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SECTION 1: INTRODUCTION 

Indonesia Country Context 

The Indonesian government and key stakeholders, in 
recent years, have given increasing attention to 
enhancing the quality of education and teacher 
professional capacity. The introduction of the 
Education Law in 2005 and revised curriculum in 2013 
signal the country’s efforts to place greater emphasis 
on teaching as a profession, and the higher 
requirements for teachers. Despite such efforts and 
expectations, Indonesia still faces challenges with 
regard to both effective classroom pedagogy and 
teacher professional development. 

Although new pedagogical approaches such as 
inquiry, problem-based learning and project-based 
learning have been encouraged and promoted (ACDP, 
2013), studies show that conventional one-way 
teaching and lecturing prevails in Indonesian 
classrooms, regardless of subject, whilst student 
learning is characterised as passive and rote-learning 
(Zuhdi, 2015); teachers function as knowledge 
transmitters whereas students simply listen and try to 
memorise what is taught. The low quality of teaching 
and learning is attributed to a deep-rooted school 
culture which resists new ideas and changes, the lack 
of time for preparing learning materials, and a lack of 
resources for practitioners (Zuhdi, 2015). 

The prevalence of conventional teaching and learning 
also reflects an inadequacy of teacher professional 
development (TPD) programmes and activities. To 
date, there exist three key providers of TPD, namely, 
the government, communities, and teacher forums 
(Widodo & Riandi, 2013). However, many of these 
activities are centre-based and subject-based, which 
promote neither collaborative learning nor a shared 
culture amongst teachers within the same school, 
even leading to a state of Balkanisation (Hargreaves, 
1994). Further, as these activities are often not 
situated in classroom contexts, they offer little to help 
teachers understand more deeply student learning 
processes, and have limited meaningful applications. 
Many teachers participate in online TPD activities 
merely to help them prepare for the online teacher 
competence test. 

   

The low quality of teaching and learning is 
attributed to a deep-rooted school culture which 
resists new ideas and changes, lack of time for 
preparing learning materials, and lack of resources 
for practitioners to rely on (Zuhdi, 2015). 

 

 

Given the context, an alternative approach to 
professional development called Lesson Study (LS) 
was introduced in Indonesia in 2005 to improve 
mathematics and science teaching through the 
School-University Collaboration project funded by the 
Japan International Cooperation Agency (Saito, Harun, 
Kuboki, & Tachibana, 2006; Saito, Hendayana, et al., 
2006; Saito, Imansyah, Kuboki, & Hendayana, 2007). 
However, interpretations and understandings of LS 
vary greatly amongst Indonesian educators. More 
importantly, the whole school approach referred to as 
Lesson Study for Learning Community (LSLC) has not 
been practised widely in the country. 
 

Lesson Study for Learning Community (LSLC) 

LSLC was initiated by Professor Manabu Sato during 
the 1990s to defend Japanese public schools against a 
quick succession of top-down school reforms (Sato, 
2008). With the vision of assuring learning 
opportunities for every child, teacher, as well as the 
local community, LSLC identifies three philosophies 
(Saito, Murase, Tsukui, & Yeo, 2015): 

In order to reform daily lessons, LSLC teachers are 
encouraged to incorporate the following items:  (1) 
concrete tools or contexts as materials for students (2) 
collaborative learning, and (3) sharing of ideas and 
representations by students. By doing so, teachers can 
create dialogic lessons where learners have abundant 
opportunities to consult with their peers and voice 
their thoughts about what they do not understand. By 
joining regular observations and reflections with 
colleagues—the main activities of LSLC— teachers can 
connect what they have learnt to continuously 
improve their daily practices. 

“  
       

     ” 
 

1. EQUALITY 
Every teacher needs to be provided with equal 
learning opportunities regardless of individual 
capacity.  
 
2. PUBLICNESS  

Schools as public institutions must be open for 
both insiders and outsiders to learn. 
 
