expression  

1.30 Sally: okay/ I see I think I 
just did not really take it 
to mean just within your 
class about the 
difference between 
people within your class 

Sally is cautious “I 
see, I think, I just did 
not”  
Expresses a personal 
opinion which is 
slightly different but 
not challenging 
altogether 
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 Karen: no no no Karen perhaps feels 
she has not made 
her meaning 
sufficiently clear 
challenged in terms 
of explaining the 
concept of IU 
concisely and 
accurately 

Karen covers her mouth 
and then rests chin on 
hand – reflective? 

1.39 Sally: I was thinking 
about learning about 
other cultures/ learn 
about Africa/ learn about 
Spain/ learn about-  

Sally gives examples 
to make her 
understanding 
clearer to others: 
repetition of “learn 
about”:  
again is expressing a 
personal opinion “I 
was thinking” 

hand movement  
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Appendix 26 - School A - 1st Lesson Plan + pupils’ interview questions 

Lesson 1 

Overarching aim: To understand our children’s beliefs and encourage empathy with other 

cultures. 

Lesson 1 - Focussing on the understanding of our children’s beliefs. 

 

Start of the lesson with no teacher input all children are to be given the picture of the 

lady’s face in the Burka and around the outside write thoughts and feelings that 

immediately come into their heads.  It will be anonymous, so children will be asked to be 

honest. 

 

Main Children in their table groups are given pictures of individual people from a range of 

cultures (teenage ‘Goth’, disabled person, white Jewish man, an African lady, a man 

wearing a turban, a white man) in the middle of a large piece of sugar paper.  Displayed 

on the board will be the following prompts: 

 Look at your picture: 

 What job might they have? 

 What country are they from? 

 What religion do they have? 

 What thoughts do you have about this person? 

 What feelings do you have about this person? 

Children then write their answers around the picture on the sugar paper in felt tips. 

 

A child from a different table will then be asked to be hot seated as the person in the 

picture (this will include our chosen children) they will come to the front and listen as a 

table member reads their jottings from the sugar paper.  After this the hot seated person 

will describe how it made them feel and why. 

 

As a finishing reflection, children will be asked to think about how comments we make 

affect other people’s feelings and self-image. 

 

Elisa to teach the lesson with Year 6 

Karen to put together the image resources on the sugar paper pieces; to observe and 

interview case study child 

Sally to print/photocopy the Burka image resource for one each in year 6 (26) and 

enough for a small group in year 1; to observe and interview case study child 

ST: to observe and interview case study child 
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Name____________________________________________ 

Lesson 1 questions (Pupil interview) 

At the start of the lesson, you completed something anonymously, how did that affect 

what you wrote down or how you felt? 

 

Working as a table you were asked to write your thoughts and feelings.  Were you able to 

do that as part of a group and why? 

 

When you were in role of the person in the picture, how did it feel to listen to the 

comments made? 

 

 

Appendix 27 – School A – 2nd lesson plan + pupils’ interview questions 

Lesson 2 

Overarching aim: To understand our children’s beliefs and encourage empathy with other 

cultures. 

Lesson 1 - Focussing on enabling our children to see the benefit in not judging by first 

impressions. 

 

Start of the lesson all chn will be silent reading.  Those with brown hair will be invited to 

get out wet play games. (A social experiment in discrimination). Teacher to role play this 

with comments such as: 

Brown haired people don't need to read as much because they are obviously more 

intelligent. 

I don't like people with blonde hair, I have heard they are not trustworthy. 

Brown haired people are obviously smarter, happier - we are the same, we think the 

same..... 

Allow this to continue for 5-10 mins 

 

Main Return to tables. 

Which group were you in? 

How did it make you feel? 

How did you feel about the other group? 

Teacher input: this kind of thing has happened in the world throughout history based on 

the first impressions and assumptions that people make and then act upon. 

Give out the pictures used in last lesson. They are all British. 

Use post it notes for them to write answers to Q's on IWB. 
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 Look at your picture: 

 What job might they have? 

 What country are they from? 

 What religion do they have? 

 What thoughts do you have about this person? 

 What feelings do you have about this person? 

Children then share their ideas. 

 

As a finishing reflection, it is human nature to have first impressions about people based 

on our knowledge from media, from family and from our own experiences.  Read the 

Martin Luther King quote from the IWB.  Children will be asked to think about how 

comments we make affect other people’s feelings and self-image. 