3. EXCELLENCE 

LSLC should aim to provide high quality student 
learning through academically challenging tasks. 
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LSLC as a Japanese approach to school reform diverges 
significantly from the LS often discussed in the extant 
literature. As demonstrated in the following table, the 
former is organised according to graders’ groups 
rather than subject groups, with a focus on reflection 
rather than planning. LSLC activities operate on a 
much higher frequency than LS and require strong 
leadership throughout the whole process. More 
importantly, LSLC targets whole school reform 
through which learning opportunities are secured for 
both teachers and students.  
 

Items International LS LSLC 

Target 
Subject 

Group level Individually done 

Planning Group level Individually done 

Base group Subject group Graders’ group 

Emphasis Planning Reflection 

Activities 1 semester 
 Plan:  6 to 7 

times 
 Observation: 

1-2 times 
 Reflection: 

1-2 times 

1 year 
 Plan:  

informally 
done 

 Observation: 
80 to 100 
times 

 Reflection:  
80 to 100 
times 

Target Professional 
Development 

School Reform 

Leadership Occasional Throughout the 
whole process   

Table 1: Differences between LS in international literature and 

LSLC (Saito et al., 2015) 

As discussed above, the base group of LSLC is the 
graders’ group. This means that teachers teaching in 
the same grade(s) get together for joint observations 
and reflections, regardless of the subject they teach. 
This organisation helps to reduce the risk of observers 
predominantly evaluating the observed teacher’s 
subject matter knowledge and teaching in reflection 
sessions, rather than the students’ learning. Since 
many observers may not have the subject expertise, 
they are more likely to discuss what they observe 
during the lesson, particularly the nature of children 
learning. Further, cross-subject observation may lead 
to a better understanding of particular students who 
respond very differently in different subjects. This 
provides an opportunity for teachers to question and 
improve their practices. Apart from graders’ groups, 
whole school sessions as well as some informal groups 
can also be conducted at a lower frequency. 
 

In observing lessons, observers are encouraged to find 
the best positions at one of the two front corners of 
the classroom, to capture not only students’ cognitive 
aspects but also their facial and bodily expressions.  

Figure 1: Suggested observers’ position in the classroom 

 
Saito and collaborators (2015) recommend seven key 
points for observers to pay attention to, including  
(1) quiet children (reading their body language);  
(2) human relationships and responses in class;  
(3) involvement of children with lower achievement; 
(4) oral discourses; (5) level of tasks according to the 
realities of children’s learning; (6) efficiency of 
learning (removing unneeded parts); and (7) 
relationships with materials, concepts and people.  
 

 

Observers may take notes, videotape parts of the 
lessons (preferable option) or take photos of children 
learning, to share with colleagues. 

After observing a lesson together, teachers gather for 
a two-hour reflection, what Schon (1983) terms as 
reflection-on-action. The observed teacher first shares 
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about their intention, feeling, impression about the 
lesson, any challenges in conducting the lesson and so 
on. This is followed by observers’ comments on what 
they observed, focusing on how children had or had 
not learnt during the lesson as well as their well-being. 
Some observers, particularly those more experienced 
or with a higher status, tend to criticise observed 
teachers without much evidence. However, the 
purpose of LSLC is for every teacher, including school 
leaders and senior teachers, to learn from one another 
and grow professionally, and not for performance 
evaluation. Thus, a three-phase discourse is proposed:  
 

 

While describing student learning, observers are 

encouraged to be as specific as possible  to use 
names of students and show audio and visual images 
of their learning. 
 
With its vision, philosophies, activities and principles 
for reforming daily lessons, LSLC provides teachers 
with abundant opportunities to learn with and from 
colleagues; and grow as professional teachers capable 
of creating meaningful learning experiences for 
students. It is in fact a school-based and practice-
based approach to build teacher capacity which 
corresponds to the current consensus on effective 
teacher learning1 and professional development.  
 
Thus, from a humble beginning of three pilot schools, 
LSLC has spread all over Japan, and is now practised in 
other Asian countries such as Korea, Taiwan, China, 
Indonesia, Vietnam, and Thailand. 

                                                           
 

1 In this policy brief, teacher learning refers to specific and individual learning process 

and gains whereas professional development implies broader activities or programmes 

in which teacher learning may occur. 

SECTION 2: CASE STUDIES OF FOUR JUNIOR 

HIGH SCHOOLS  

The HEAD Foundation funded a project on teacher 
capacity building through LSLC in Indonesia, from 
2017 to 2018. This project, a collaboration between 
Monash University and Indonesia University of 
Education (Universitas Pendidikan Indonesia), aimed 
to enhance teacher reflection capacity and pedagogy, 
specifically to promote teaching as a dialogical 
process. Two junior high schools in West Java were 
chosen as intervention schools while another two 
acted as controls. The four schools were located in 
areas where LSLC had been introduced over the years; 
however, they did not necessarily receive any direct 
training from experts. In the following sub-sections, 
we discuss some of the findings from the case studies, 
as well as challenges encountered in implementing 
LSLC.  

 
Findings 

 
 
There was evidence that LSLC could strengthen 
teachers’ reflective practices in the intervention 
schools. While comments given by teachers in control 
schools were still abstract and vague, those provided 
by teachers in intervention schools were more 
detailed and insightful after cycles of LSLC. Their 
reflections were more likely based on facts about the 
students’ learning and well-being, particularly through 
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interactions and dialogues during lesson time. This 
reflected the teachers’ sensitivity and capacity to 
capture what matters to students; these were 
developed through an intensive series of mutual 
observations and reflections, with a focus on students.  
 
Further, the cycles of LSLC led the participating 
teachers to adopt a different perspective toward TPD 
activities conducted by the government. As discussed 
earlier, many teachers are currently engaged in online 
TPD just for the purpose of preparing for the online 
teacher competence test. Cycles of LSLC helped the 

teachers realise the true meaning of TPD  classroom-
based professional activities improve daily teaching 
practices and, ultimately, the quality of student 
learning. 

During the project phase, improvements in the 
student-student, teacher-student and teacher-
teacher relationships were observed, even in control 
schools.  

1. Student-student relationships: As collaborative 

learning was increasingly incorporated into  lessons, 

students had more opportunities to consult and clarify 

with peers. Meanwhile, higher achievers learnt to be 

patient, to listen to their friends’ ideas and to give the 

best explanations possible.  

2. Teacher-student relationship: Since teachers 

attempted to show genuine interest in and care for 

the students’ learning, students started to appreciate 

their teachers.  

3. Teacher-teacher relationship: Relationships among 

teachers were strengthened through joint 

observations and reflections. This happened as 

teachers gained a better understanding of colleagues 

through their practices and changed their 

perspectives of their colleagues. 

Another notable finding concerns a distinctive 
difference in leadership between the intervention 
schools.  In the first intervention school, a private 
school in Bandung City, the principal demonstrated his 
commitment to leading the programme by attending 
discussions for planning lessons, observing lessons 
with teachers and joining all reflection sessions. On 
the other hand, the involvement of the school leader 
in the second intervention school was much weaker. 
When the project started, a change of principal at this 
school affected the project’s implementation, as the 
newcomer was not motivated to support the LSLC 
initiatives. 

It is important to note that whether a school was 
private or public was not a decisive factor in the 
quality of school leadership. One control school was a 
private school, yet there was no strong leadership 
demonstrated like that of the intervention school 
mentioned above. Probably, in the first intervention 
school, there was greater awareness of the need to 
change. This was demonstrated by the principal’s 
careful phasing of the development of LSLC practices- 
from a small core group of teachers of different 
subjects to whole school expansion. 