Sally to teach the lesson with Year 6 

Elisa to observe the lesson 

Karen to prepare resources and observe taught lesson 

 

Name____________________________________________ 

 

 

 

Lesson 2 Questions (pupils’ interview) 

 

Has this exercise affected your own opinion and thoughts on people who are different 

from yourself? 

 

 

How did your group work differently the second time in relating to the pictures? 

 

 

Why do you think we have done these lessons? 
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Appendix 28 - School A: Stanza analysis -1st Lesson planning meetings 

 

 First PM: first lesson  2nd PM: 1st lesson 

L1-27 Meaning Of IU L1-7 Reminder case pupils 

L28-31 Locating IU L8-22 Recap on opening and main activity 

L32-43 Purpose Of IU L23-37 Clarification of learning objective 

L47-51 Assessing IU L38-53 Teaching activity suggestion: head band 

L52-60 Identifying A Learning Focus L54-63 Suitability of head band activity in 
relation to IU 

L61-71 Teaching Resource/Idea L64-80 Teaching activity: pictures-selection of 
pictures 

L72-81 Influence Of Environment: 
Family 

L81-
101 

Precisions about activity to make it 
work 

L82-89 Teacher Knowledge L102-
112 

Sensitivity of a labelling teaching 
activity 

L90-93 Teaching Approach L113-
157 

How to achieve learning objective of 
empathy  

L94-101 Story-Incident L158-
183 

Increased precision on how to deliver 
activity 

L102-103 Purpose Of IU: Focus On 
Differences Or Similarities 

L184-
227 

Progressing lesson into next stage: hot 
seating-explanation how to deliver 
activity 

L104-108 Influence Of Environment: 
Curriculum Materials/Family 
Life 

L228-
277 

Timing and recap of full lesson 

L109-137 Assessing IU-Observing Pupils’ 
Reactions 

L278-
300 

Questions for case pupils 

L138-146 Baseline Activity: Afl L301-
313 

Teaching content for 2nd lesson 

L147-149 Purpose Of IU: Open-
Mindedness 

L314-
346 

Discussion about what types of cultures 
should be represented on the pictures 

L150 Change Would Not Be Instant L347-
372 

Final timetabling and designating roles 
–teacher and observers in first lesson 

L152-162 Learning Focus: Culture L373-
423 

Selection of pictures and organisation 
of class-group 

L163-166 Sensitivity Of Topic Focus L423-
429 

Comments about other activities 

L167-191 Reference To Document: 
Teaching Ideas 

L430-
438 

General conversation 

L192-200 Essence Of IU: Reducing IU To 
Tangible Learning For Teachers 

  

L201-217 Organising Lesson: Year Group; 
Activities 

  

L218-240 Focus On Teacher Learning   

L241-247 Lesson Content   
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L248-255 Impact Of Broader Context On 
Curriculum Materials/Content 

  

L256-275 Lesson Content   

L276-285 Pedagogical Approach   

L286-308 Lesson Content   

L309-335 Case Pupils: Selection Criteria   

L336-345 Impact Of Teaching On Pupils   

L46-356 Writing Plan: Opening Activity   

L357-388 Formulation Of Lesson Learning 
Objective 

  

L388-395 Reference In Document: 
Confirmation 

  

L396-502 Logistical Practicalities   

L503-509 Discussing Teaching Activity   

L511-537 Logistical Practicalities   

 

Appendix 29 – Observation notes about case study pupil 

Observation during lesson study of Adya from Sally 
 
Careful listening to confidentiality clause at start of lesson. 
Immediately writing as the response to the picture, hiding room others on table. Thinking 
then more writing. Appeared to be crossing out. 
In discussion.... Expressing opinions and writing on the sheet. Wanted to talk about his 
job, suggesting he was a banker, accountant, posh clothes looking smart. Others said he 
must be Christian.  
Wanted to disagree, difficult to express this above others in the group, particularly one 
who was seeming to take charge.  Used own experience to try to. Back up thoughts. 
“where I go to pray there is a man with orange hair and white skin" 
Disengaged slightly after this (was this because others were not listening?) 
Listened sensibly to other groups feedback to hot seat. 
Very nervous at being hot seated, couldn't recall what made her feel uncomfortable. 
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Appendix 30 - Sample pupils’ work: School A: Differences between 2 lessons 

Picture Lesson 1 comments 
group work 

Lesson 2 comments on 
post-it at the back: 
different picture Purple 
post-its/individual work 

Lesson 2 comments on 
post-its:  individual 
comments from same 
group with the same 
picture 