Challenges in Implementing LSLC 

Change in School Leadership 

As discussed earlier, the case of the second 
intervention school demonstrated the importance of, 
and critical risks of change in, school leadership. As a 
new principal with a weaker commitment took office, 
LSLC activities were given a lower priority. Although 
the new leader planned to provide an opportunity for 
every teacher to jointly observe and reflect on lessons, 
the rotation of participating members on each 
occasion made it difficult for them to obtain a shared 
and firm understanding of LSLC. Further, the change in 
leadership influenced the relationships between the 
teachers; it became more difficult for the teachers to 
frankly share and consult with each other, and their 
relationships became more hierarchical. Without a 
good understanding of LSLC and a strong commitment 
by school leaders, LSLC is unlikely to produce desirable 
outcomes.  

It is therefore critical for consultants or resource 
persons to quickly catch up with the situation, 
especially in times of changing leadership.  This can 
take place in any school in any country. There were 
some cases in Japan where new principals who were 
not supportive of LSLC discouraged entire schools 
from being engaged in it. In such cases, resource 
persons need to continuously have discussions with 
the new leaders about the aim of LSLC, while providing 
support to middle-level leaders so that they continue 
to lead LSLC initiatives in their school. This attempt 
becomes even more crucial when there is frequent 
turnover in leadership. Although the intensity and 
quality of LSLC under the new leadership may not be 
highly satisfactory, it is still meaningful to continue the 
routine and maintain the momentum. 

 

 

 

“  
           ” 

Without a good understanding of LSLC and a 

strong commitment by school leaders, LSLC 

is unlikely to produce desirable outcomes.      
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Going Across Subject Boundaries 

Although going across subject boundaries is not an 
entirely new issue and has been observed quite often, 
it is still meaningful to discuss it in the running of LSLC, 
especially during observations and joint reflections. 
Some teachers in the pilot schools provided feedback 
that it was difficult for them to understand why they 
observed and reflected on lessons in subjects outside 
of their expertise. Furthermore, within the Indonesian 
resource persons team, some faculty members only 
commented from a particular subject’s perspective, 
which many teachers in other subjects did not find 
meaningful.   

In order to overcome such complaints or anxieties felt 
by the teachers, it was critical for the resource persons 
and school leaders to convince teachers about the 
rationale, importance and potential of LSLC.  The first 
rationale for LSLC is to understand the reasons for and 
contexts of students’ learning. Lessons are for 
students to learn, and students are the critical targets 
for each lesson in each subject. There is a tendency for 
teachers from the same subject departments to 
discuss more about how to teach that subject rather 
than how students have learnt. Thus, the students, the 
most important targets, are likely to be left out in the 
discussions by the teachers. In other words, it 
becomes critical to revisit the observed lessons from 
the perspective of how the students learnt with the 
given curriculum and pedagogies, and to re-examine 
the observed practices by interpreting the meaning of 
such curriculum and pedagogies to students. LSLC 
refocuses on students and this point needs to be 
emphasised. Otherwise, there is little meaning for the 
students even if teachers wield their best efforts to 
teach.  

LSLC also has the potential to enable students to 
change their attitudes toward different subjects. For 
example, a student may like mathematics, but not 
Indonesian or English lessons. In such a case, the 
teachers of Indonesian or English are given an 
opportunity to observe that student in mathematics 
classes, revisit their assumptions about the student, 
and understand why the student demonstrates 
different attitudes during their Indonesian or English 
classes. Such a realisation allows teachers to reflect on 
how to interest students with similar tendencies or 
preferences in their subjects. 

Further, from the perspective of school policy, by 
going across subject departments, there will be 
greater coherence in the interpretation and 
implementation of the school’s pedagogical and 
curriculum policies. There is likely to be schism in 

sense-making on the common agenda of curriculum 
and pedagogies from department to department 
because of the different nature of the subjects and 
accumulated histories of practices. If this schism 
continues, there will be a large subject-based gap in 
pedagogical practices within the same school. LSLC 
can minimise gaps between the school departments 
and strengthen common understanding and practices. 

Frequency of Observation and Interpretation of ‘Open 
Lessons’ 

Some teachers in the pilot schools commented about 
being overwhelmed by the frequency of mutual 
observations and joint reflections under LSLC. This 
probably happened because they believed that they 
had to prepare special lessons each time. Contrary to 
the teachers’ belief, open lessons do not need to be 
specially prepared. Rather, they provide opportunities 
for teachers to learn together and improve their daily 
teaching practices. Teachers must open their lessons 
for observations as this is important for them to 
incrementally and evolutionarily change their daily 
practices. It is certainly understandable for teachers to 
pay more attention to preparing for curriculum 
alignment, planning of the pace of lessons, and 
activities during lesson time; however, if they end up 
just preparing for a special event without any change 
in their daily teaching, it becomes meaningless. What 
really matters is how lessons can be improved and 
how students can learn better on a daily basis. Thus, it 
should be underlined that teachers do not have to 
prepare anything special, but seek to change their 
daily lessons incrementally by tinkering and 
experimenting with reforming practices based on daily 
reflections. 

It should be acknowledged that changing daily 
practices would require a lot of time. In this project, 
dialogical pedagogy was introduced and only a limited 
number of teachers could manage it. For these 
teachers, intensive interactions with their teams were 
needed. Thus, it should be emphasised that school 
leaders and teachers need to be patient with the 
speed of change, and remain determined to stay with 
the change agenda. Also, it is very important for them 
to be sensitive to any change in students’ learning as 
evidence of reforms in their practices. They need to 
keep encouraging each other as they tinker with their 
practices because this process will not be easy. Also, it 
is ultimately an attempt to change and re-construct 
their self-image and identity as teachers, which 
requires much deep reflection about their 
professional and personal experiences.  
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SECTION 3: POLICY IMPLICATIONS 

  

Ministry Level 

As Indonesia aims to improve education quality to 
meet the demands of a diversifying economy, 
investments in quality teacher professional 
development are necessary, if not crucial. In line with 
the shared view on effective teacher learning and 
professional development, it is recommended that 
these activities be school-based and classroom-based, 
rather than the centre-based and decontextualized 
training often offered to practitioners. Teacher 
learning should be contextual (Pedder & Opfer, 2013) 
and closely connected to the daily work of 
practitioners. This is because teaching is a complex 
and sophisticated business (Loughran, 2018) which 
requires an appreciation of its nature before teacher 
learning can take place. 

LSLC, with its focus on actual practices through 
frequent joint observations and reflections, 
represents an innovative and more sustainable 
approach to enhance teacher professional capacity 
and, subsequently, student learning. However, for 

LSLC activities to be introduced more widely and 
become an ingrained part of schools, more research 
should be conducted in the country context of 
Indonesia, and at all levels of general education. To 
secure time for the entire school to learn together, the 
Ministry of Education and Culture may need to 
officially allow schools to allocate half a day off every 
week for professional learning activities. 

University Level 

Additionally, the involvement of university faculty 
members as resource persons for LSLC is vital. In 
countries where LSLC has been successfully run, 
teacher educators actively partner with neighbouring 
schools for regular school visits and consultations. 
Faculties of universities involved in teacher education 
may invite their colleagues to join these visits, observe 
lessons, and reflect on them together with school 
teachers. It is important that teacher educators keep 
learning in the field, expanding their areas of 
expertise, and inquire further into the issues identified 
while working with schools. In doing so, they will not 
only help solve practical teaching and learning 
problems, but also enrich their own knowledge, and 
contribute to the practical and theoretical foundations 
of LSLC. 

Local level 

To disseminate the LSLC philosophy and methodology 
from pilot schools to other schools in an area, the role 
of local education offices needs to be emphasised. 
Since local authorities directly work with and 
supervise schools, they exert a strong influence on 
school practices. Without their strong support and 
endorsement, LSLC activities even in pilot schools may 
not be sustained, let alone disseminated to others. 
Thus, efforts should be made to garner the support of 
local authorities and ensure their deep understanding 
of the vision and philosophies of LSLC through 
dialogue and exposure to school-based observation 
and reflection. 