Sikh man 
2 pictures of 
that person 

thinks he sells 
something 
works in a shop 
like a policeman 
funny eyebrows 
hotel 
he looks crazy 
because he wears a 
turban 
he’s got a funny 
beard 
maybe lives in a flat 
looks like a priest 
because he’s hairy 
scary because of 
expression 
cyber bully 
religious because in 
what he wears 
preacher priest 
non trustworthy non 
trusting because of 
smile and eyes 
scared (don’t know 
why) 
rip off doesn’t look 
like someone to 
trust 
nice 
Muslim 
Gipsy 
greedy 
dealer man because 
doesn’t look friendly 
foreign 
Sikhism because in 
what he wears 

I think he is a market seller 
because of the turban and 
happy 
 
I think he is a priest 
because he looks very 
religious, helpful and kind 
 
Accountant mean Hindu 
he seems scary 
 
I think that he works at a 
clothes shop because of 
what he’s wearing  
I think his religion is 
Judaism because of his hat 
 
I think he looks friendly 
because of the smile on 
his face 

Hindu 
mean  
selfish 
business man 
creepy 
cold hearted 
might be bullied 
 
religious because of his 
clothing 
Hindu 
I think he is judged 
because of his clothing 
and religion 
no job 
strange 
 
religious 
kind lonely  
happy helpful 
bad and good 
very religious 
 
This person looks alright 
but he could be a little 
mean to people because 
they are mean to him 
his religion is probably 
Asian or Jewish 
 
Salesman who rips 
people off 
he’s a Muslim 
He sorts of freak out 
with his smile 
could be a father  
doesn’t look trustworthy 
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don’t trust because 
get a feeling he’s a 
bad person 
not a nice person 
because of face 
Asian because of 
skin colour 
 

I don’t like his smile 
really 
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Appendix 31 - School B: Lesson 1 plan + pupil interview questions 

 

Lesson 1 

Pupil: Lily 

Class: year 4: Kayla teaching 

Observer: Zoë  

 

What is the lesson study objective in relation to Intercultural Understanding? 

To recognise the diversity within our culture and the influence of other cultures on ours  
 

What is the anticipated learning outcome/final product? 

Labelling a map with items’ origin by placing it in that country, with the aim of normalising other 

cultures in our everyday life.  

Lesson sequence/ 
tasks 

How you hope pupil Lily will respond? How pupil Lily is 
observed to 
respond? 

Input: Look at a normal child’s 
day, thinking about the items 
they have brought in and 
where they fit into a normal 
day e.g. pyjamas, tea, teddy, 
shoes etc. 
 
Look at the labels on each of 
these items and talk about 
where they come from – does 
anything surprise you?  
Adult to record list of items 
and countries of origin.  
 
Main: Plot on a map which 
items come from which 
country. Each pair to have an 
A3 world map (names on for 
support). 
 
Plenary: Comparing countries 
after activity – which items 
have travelled the furthest? 

Lily should be able to discuss different objects 
she uses throughout the day (hopefully 
including objects from other cultures, e.g. her 
pjs!). 
 
 
 
 
Lily will notice that the item she has brought 
in, or another pupil has, was not made in this 
country. She will be able to recognise that lots 
of the items are actually from other cultures.  
 
 
 
Lily will be able to see the wide distribution of 
the items we have looked at and use in 
everyday life.  
 
 
 
Lily will be able to comment on the 
contributions other cultures have made, 
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What items haven’t travelled 
very far? What does England 
produce? Which country 
produces the most? Do 
similar items come from 
similar places?  
 
Success criterion for this 
focus:  

• Look at the label to 
discover where different 
items we use come from.  

• Find these countries on a 
map.  

• Label that country with 
that item.  

• Compare distances, types 
of items and quantities.  

• Make a comment on what 
has surprised you during 
this lesson.  

including which cultures have made a 
surprisingly large contribution.  
 
Lily will see our culture is made up of, and 
supported by, the contributions of many 
other cultures.  

Comments 
 
 
 
 
 
 
 
 
 
 
 
 

Pupil interview after lesson:  
1. What was that lesson about?  
2. Did you already know different 

products we use were made around 
the world?  

3. If so, who told you/how did you find 
out?  

4. Did anything surprise you? If so, what?  
5. Did it interest you? Which bits in 

particular?  
6. Can you think of any other benefits 

other cultures have brought to ours?  
7. Do you think it is important to learn 

about other cultures and how they 
interest us?  

8. If so, why do you think this is 
important?  
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Appendix 32 – School B Annotated lesson plan (anonymised) 
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