 

 

 

 

 

 

 

 

 

“ 
 
         

 
 
 
 
 

        ”

As Indonesia aims to improve education quality to 
meet the demands of a diversifying economy, 
investments in quality teacher professional 
development are necessary, if not crucial.  
… It is recommended that these activities be school-
based and classroom-based rather than the centre-
based and decontextualized training often offered to 
practitioners.    
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Within each local education office, it is necessary to 

establish a core team of officers  capable and 
motivated teachers and school leaders who are 
trained to function as local consultants to schools 
running LSLC. The team should meet regularly to 
discuss readings about LSLC as well as educational 
theories and practices, watch videos of lessons for 
joint observation and reflection, and visit schools 
together to grow their expertise. Having a local team 
will be a great asset to complement visits by faculty 
members or external experts; more importantly, it will 
strengthen the sense of ownership among local 
authorities. Further, when one of the members is 
assigned to another area, they can introduce LSLC to 
their new workplace. 

School Level 

As demonstrated in the findings, school leaders are 
the most important stakeholders to run and sustain 
LSLC. Principals function as grand designers and 
implementers who greatly decide the direction and 
lifespan of LSLC in their schools. Not only do they have 
ownership over LSLC, they are actively engaged in all 
of its cycles, and also provide organisational support 
to teachers by reducing administrative work and 
allocating time for joint observation and reflection 
activities as well as encouraging teachers to 
participate. Further, they act as instructional leaders 
who can advise teachers regarding lesson planning, 
subject matter knowledge, and pedagogical 
approaches. More importantly, they demonstrate that 
they are themselves model learners who humbly learn 
from their staff’s practices.  

The experiences from a neighbouring country, 
Vietnam, show that in more successful LSLC schools, a 
shared sense of crisis and motivation are critical for 
school leaders to take action to change the status quo. 
Often, they are the first to open their lessons to all 
staff to encourage them to follow suit. Further, they 
initiate vide-flection (Saito & Khong, 2017) – school 
leaders visit every single classroom for five to ten 
minutes each on a daily basis, videotape children 
learning, and reflect with the relevant teachers on 
how they learnt or did not learn. By doing so, school 
leaders help teachers to connect what they learnt 
during whole-school or grader-wise LSLC and their 
daily practices. Watching their own lessons regularly 
leads to teachers building a stronger awareness of 
their own classroom issues as opposed to just 
observing those of their colleagues’. 

Due to the critical roles they play, any change in school 
leadership may lead to crisis in schools running LSLC to 
the degree that its activities cannot be sustained. 

However, even in such a case, with a strong 
commitment, teachers may continue running LSLC on 
a smaller scale and gradually persuade new school 
leaders to support it. Further, if LSLC is officially 
endorsed and a local team of consultants has been 
established, schools can get help from them to go 
through the leadership transition period in a shorter 
time while maintaining their current activities.   

SECTION 4: CONCLUSION 

Given the challenges facing Indonesian education, 
particularly its classroom pedagogy and teacher 
professional development, there is a strong need for 
the country to adopt a more sustainable and practice-
focused approach to enhance education quality. LSLC, 
an approach to whole school reform widely 
implemented in some Asian countries, can support 
Indonesian educators in this endeavour.   

Findings show that LSLC has helped teachers in the 
intervention schools enhance their reflective practice 
and develop different perspectives towards TPD, as 
well as improved school relationships. Notably, a 
difference in leadership practice between the two 
intervention schools was observed. The project also 
highlights three challenges in implementing LSLC, 
namely, (1) school leadership turnover, (2) going 
across subject boundaries, and (3) frequency of 
observation and interpretation of “open lessons”. In 
light of these findings and challenges, 
recommendations to promote LSLC practice are 
proposed at ministry, university, local, and school 
levels. Although specific to Indonesia, these policy 
implications are also relevant for other countries with 
similar contexts, and who wish to adopt LSLC for the 
enhancement of children and teacher learning.  
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